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Hochschulbildung befindet sich weltweit in einem dramatischen Umbruch. Stu-
dienanfingerquoten von iiber 70 Prozent innerhalb der nichsten 15 Jahre in den
Industrieldndern sowie eine drastisch steigende Nachfrage in den Entwicklungs-
und Schwellenldndern markieren einen neuen Stellenwert und eine gewandelte
Funktion der Hochschulbildung in Gesellschaften des postmodernen Zeitalters.
Zur gleichen Zeit steigen die Anforderungen an Hochschulen, ihre Absolventin-
nen und Absolventen darauf vorzubereiten, eine globale und digitalisierte Welt
von morgen zu gestalten. Die Rolle die der Hochschulbildung fiir die Umset-
zung der Ziele fiir nachhaltige Entwicklung (Sustainable Development Goals)
zukommt, spricht eine deutliche Sprache: Ohne eine inhaltliche und organisa-
torisch erneuerte Hochschule der Zukunft werden gesellschaftliche Problem-
lagen wie sie etwa mit dem Klimawandel verbunden sind, Herausforderungen
der zukiinftig noch zunehmenden Migration, Konflikte, die durch populistische
Gesellschafts- und Politikentwiirfe entstehen und die damit verbundenen Frage
nach der Zukunft der Demokratie, nicht zu l16sen sein. Die Entwicklung eines
erneuerten gesellschaftlichen Konsenses iiber die Rolle der Hochschulbildung
der Zukunft erfordert es, Foren und Kanile zu schaffen, in denen die Frage der
Hochschulbildung der Zukunft diskutiert werden kann. Die Reihe ,,Zukunft der
Hochschulbildung* hat zum Ziel, Beitrige aus der ganzen Breite der wissen-
schaftlichen und gesellschaftspolitischen Themen aufzugreifen und damit die
Entwicklung von tragfihigen Konzepten fiir die Zukunft der Hochschulbildung
zu unterstiitzen.

Die Themen der Reihe spannen sich von tiefgehenden Gesellschaftsanalysen,
der Bedeutung des Wissenschaftssystems und Hochschulbildungssystems in der
Gesellschaft der Zukunft bis hin zu Fragen des zukiinftigen Hochschulmanage-
ments. Dabei werden empirische Studien aber auch grundlegende Ansitze zu
Hochschulinnovationsthemen fokussiert, auch zu Detailthemen, wie bspw. alter-
nativen Studienformen, Mikrozertifikaten, der digitalen Transformation, Block-
chain fiir die Hochschule und anderen Themen.
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In a world without future, each parting
of friends is a death. In a world without
future, each loneliness is final. In a
world without future, each laugh is the
last laugh. In a world without future,
beyond the present lies nothingness, and
people cling to the present as if hanging
from a cliff.

Alan Lightman



Foreword by Andreas Schleicher

I am honored to contribute a preface to this important book, “Creating the Univer-
sity of the Future”, edited by Ulf-Daniel Ehlers and Laura Eigbrecht. The volume
appears at the right time as the world continues to change at an unprecedented
pace. More than ever before, it is essential that higher education around the world
evolves to ensure that students are equipped with the Future Skills they need to
lead happy lives, succeed in their professional careers and better contribute to
societies living in peace together. This requires a bold and visionary approach
to higher education, one that prioritizes Future Skills, promotes development of
learner agency, and prepares students for the challenges of the future.

The idea to have a fixed curriculum which is then transmitted to students is
really an idea of the past. The idea of the future is one where educators become
creative designers of innovative learning environments, where the curriculum is
seen as a product of co-creation, where learners and educators decide together
what content is relevant in this moment for that purpose, and in what way it can
be approached. The kind of things that are easy to teach and maybe easy to test
are precisely the things that are now easy to digitize, to automate. We must ask:
what makes us human? How do we complement, not substitute the artificial intel-
ligence we created in our computers? Learning is no longer about being taught,
but about developing a compass, the navigation tools to find your own way in a
world that is increasingly complex, volatile, ambiguous. Our capacity to navigate
ambiguity, in the moment of crisis, is perhaps the most important one to have.

At the OECD, we are committed to provide support to national and institu-
tional policy-makers to create visions for future learning and thus also the Uni-
versity of the Future. This book is a valuable contribution to this effort, bringing
together experts from around the world to share their insights, examples, and
experiences on this important topic. The editors, Ulf-Daniel Ehlers and Laura
Eigbrecht, have done an excellent job in curating a range of perspectives and
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approaches from a truly global perspective. Their mission has been to take stock
of the current discussion on Future Skills development in higher education and
thus support the process of establishing a global common understanding of Future
Skills for future higher education. Due to the diverse range of higher education
institutions contributing their experiences and expertise, the book offers a com-
prehensive overview of the current state of play of Future Skills in higher educa-
tion and related challenges.

In a global panorama, the selected contributions are presenting experiences of
including Future Skills into higher education programs both in the field of teach-
ing and learning as well as on an institutional and even a more conceptual, inter-
national, policy-related level. All contributions share a common understanding
and aim at guaranteeing that students are equipped with the Future Skills they
need to succeed in an ever-changing world. The University of the Future must be
flexible and allow students to learn at their own pace and in collaboration. It must
focus on learner agency and ensure that students are prepared for the challenges
of the future.

Most importantly, a Future Skills culture on all levels should be promoted,
and this should be done in a similar way as future learning should take place:
driven by optimism, respective of present and future challenges, and facing these
in transformative processes of co-creation, of openness and of developing new
visions together.

In conclusion, I want to extend my sincere gratitude to Ulf-Daniel Ehlers and
Laura Eigbrecht for bringing together this valuable collection of perspectives and
experiences, and to all the contributors for sharing their insights and expertise. I
am confident that “Creating the University of the Future” will be an invaluable
resource for university leaders, teachers, and students alike, and will inspire them
to embrace the opportunities and challenges of the future.

Andreas Schleicher
Director of Education and Skills at the OECD

Paris
October 2023



Editors’ Preface

The book in front of you is a truly global collaboration. After almost 10 years of
research on Future Skills for higher education and a growing interest from the
entire higher education sector, we wanted to go global and find out how Future
Skills are discussed in higher education in other parts of the world. We termed
our project the “Global Future Skills” project and reached out to colleagues
and institutions from all over the world, spreading the call for contributions to
six continents. The resonance was overwhelming and while contributions kept
coming in, we started to understand that Future Skills are much more than just a
mode of studying and learning in higher education. The concept is having a much
deeper impact and touches the fundamental structures and beliefs of higher edu-
cation institutions all around the world. It is going deeper and touches the funda-
mentals of our institutional constitutions. “Creating the University of the Future”
as title of our project came to us naturally when all contributions and chapters,
ideas and charts were on the table and we took charge of the enormous power of
innovation and reform which came through between the lines of the Future Skills
concepts from colleagues who agreed to contribute.

While we kept adding more chapters to the book, it became apparent that any
Future Skills Turn in higher education would demand for more than some small
reforms but rather implies a new culture in higher education. To capture some of
these visions on future higher education and learning, we reached out to some of
the most prominent visionary pioneers and led a series of fascinating conversa-
tions which we decided to include as a special and authentic conversation format
into the book. We are very thankful to all colleagues who agreed to engage in an
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in-depth conversation to explain their view on new learning and next-mode higher
education.

The publication in its entirety shows: The world is changing at a pace never
before seen in history. Rapid advancements in technology, globalization, and
shifting demographics are reshaping the world we live in. The skills that were
once considered essential for success are becoming obsolete, and new skills are
emerging in their place. In this book, we explore the Future Skills that will be
essential for individuals to thrive in the future, and how universities can adapt to
equip students with the skills they need to succeed.

The university has long been a bastion of learning and knowledge creation.
However, universities must evolve to meet the changing needs of students and the
workforce. Traditional models of education are no longer sufficient in preparing
students for the challenges and opportunities of the future. As such, we need a
new vision for the future university, one that is adaptive, innovative, and focused
on developing the skills that will be essential for creating a sustainable future
world worth living in.

Creating the University of the Future is a call to action for universities to
rethink their approach to education. We believe that universities have a critical
role to play in shaping the future of work, of societies living together in peace and
preparing students for the challenges ahead. This book provides a roadmap for
universities to develop the skills that will be essential for success in the future. It
draws on the latest research and presents insights from experts across a range of
fields to identify the key skills that will be most valuable in the future.

Creating the University of the Future is a must-read for anyone interested in
the future of higher education and work. It provides a comprehensive overview of
the skills that will be essential for success in the future, and a roadmap for higher
education institutions to adapt and thrive in this changing landscape. We hope that
this book will inspire higher education institutions to embrace innovation, col-
laborate with employers and policy-makers, and create a brighter future for their
students and the world.

On a last note we would like to thank all authors and co-authors, and last but
not least, a special thanks to a wonderful team which supported us with all practi-
calities and details in the publication process—especially Daniella Pauly Jensen,
Josefine Schaeffer, Emily Rauch and Silke Huber for reviewing, supporting and
working out the graphical work and all logistics needed.



Editors’ Preface Xl

Finally, let us express a very special learning: Creating a book like this is a
professional but also a very personal journey of meeting new colleagues and cre-
ating a social network in which collaborators become good friends. Thank you!
You will all stay with us on our journey to creating the future university.

Karlsruhe, Germany Ulf-Daniel Ehlers
in October 2023 Laura Eigbrecht



What Can You Expect from this Book?

Creating the University of the Future—A Global View on Future Skills
and Future Higher Education is a book about the role of higher education insti-
tutions in a world which is changing faster than ever before. Never has it been
more urgent to actively shape the global transformation we are facing in order to
create the best possible future, and never has there been a greater imperative for
students to learn the necessary skills—Future Skills—for this. Their promotion is
currently one of the most debated challenges for higher education institutions all
over the world.

This book presents visionary higher and tertiary education programs aiming
at Future Skills for their graduates. It compiles contributions from more than 50
authors who are engaged in global intergovernmental organizations such as UNE-
SCO and OECD involved in research and policy-making as well as from higher
and tertiary education institutions from different countries and continents.

With the challenges ahead, the book calls for the “Future Skills Turn” on a
global level to become reality and demands for rethinking our current educational
systems and realities. This volume aims at increasing visibility for existing and
emerging innovative teaching and learning practices for educational profession-
als, while informing educational leaders about the newest Future Skills strategies,
and inspiring all educational stakeholders on their journey towards future-ready
higher education.

The publication is structured into five distinct sections which are shortly sum-
marized below.
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XV What Can You Expect from this Book?

O)

Future Skills in Higher Education -

The Wider View

Part I: Setting the Scene—Future Skills in Higher
Education

Part I focuses on introducing the concept and relevance of Future Skills and giv-
ing an overview to the reader by introducing the different contributions. The
terminology and a working definition for meaning, scope and context of what
“Future Skills” as a concept refers to will be elaborated, and the Future Skills
concept as developed by Ehlers (2020) is introduced. Additionally, insight into
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a range of existing Future Skills frameworks in form of a meta-analysis is pre-
sented and discussed. In the section’s final chapter, the editors summarize success
factors for implementing Future Skills into higher education based on recommen-
dations from all contributing authors.

Part Il: Future Skills—Foundations and Shapes of a New
Emerging Concept in a Global View

Part II focuses on discussing basic Future Skills concepts and approaches in
(global) higher education. The section is composed of a number of Future Skills
conversations which were conducted to capture current forefront thinking on
Future Skills in higher education, amongst them leading authorities in the field,
like Andreas Schleicher (OECD) and Tom Wambeke (ITCILO). Global experts
like Tony Bates (Tony Bates Associates Ltd.), Wolfgang Stark (University of
Duisburg-Essen) and Francesc Pedré (UNESCO IESALC) each give insights into
the important determinants of changing higher education towards Future Skills.
The section is concluded by a contribution on a new theory of change for higher
education based on a global empirical study.

Part lll: Future Skills in Practice—Teaching and Learning

Part III provides a deep dive into higher education practices in different countries
and institutions through insight into teaching and learning Future Skills. A Future
Skills expert-talk with Angela Duckworth (Character Lab) will lead the way, fol-
lowed by selected examples of Future Skills-ready higher and tertiary education
on a larger scale such as the 42 Coding Schools or the approach of Team Acad-
emy.

Part IV: Future Skills in Practice—Assessment

Part I'V focuses on the important and hotly debated theme of assessment of Future
Skills in higher education. After an introduction to different Future Skills assess-
ment methods and practices, the contributions present a wide range of self-evalu-
ation approaches, formative assessment concepts and teaching-learning integrated
“assessment as learning” approaches, as well as the role of concepts such as
micro-credentials for validating and recognizing Future Skills.
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Part V: Future Skills in Higher Education—The Wider
View

Part V widens the perspective and presents selected national and international
Future Skills initiatives and approaches. All initiatives aim at making society and
lifelong learning future-proof and are integrating educational policy and higher
education practices. Here, Singapore’s Future Skills approach is described from
two perspectives, followed by examples from the Japanese and European context
and an inspirational outlook from New Zealand on the concept of creating a Uni-
versal Learning Community for Future Skills.
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Partl

Setting the Scene - Future Skills in Higher
Education

Part I focusses on introducing the concept and relevance of Future Skills and
giving an overview to the reader by introducing the different contributions. The
Future Skills concept according to Ehlers (2020) as well as a meta-model inte-
grating several Future Skills frameworks are presented. In a final chapter the edi-
tors give a short synopsis of success factors for implementing Future Skills into
higher education based on recommendations from all contributing authors.
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1.1 Introduction

In a world which is changing faster than ever before, it has never been more
urgent to actively shape this global transformation in order to create the best pos-
sible future. Today’s students need to learn the necessary skills for this—Future
Skills. The challenge of promoting them is one of the currently most debated ones
for higher education institutions all over the world.

Future Skills are skills which enable students to collectively impact soci-
etal transformation in order to create more sustainable futures. In other words,
we define Future Skills as competences that enable individuals to solve complex
problems in a self-organized manner and to act (successfully) in highly emer-
gent contexts. They are based on cognitive, motivational, volitional, and social
resources, are value-based, and can be acquired in a learning process (Ehlers,
2020, p.53). In the public discussion on higher education concepts, they have
meanwhile contributed to a decisive change, which we refer to here as the Future
Skills Turn (Ehlers, 2020, 2022). The Future Skills concept we follow is based on
educational research, comprises 17 skills profiles, and represents a strong alterna-
tive vision of higher education. It integrates a variety of Future Skills frameworks
and approaches into one comprehensive model, as will be shown in Chap. 2.

The starting point for the enormous concept that is Future Skills is the diag-
nosis that current concepts of higher education do not confront the pressing chal-
lenges of our societies with convincing concepts for the future (Hippler, 2016;
Kummert, 2017)—neither the sustainable design of our environment nor the
related social or economic challenges. Global challenges are exacerbated by a
constantly accelerating globalization process and ever faster digital progress. In
this situation of digital acceleration, the characteristic feature is that of uncer-
tainty and the inescapable necessity is that of creative responsibility (Ehlers,
2020). It is the responsibility of all of us to make the best of the possibilities and
to find ways to deal with this uncertain future. This is about nothing more and
nothing less than the preservation of our planet and our livelihoods.

The institution of higher education is faced with the challenge of reinvent-
ing itself—at a time when it is undergoing an enormous growth process and a
rate of 70% higher education students of one age cohort or more is predicted
in most nations by the year 2050 (Ehlers, 2020). Higher education institutions
must address the question: which Future Skills will the graduates of tomorrow
need, and how can they support them in acquiring them? Future Skills are first
and foremost an educational concept—therefore it is necessary to describe them
in terms of educational approaches and root them in existing educational theo-
ries. In earlier works, we have done this by creating the so-called Future Skills
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Triple Helix Model, which was developed within the framework of the Next-
Skills study (Ehlers, 2020). The NextSkills study has used a multilevel and
multi-method research design including desk research, document analysis, expert
evaluations, open half-structured qualitative interviews, and Delphi surveys. The
aim was to create an inventory of skills needs for the future and analyze and clus-
ter it to so-called Future Skills profiles. A second research phase was then looking
at integrating the findings from the first phase with a body of existing concepts
and theories. The findings have been further developed with research and teach-
ing experiences for Future Skills promotion in different higher education teaching
and learning settings and initiatives.

In the last five years—since 2017 with the publication of the first (explicit)
Future Skills study in Germany—the interest in Future Skills for the field of aca-
demic education has multiplied and recast the discussion about key competences
and other related concepts, such as 21st Century Skills, Graduate Attributes, or
soft skills. It draws on a history of discussing competences and skills, starting
with soft skills and key competencies, and now integrating transformative, sus-
tainability, and global citizenship skills. There are different perspectives to the
discussion, closer to employability matters, individual development, or commu-
nity and society-oriented approaches. There are many reasons for this, which lie
in societal megatrends such as digitalization, demographic change, and the devel-
opment of an educational society (Ehlers, 2020). These challenges being not lim-
ited to regional or national context, the skills needed to master them should also
be discussed from a broad perspective and across countries and educational con-
texts.

They lead to an increasing importance of Future Skills as precisely those abili-
ties that allow individuals to possess and/or regain the ability to shape their own
lives and social contexts in a world of constant change and in future emergent—
i.e., unpredictable—and rapidly changing situations of demand. In terms and
concept, Future Skills can be distinguished from those competencies that are not
particularly future-oriented. The concept of emergence serves as a differentiating
dimension between current or previous competence requirements and those that
are relevant to the future. In particular, those contexts of action that exhibit highly
emergent developments of life, work, organizational and business processes
require Future Skills to cope with the needs. Emergence thus defines the divid-
ing line that separates previous, or traditional, areas of work from future areas of
work. Since this boundary is not clearly schematic but fluid, and many organiza-
tions are undergoing transformation processes in which weakly emergent work
contexts are evolving into highly emergent work contexts, the need for Future
Skills is also an evolving domain rather than a binary state of either/or.
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Fig. 1.1 Future Skills overview according to three main dimensions (Ehlers, 2020)

Based on the in-depth interviews and the assessment of experts surveyed
worldwide, 17 Future Skills profiles (see Fig. 1.1 for an overview)! were con-
structed that are of particular importance for future university graduates. Each
profile consists of a bundle of individual competences, so-called reference com-
petences. Future Skills profiles are clusters of future-relevant skills. The various
Future Skills profiles can be assigned to three dimensions: those Future Skills that
relate to one’s own development (learning—individual development-related), the
development of specific solutions (development—individual object-related) and
to joint development in social systems (co-creation—individual organization-
related).

"Full comprehensive Future Skills descriptions can be accessed in Chap. 2, and also in
Ehlers (2020).
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Professionals—i.e., acting persons—can develop Future Skills in relation to
themselves (subject-related), in relation to dealing with a task, topic, or object
(object-related), or in relation to the organizational environment, i.e., the social
system (world-related). A relation with three poles emerges, each pole being in
relation to the other. With respect to actions in highly emergent contexts, all three
poles and their relation to each other are always determinant in every action.
Because of the close interconnectedness of all three poles and their interrelated
integration, we refer to this concept as the Future Skills Triple Helix model. The
resulting concept is suitable for the formal description of actions in highly emer-
gent contexts.

The classification criterion for Future Skills profiles is the target of relation:

e relation of an individual to themselves in the present, past or future (subject or
time dimension—Iearning),

e relation of an individual to a certain object (object dimension—development)
or

e relationship of an individual to a person or a group in the world (social dimen-
sion—co-creation).

All three dimensions are in turn interrelated and influence each other. The three
dimensions thus form the Future Skills Triple Helix model (Fig. 1.2), in which
the three skill dimensions interact in concrete actions. They enable a better under-
standing of the factors that make up future action skills.

While there seems to be a common understanding of the relevance of promot-
ing Future Skills with learners, students, graduates, citizens, there is a certain
responsibility of higher education in promoting these if they want to stay relevant
and fulfill the requirements of today’s and tomorrow’s societies. The challenge
of promoting Future Skills is one of the currently most debated challenges for
higher education institutions all over the world. With this initiative, we aim at
facilitating the discussion, of connecting actors, researchers, stakeholders, and all
involved in this important undertaking. We want to make visible what is already
there and want to inspire to envision what could be there—this is the starting
point of our Global Future Skills initiative.
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Fig. 1.2 Future Skills Triple Helix Model (Ehlers, 2020, created by Alina Timofte)

1.2  Ten Drivers for a Future University

Ehlers (2020) summarized ten drivers (Fig. 1.3) which are influencing the shape
and future outlines of a Next University model and which our Future Skills con-
siderations need to be reflective of.

1—Digital Transformation: Digitization is a powerful development for uni-
versities. A wide range of publications bear witness to this. However, the current
discussion about university strategies shows that digital transformation is not an
end in itself. It is becoming apparent that fewer and fewer universities are adopting
a digital strategy, and more and more are moving towards understanding digitiza-
tion as a means of strategically rethinking or sharpening their own university pro-
file. The result is then a strategy for higher education in a digital world, but not a
strategy for digitization.
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Ten Seconds,
of the Future of Higher Education

Fig. 1.3 Ten Seconds of Change for Higher Education (Ehlers, 2020)

2—(Media) Transformation Society: the development of the media has
always led to fundamental social upheavals in historical terms. According to Dirk
Baecker (2018), we can analyze that we live on the verge of a “next society” with
largely changed communication possibilities and rules. The question that arises
is: how can universities prepare their students and graduates for the next society
(Baecker, 2018)?

3—Demographic Change: Schofer and Meyer (2005) use university sta-
tistics to show that university expansion has been an accelerating process in all
advanced countries of the world since the middle of the twentieth century at the
latest, but that it is taking place at different speeds. A university participation rate
well above the 50% mark will therefore have to be expected everywhere (Baethge
et al., 2015; Teichler, 2013).

4—Modernization & Flexibilization of Education and Occupation Sys-
tems: three developments can be observed: 1) The labor market is evolving from
a professional system of work to a technical system of work (Lisop, 1997). 2) A
development from lifetime employment to lifetime employability can be observed
(Beck et al., 2014) as well as a development 3) from a professional employee to
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a company-based labor entrepreneur (Vo & Pongratz, 1998). Beck (1986) also
speaks here of a new culture of self-evidence.

5—Open Education & Shared Knowledge Economy: while universities
mostly see themselves as the sole producers, administrators and mediators of sci-
entific progress, more and more new models are emerging to make knowledge,
scientific results, data, publications and learning materials available. Based on
models of the Sharing Economy, the question is asked how a Shared Knowledge
Economy can look like.

6—In-Loops and Out-Loops: learning will no longer take place in the sole,
exclusive model of qualification at the beginning of a career phase, but learning
will increasingly also have to be an academic lifelong activity, as career require-
ments develop ever faster, and career phases also present themselves as lifelong
evolving changing professional episodes.

7—Higher Education in the VUCA? world: both the ability to continuously
adapt to the constantly changing environments through learning and the ability
to successfully deal with uncertainties are two key future challenges for higher
education.

8—From a Control Illusion to an Enabling Logic: we know that compe-
tence-oriented teaching and learning works especially well in environments struc-
tured according to socio-constructivist principles. They are didactic models that
go beyond pure factual knowledge and problem-solving and penetrate the field of
creative self-developed and self-responsible innovation.

9—Informal Learning: universities usually concentrate on the formal teach-
ing and study aspects when designing their teaching—learning scenarios. This
involves, for example, using digital media to support the transfer of knowledge.
The entire area of informal learning is neglected. However, informal learning is
the area where most learning processes have been proven to take place.

10—Alternative Certifications & Micro-Credentials: micro-credentials,
badges, nanodegrees and Micro-Masters have been on everyone’s lips for some
time now. The underlying idea and concept of academic education, made possi-
ble by micro-credentials and micro-qualifications, is to enable lifelong informal
documentation of education, lifelong documentation of academic education, in
which informal and formal elements, modules, and learning experiences are inter-
woven through accredited or non-accredited, certified or uncertified, modules into
an academic educational biography.

2The VUCA world is characterized by Volatility, Uncertainty, Complexity und Ambiguity.
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The increased participation in academic education and the increasing digitiza-
tion of higher education have a mutually reinforcing effect on the organization
and design of studies, teaching, and research. A new diversity and decoupled pro-
cesses are the result and trigger a noticeable creative pressure towards individu-
alization and the lifelong need for academic education. Universities will have to
undergo fundamental changes in the way they organize their studies. More stu-
dents, new target groups, and an unprecedented diversity of target groups, who
need to be valued and supported in personalized study situations, are coming to
the universities. To this end, the function of higher education institutions with
regard to social integration and the social dimension of studying in an academic
educational society is becoming increasingly important. In conjunction with this,
the concept of lifelong learning is gaining in importance for universities. Many
interconnected changes in university teaching and organization are set in motion
like a domino effect when this initial shift occurs. There is, for example, the con-
cept of micro-credentials, alternative certification systems that enable learners to
organize their own portfolio of qualifications and competences digitally and in
a more self-determined way and require higher education institutions to profes-
sionalize their systems of recognition and credit. Digitization enables the flexibi-
lization of space and time structures and greater transparency of all study-related
information systems over the entire study life cycle. In a digital world, we are
experiencing a decreasing importance of knowledge transfer and an increasing
need for guidance, support, and coaching in a more diverse world of studies. In
addition, the decoupling of processes of teaching, testing, and certification of
competences plays an increasingly important role. Based on the changed frame-
work conditions in an educational society and the pressure for change that affects
academic qualification processes, new requirements for a modern, further devel-
oped higher education model arise for higher education institutions.

1.3 The Global Future Skills Initiative: What Can You
Expect?

While there seems to be a newly established consensus on the responsibility of
higher education in taking students’ Future Skills development into account,
questions remain on how to do so on all levels of teaching and learning—on the
policy or macro level, on the institutional or meso level, and on the micro level,
meaning in the classroom.

However, in our research, we noticed how many approaches already point to
a direction where skills development is central and that many institutions, actors,
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Fig. 1.4 Map of contributing authors to this volume

and stakeholders involved in (higher) education have already started to pave the
way for Future Skills development—piloting, trying out, developing programs.
While there seems to be no uniform, one-fits-all solution for promoting Future
Skills in higher education worldwide, there is a search and experiencing going on
in many regions, institutions, settings by sharing ideas, approaches, feedback and
co-developing a vision for future-proof higher education—which we noticed in
many exchanges on our Future Skills research, in workshops and conferences. We
also noticed a rising interest in concrete, hands-on examples of how to promote
Future Skills in higher education.

From this, the idea of the Global Future Skills initiative was born—with the
goal of increasing visibility of existing and emerging practices and approaches and
contributing to new visions, networks, and exchanges by moving visionary Future
Skills practices forward. Two methods were used to put this plan into realization:
to compile peer-reviewed contributions for a book publication and to do interviews
with experts in the field to be released both in the book and in a podcast series.

In this publication, you will find contributions by more than 50 authors from more
than 15 countries from all continents except Antarctica and more than 20 different
institutions. The map of contributing authors (Fig. 1.4) will give a short glimpse to the
geographical variety of the submissions—followed by an overview of the chapters.
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1.4  Preview of Book Sections and Chapters

We will start with a foundational introduction to the theme of Future Skills in
Part I—Setting the Scene—Future Skills in Higher Education in an opening
chapter.

In the chapter Towards a Future Skills Framework for Higher Educa-
tion, based on a qualitative meta-analysis of 13 studies and publications on
Future Skills, Ulf-Daniel Ehlers will give an insight and analysis into the exist-
ing research and discourse on Future Skills, with a specific analysis of Digital
Competences in Future Skills concepts. He proposes a framework encompassing
17 skill profiles which are able to serve as a conceptual model for Future Skills
approaches. On basis of its 17 skill profiles, other existing Future Skills models
can be categorized and compared with each other.

Laura Eigbrecht and Ulf-Daniel Ehlers will follow up with the chapter The
Practice of Future Skills Learning: An Assessment of Approaches, Condi-
tions and Success Factors, analyzing the Future Skills definitions of our con-
tributing authors. As we asked our submitting authors not only to base their
submissions on a specific definition and/or concept of Future Skills, but also to
add some practical recommendations for Future Skills promotion based on their
approaches and experiences, we will also provide an analysis in this chapter, con-
cluding in an outlook for a Future Skills vision for higher education and its condi-
tions for success.

We will go one step further with Part II—Future Skills—Foundations and
Shapes of a New Emerging Concept in a Global View and discuss basic con-
cepts and outlines concerning Future Skills in (global) higher education.

For the opening chapter, OECD’s Andreas Schleicher will share his thoughts
and experiences on Future Skills in a Future Skills Conversation. “I’ve learnt
everything I know from the world”—this is how he refers to his expertise in
education from experts and professionals from all over the world—but it is also
something to keep in mind concerning Future Skills learning. Not only will
Andreas Schleicher share his personal learning pathway, but also his thoughts
on the future of education and skills—which should aim at collective agency and
integration of teaching, learning and assessment, but not exactly at equipping eve-
rybody with the same skill set.

Focusing more closely on higher education, Francesc Pedré from the UNE-
SCO International Institute for Higher Education in Latin America and
the Caribbean (IESALC), in his chapter called Future Skills—Back into the
Future? Emerging Trends in Educational Innovation in Higher Education,
will describe these trends from an international or even global perspective. While
there is a strong discourse on teaching and learning settings going on, lectures
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are still the most widely used teaching strategy, with a classic university model
persisting. However, new Future Skills demands are driving educational innova-
tion—with the main innovation domains in instructional content and design, pro-
cesses, and technology. Pedré describes the tension between innovation and the
classic university model and proposes strategies on how to overcome this.

Tony Bates is taking the challenges of digital technology for skills needs into
account in his chapter called Teaching the Skills Needed for the Future. While
technology is influencing and changing all domains of our everyday lives, teach-
ers and instructors are facing the challenges of equipping learners with the skills
needed to master this change. The chapter explores the skills that will be needed,
and ways in which such skills can be developed—those being critically important
for the students’ quality of life, be it in universities or vocational education. The
good news is: there are many opportunities to develop intellectual and practical
skills for work and life activities in a digital age, without corrupting the values or
standards of academia.

Future Skills are a subject touching the discussion of the role of universities
in society—a discussion that Wolfgang Stark is having a closer look at in his
chapter Future Universities as Activating Resonance Spaces. New Roles in
Society—Innovative Approaches. Drawn from many debates and explorations
with diverse higher education stakeholders, he conceives universities as an Active
Resonance Space going beyond business matters, addressing future societal chal-
lenges. With the concept of service learning as a participative and empowering
approach, a future-ready institutionalization of transformative learning and teach-
ing can take place, with a close link between universities and civil society.

In another Future Skills Conversation, ITCILO’s Tom Wambeke is pro-
posing, for Future Skills-ready education, Building a Creative Ecosystem of
Intentional Serendipity. He will give insights into how Future Skills are closely
linked to improvisation and how we need to become human chameleons for mas-
tering today’s and tomorrow’s complex problems. He proposes a whole mindset
switch which is needed for making Future Skills learning a reality: new roles for
teachers and learners, a new sensitivity for lifelong learning opportunities, and the
courage to come up with radically different solutions.

Even widening the perspective, Eglis Chacon, Emma Harden-Wolfson, Luz
Gamarra Caballero, Bosen Lily Liu and Dana Abdrasheva from the UNE-
SCO International Institute for Higher Education in Latin America and
the Caribbean (IESALC) propose A New Theory of Change in their chapter
Beyond Future Skills in Higher Education: A New Theory of Change. It is
based on a survey conducted by the institute which gives a global perspective by
reaching respondents from nearly 100 countries. The approach helps to identify
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Future Skills needs for today’s students and future generations, but also the accel-
erators for promoting them and the goals this transformation of individuals, insti-
tutions and society should lead to.

After presenting these general debates underlying the discourse on Future
Skills, we will have a closer look at Future Skills in practice in section III and IV,
starting with Part IIl—Future Skills in Practice—Teaching and Learning.

A Future Skills Conversation with psychologist Angela Duckworth from
Character Lab leads into the next section: “If you really want to change the
world, the smartest way to do so is through education”. Angela Duckworth
talks about character and strengths of mind, will and heart—and emphasizes the
importance of other persons to support personal development for growing up
well. Initiative, independence, curiosity, and science—these are some of the con-
cepts which will be discussed as important when teaching and learning Future
Skills.

But how to put this into practice? A first example is provided by Michael P.
Vogel from Germany. In his chapter Team Academy: Future Skills and the
Future of Learning, he introduces Team Academy’s innovative higher education
model and its first application in Germany for Future Skills development, based
on entrepreneurship education and combining educational approaches such as
team coaching and real-life action learning. While introducing this model into an
existing institutional context might seem radical, the chapter inspires us by show-
ing it is possible, that higher education is already changing—and that Why might
be more important for the first steps than How.

Carmen Piunescu (Romania) and Mary McDonnell-Naughton (Ireland)
develop a specific Future Skills set and focus on how it can be promoted in dif-
ferent higher education programs. In the chapter Education for Future Skills
Development: Cognitive, Collaborative and Ethical Skills, they explain how
individuals’ reflective practice and critical thinking can be supported. Entrepre-
neurship education and nursing ethics education serve as case studies to show
how different disciplines, institutional contexts and curricula can be explored
and enhanced through Problem-Based Learning to support students’ Future Skills
learning—and how ethics education should be an integral part of this across dis-
ciplines.

Michael Wihlenda, founder of the World Citizen School at the Weltethos
Institute of the German University of Tiibingen, presents to us The World
Citizen School Model. Learning Philosophy and Learning System for Global,
Socially Innovative and Value-Based Future Learning. This approach started as
an extracurricular network for civically engaged student initiatives and developed
into a holistic learning system with student engagement and social innovation at
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its core. It emphasizes on Future Skills as a societal benefit—or, in other words, to
conceive Future Skills learning as transformative learning.

Future Skills learning must also be reflective of one’s individual, cultural, and
societal contexts and this is a perspective taken by Sandhya Gunness, Karen Fer-
reira-Meyers and Thanasis Daradoumis in their chapter called Learning Design
for Future Skills Development in Small State Contexts. Here, the small South-
ern African states of Mauritius and Eswatini and the Universities of Mauritius and
Eswatini are in focus for capacity building for future challenges—with a high need
for graduates’ Future Skills development. Values such as community, resilience,
sustainability, and tolerance serve as an orientation framework and moral compass
for Future Skills development and teachers’ and learners’ perspectives are explored
in order to identify Future Skills needs and approaches for promoting them.

In a different approach and setting, the German initiative Stifterverband con-
tributes to Future Skills education in German higher education with research,
frameworks, and funding programs. In the chapter Boosting Future Skills in
Higher Education: Lessons Learned from Funding Programs, Networking,
Establishing Standards & Curricular Integration, Felix SiiBenbach, Judith
Koeritz, Andreas Wormland and Henning Koch present a Future Skills frame-
work and programs, focusing amongst others on entrepreneurship education and
data literacy, to underline higher education’s responsibility in promoting students’
Future Skills.

While these programs aim at integrating Future Skills education into existing
institutional contexts, 42 Coding Schools are taking a different approach to edu-
cation. In a Future SKkills Conversation entitled May the Code Be with You:
The 42 Learning Model in Germany, Max Senges from German 42 schools in
Wolfsburg and Berlin discusses the educational approach of the schools and how
they contribute to their students’ Future Skills learning in a very specific way—
with skills profiles such as coding literacy, planetary thinking and life entrepre-
neurship.

In their chapter Interdisciplinary Project to Build Teaching Skills: A Peda-
gogical Approach, Ménica Cristina Garbin and Edison Trombeta de Oliveira
from the Virtual University of the State of Sao Paulo introduce an educational
approach based on Project-Based Learning and Human-Centered Design, inte-
grating theory and practice and aimed at promoting students’ Future Skills such
as problem-solving and collaboration. They accentuate the potential of inter- and
multidisciplinarity and promote the integration of theory and practice for stu-
dents’ Future Skills development.

Ashoka’s Judit Costa gives an insight into Ashoka’s approaches to Change-
making on Campus. When discussing Future Skills, we aim at students and
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graduates not only reacting to, but designing and co-creating change. With differ-
ent programs and the tagline “Everyone a changemaker”, Ashoka aims at building
a community of changemakers with a responsibility towards society across uni-
versities and countries.

How could the University of the Future look like, promoting students’ Future
Skills? This is what Juvy Lizette M. Gervacio is discussing in the chapter enti-
tled The “University of the Future” of the Philippines: The Case of Univer-
sity of the Philippines Open University’s Master of Public Management
Program. Here, she focusses on the potential of distance education programs in
promoting students’ Future Skills, with Public Management students at the core
of her research, and makes a strong point for digital learning settings to make
learners collaborate and reflect on their self-efficacy and challenges of emergent
futures, affecting their work and Future Skills requirements.

Roseli de Deus Lopes and André Luiz Maciel Santana from Universi-
dade de Sao Paulo contribute a chapter on Using Real-World Problems and
Project-Based Learning for Future Skill Development: An Approach to Con-
nect Higher Education Students and Society Through User-Centered Design.
They discuss Future Skills from an engineering perspective, with an educational
setting promoting Future Skills learning through User-Centered Design and
incorporating real-world problems into a Computer Engineering course. Based on
this case study, they reflect on the great potential of real-world problems in pro-
moting Future Skills learning.

Part IV—Future SKkills in Practice—Assessment focuses on Future Skills
assessment and validation.

Nicole Geier and Ulf-Daniel Ehlers propose an approach which shows how
student self-assessments can be integrated into learning and teaching practices at
higher education institutions in order to promote Future Skills learning and assess-
ment. The chapter Assessment of Future Skills Learning: Changing Futures in
Higher Education reflects on assessment practices and a paradigm shift towards
assessment as learning which is taking place, presenting a new vision of skills
assessment and an example of integration into the whole student life-cycle.

With a well-established concept, Megan K. Gahl, Abha Ahuja, Raquel H.
Ribeiro, Maia Averett and James Genone lead us into the subject of assessing
Future Skills with their chapter Active Learning and Integrated Assessment.
Minerva’s Approach to Teaching Future Skills. They report on the Minerva
Project’s large expertise in transformational education programs for promoting
Future Skills, working with a learning taxonomy relating Future Skills to Learn-
ing Outcomes, introducing, assessing, and reinforcing them throughout a study
program. One learning: alignment is key.
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The approaches presented by Grame Barty, Naomi Boyer, Alexandros
Chrysikos, Margo Griffith, Kevin House, Tara Laughlin, Ebba Ossiannils-
son, Rupert Ward and Holly Zanville focus on micro-credentials and badges as
alternative credentialing approaches: Developing a More Granular and Equita-
ble Approach to the Learner-Earner Journey: The Role of Badging, Micro-
Credentials and 21st Century SKkills within Higher Education to Enable
Future Workforce Development. The authors propose different ways to align
Future Skills needs and higher education courses by introducing more granular
learning supported by badges, micro-credentials and alternative credentials and
personalizing Future Skills learning in a lifelong learning context.

Tobias Seidl from the German Hochschule der Medien presents a specific
learning and assessment model adopted and integrated at the institution’s faculty
of Information and Communication in his chapter Formative Assessment of 21st
Century SKkills. This approach to Future Skills learning has integrated key com-
petence modules in all BA study programs with a formative assessment approach
supporting students’ individual learning journeys.

The State of Skills: A Global View from Burning Glass Institute and
Wiley presents insights into how skills needs can be explored and assessed.
Emerging skill sets have been identified for the “State of Skills” report in order to
discuss how learners can be prepared for new challenges and Future Skills needs.

Part V—Future SKkills in Higher Education—The Wider View is dealing
with national and international Future Skills initiatives and approaches in making
society and lifelong learning future-proof.

Soon-Joo Gog, Edwin Tan and Kelsie Tan from the SkillsFuture Singapore
Agency share their experience in developing Future Skills on a national level in
Future-Skilling the Workforce: SkillsFuture Movement in Singapore. In Singa-
pore, Future Skills are strongly promoted both in the initial education system and in
lifelong learning, with an ecosystem aligning skills needs and training opportuni-
ties—tightly connected to the goal of an inclusive and prosperous society.

Part of that ecosystem is the National University of Singapore, and in their
chapter Anticipating the Future: Continuing Education at the National Uni-
versity of Singapore, Miriam J. Green, Christalle Tay and Ye-Her Wu let us
zoom into Future Skills education in the domain of continuing education. They
describe their contribution to Singapore’s Future Skills strategy, collaborating
with government and industry—and not only taking students into account, but
also university staff and graduates as lifelong learners.

The discussion on Future Skills is aligned with the objective to transform society
into a Society 5.0 in Japan. Keiko Ikeda of Kansai University shares these dis-
cussions and their meaning for Future Skills development in her chapter Aiming to
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Build Future SKills for Society 5.0: Educational DX (Digital Transformation)
of University Education in Japan. Future Skills development, curriculum trans-
formation, digital transformation and the internationalization of university are pre-
sented as drivers for promoting and working towards Society 5.0 in collaboration
with multi-stakeholder groups.

The chapter Future Skill Needs for IT Professionals—An Empirical Study
by Marina Brunner and Ulf-Daniel Ehlers presents a large-scale quantitative
survey on Future Skills for IT professionals, analyzing data from 16 European
member states.

In the final chapter, Stephen Marshall from the Victoria University of Wel-
lington presents a chapter on Future Higher Education in New Zealand: Cre-
ating a Universal Learning Community for Future Skills. While exploring the
national context of New Zealand for Future Skills development and education, he
looks beyond existing approaches by proposing the Universal Learning Commu-
nity, linking individuals, institutions, employers, and communities for the com-
mon goal of creating a shared Future Skills vision.
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Towards a Future Skills Framework
for Higher Education

Ulf-Daniel Ehlers

Abstract

Skills are the ability and capacity to act and be able to use one’s knowledge
in a responsible way to achieve a goal. Future Skills are an emerging concept
based on the theory of competence and action, which form a holistic concept,
involving the mobilization of knowledge, skills, attitudes, and values to meet
complex demands. The NextSkills study distinguishes between three different
types of skills: learning and growth skills which refer to an individual’s devel-
opment process, design and innovation skills which refer to an individual’s
capacity to deal with a certain object, task, or assignment in a new, creative
way, and co-creation skills which refer to an individual’s way to productively
shape their social environment and relation to the world.

As trends such as globalization and advances in artificial intelligence change the
demands of the labor market and transform societies and everyday life, people
need to rely even more on their uniquely (so far) human capacity for creativity,
responsibility, and the ability to “learn to learn” throughout their lives. Social
and emotional skills, such as empathy, self-awareness, respect for others, and the
ability to communicate, are becoming more important as our lives become more
ethnically, culturally, and linguistically diverse. This chapter summarizes the
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skills models provided by the NextSkills study and shows how the categories for
Future Skills developed in the study can be used to compare other Future Skill
approaches. It gives an overview of 13 Future Skills studies and analyses the role
digital literacies play within these studies.

2.1 Introduction: Future Skills as Guiding Principles
for Future Higher Education

With the increasing flexibility of biographies, the responsibility of individu-
als to develop individual competence strategies for their own lives is growing.
Professional and private spheres of life are becoming increasingly blurred and
intertwined. In terms of education, we can diagnose a real “drift to self-organi-
zation” (Ehlers, 2020, p. 122). This is characterized by a de-standardization of
educational pathways, in which the fit between informal and formal educational
opportunities and professional and private requirements must more and more be
prioritized by the students themselves and translated into individual learning and
action strategies that are increasingly aimed at acquiring “Future Skills”. Higher
Education Institutions across the globe are faced with the challenge of responding
to this.

Future Skills are competences of a specific nature (Agentur Q, 2021; Ehlers,
2020). For example, if the task is to develop a solution to a new problem, often
the ability to approach the problem from different perspectives, the flexibility
and openness to accept several pathways to a solution, and interdisciplinarity are
important. In a major study conducted between 2017 and 2020, called the Next-
Skills study (Ehlers, 2020), we decided to introduce labels for these competence
areas and combine several competences into one “Future Skill” profile—in this
case with the label “design-thinking competence” (Ehlers, 2020). If, for exam-
ple, another area involves dealing with increasingly networked, often multiple,
unclear, and complex organizational roles and contexts at work—or also pri-
vately when, e.g. operating in very widely differentiated patchwork and elective
family constellations—skills such as dealing with ambiguity, acting in uncertain
situations, and dealing with heterogeneity are important. These skills are also
combined into one label in the NextSkills study, called “ambiguity competence”.
We termed these labels Future Skills Profiles in the NextSkills study (Ehlers,
2020); the study lists 17 such Future Skills Profiles.

In the last five years—since 2017 with the publication of the first (explicit)
Future Skills study—the interest in Future Skills for the field of academic educa-
tion has multiplied and is reshaping the discussion about key competences.
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The reasons are diverse and predominantly lie in societal megatrends such
as digitalization, demographic change, and the development of an educational
society (Ehlers, 2020). They lead to an increasing importance of Future Skills as
precisely those abilities that allow individuals either to shape or to regain the abil-
ity to shape their own lives and individual social contexts in a world of constant
change and in future emergent—i.e., unpredictable—and rapidly changing situa-
tions. “Future Skills” are therefore about those competencies that are of particular
importance for the ability to act in such future situations, which, due to their rapid
changes, repeatedly produce new, complex problem situations, for which prepara-
tion through education and training in a traditional sense (knowledge transfer in
a preparational mode) is no longer effective. Numerous Future Skills studies are
now available.! However, they are very heterogeneous both in their understanding
of what Future Skills are and in the methodological design used to identify them.
One example is the formulation of “virtual leadership” as well as “leadership
skills” in one and the same study (Dettmers & Jochmann, 2021) and “adapting
leadership culture” (Hays & ibe, 2017) as well as “leadership skills” (Agentur Q,
2021) in other studies—it remains unclear whether these are referring to the same
meaning or in what way, if any, they are nuanced differently. Also, the approaches
and the terms used are often not based in education theory and thus are not easily
transferable to any learning design.

Another challenge is that so far, there is no conceptual framework for Future
Skills available. Therefore, the different approaches cannot be compared easily.
This refers both to the terminology used for individual Future Skills as well as to
a comparative presentation of the scope of the respective approaches. The result is
a design vacuum regarding support processes and the associated changes in learn-
ing culture, both in universities and other educational settings or places of learn-
ing, such as the workplace or for continuing education. Where can teachers and
learners find orientation and how can they be supported in understanding how the
terms and concepts of one approach relate to those of another?

This describes the problem addressed in this article: the variety of approaches
and concepts currently available is not easily comparable. The scope of
approaches and studies is not transparent and thus not accessible for orientation
in the field of higher education. Therefore, we develop a conceptual framework
which allows a comparison of Future Skills approaches and test it with the Future

' An overview of currently published studies and approaches on Future Skills is constantly
updated at https://nextskills.org/fs-metaanalyse/.
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Skills approaches available in the German-speaking area since 2016. We will
base the conceptual framework on the NextSkills study which will be explained
and will use its categories to classify the Future Skills listed in the selected
approaches.

The chapter is making five steps: first, a brief overview of the conceptual
genesis of the term Future SKkills is provided (Sect. 2.2). This is followed by a
brief summary of the state of research on Future Skills with regard to its imple-
mentation in higher education (Sect. 2.3). In Sect. 2.4, the research design used
to identify the 17 Future Skills profiles of the NextSkills study is described. In
addition, the understanding of competences and the internal structure of the Next-
Skills model are presented. In a final section—Sect. 2.5—the Future Skills lists of
the 12 existing Future Skills studies in German-speaking countries since 2016 are
analyzed and matched according to the 17 profiles.

2.2  State of Play for Future Skills in Higher
Education: A Term with a Short History but an
Enormous Career

Research and practice on Future Skills for higher education are booming. The
different conceptualizations and understandings that are emerging in the related
discussion can be roughly divided into two discussion streams. On the one hand,
there is a general discussion of, first, vocational and then, later on, also specific
higher education-related concepts set in a field of tension between a primar-
ily “mimetic” (based on learning as imitation) and a “transformative” (based on
learning as transformation and change) paradigm. The latter, which in Germany
found its origin in 1974 with Dieter Mertens and his concept of key qualifications
(“Schliisselqualifikationen™), today is still followed internationally with con-
tinuing intensity in research works on graduate attributes. On the other hand—
emerging since the 2000s—there is the discussion on the topic of Future Skills or
21st Century Skills.

The increasing relevance is reflected in the sharp rise in the number of publi-
cations on the topic over the last 15 years (see Fig. 2.1 and Ehlers, 2020 for more
details).
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Fig.2.1 Search term frequency in comparison (Google trends search from January 2023)

In the background of the debate on Future Skills there is an ongoing discourse
about employability, which has put the discussion about the educational function
of higher education on the agenda of higher education policy, especially since
the Bologna reform in Europe in the mid-nineties of last century.> While popular
with policy, employability as a concept is discussed quite controversially amongst
educational professionals. Alesi and Teichler (2013, p. 35) conclude that the term
“employability” is unfortunate in several respects, as it primarily addresses the
“exchange dimension” (income, position, etc.), whereas the Bologna Process is
primarily concerned with the “use dimension” of higher education (autonomy,
etc.) and the dimension of employment would be only a supplement (Schubarth
& Speck, 2014). After its introduction in 1974 through Mertens, the term “key
competences” has established itself as main concept since the 1990s (Enderle
et al., 2021). Conceptually, Future Skills is based on a broad understanding of
competences and often relates to a specific selection of competences, usually
summarized in frameworks, many of them analyzed in this chapter.

2For more information on the Bologna Process in Europe please refer to https://education.
ec.europa.eu/education-levels/higher-education/inclusive-and-connected-higher-education/
bologna-process.
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2.2.1 Concept

From a conceptual point of view, Future Skills represent a selection of action
competences that are important for the future (Ehlers, 2020). These, in turn, are
defined as “dispositions for action” that are based on knowledge, enabled by
abilities, and are motivated by values and attitudes (Heyse & Erpenbeck, 2009).
Following these theoretical foundations, Future Skills can be defined as compe-
tences that enable individuals to solve complex problems in a self-organized man-
ner in highly demanding contexts (see Sect. 2.3 for a more detailed definition).
The starting point for the enormous career of the concept of Future Skills is the
diagnosis that current concepts of higher education do not confront the press-
ing challenges of our societies with convincing concepts for the future (Hippler,
2016; Kummert, 2017)—neither the sustainable design of our environment nor
the related social or economic challenges.

2.2.2 Research

The importance of Future Skills can be stated in Germany specifically for the
field of university graduates (Ehlers, 2020; Enderle et al., 2021; Huber, 2016, p.
106, 2019, p. 157; Wild et al., 2018, p. 274) as well as for professional devel-
opment (Agentur Q, 2021; Dettmers & Jochmann, 2021; Stifterverband & McK-
insey, 2018), also internationally (Ashoka Deutschland & McKinsey, 2018;
McKinsey Global Institute, 2017; OECD, 2018; World Economic Forum, 2020).
Currently, there are 13 Future Skills studies for the German-speaking area since
2016 and at least 37 international studies. As a more general trend, Future Skills
concepts include digital competences but place a stronger emphasis on more
transversal competences. There are only few and non-systematic data on the cur-
rent state of implementation of Future Skills in higher education. The reasons for
lack of implementation data can be attributed to the complex nature of measuring
Future Skills (e.g., creativity or ethical competence) and to the low level of matu-
rity of the young and still developing empirical research in the field.

Despite insufficient measurement methods, the international research literature
describes in detail, and with only a few discrepancies, that universities are not
sufficiently geared to Future Skills. In the U.S. literature, the gap between skills
demanded by the labor market and those taught in higher education institutions
is supported by a number of empirical studies (Aasheim et al., 2009; Cox et al.,
2013; Daud et al., 2011; Finch et al., 2013; Koppi et al., 2009) which identified
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that employers placed the most importance on “soft skills”—academic reputation
was ranked as least important. Rigby et al. (2009, p. 8) also speak of an “imple-
mentation gap” in this context, while Osmani et al. (2015, p. 367) refer to it as a
“broad mismatch”. According to Tran (2015), university graduates are poorly pre-
pared for “Life Skills” because curricula are often outdated or irrelevant. Accord-
ingly, it can be stated that there is a general deficit in the curricula of universities
to align them with the promotion of competences that are particularly relevant to
Future Skills.

2.2.3 Meaning

The terminology for Future Skills has been subject to a conceptually differenti-
ated development within the last 20 years. In Germany, they have developed
from “key qualifications” in the field of vocational training (Mertens, 1974) to
“key competencies” also for higher education. This took place through an inten-
sive debate within the 1990s to further concepts around core and key skills,
which Echterhoff (2014) traces in detail. In an international research review,
Treleaven and Voola (2008) list eleven different terms and approaches from dif-
ferent authors: key skills, key competences, transferable skills, graduate attrib-
utes, employability skills (Curtis & McKenzie, 2001), soft skills (Freeman et al.,
2008; Precision Consultancy, 2007); graduate capabilities (Bowden et al., 2000);
generic graduate attributes (Bowden et al., 2000; Ginns & Barrie, 2004); profes-
sional skills, personal transferable skills (Drummond et al., 1998); generic com-
petences (Treleaven & Voola, 2008; Tuning Project, 2008). Rigby et al. (2009)
summarize these synonymously used terms under the umbrella term “gradu-
ate skills”. They define these as skills that are not only relevant for professional
development, but above all focus on personal development and the holistic edu-
cation of the individual to become an engaged member of society (Rigby et al.,
2009, p. 4).

A meta-analysis of more than 50 existing approaches to Future Skills by
Ehlers (2020) shows that they usually consist of skills lists which are evaluated
as important and meaningful. However, the approaches are mostly not based on
sound competence-theoretical approaches (Clanchy & Ballard, 1995; Ehlers,
2020; Ginns & Barrie, 2004; Sin & Reid, 2005). Moreover, there is no empiri-
cal or conceptual modeling that would allow to critically classify the models in
terms of their substance and scope. From the perspective of educational science,
the character of arbitrariness can be stated for many of the approaches.
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This paper aims at closing this currently existing orientation gap. For this
purpose, a categorical framework is constructed, by means of which existing
approaches can be divided into larger and well-defined fields of competence.

2.3 Which Future Skills Are Relevant for Future
Higher Education: the NextSkills Study

The state of play shows that Future Skills are highly relevant for the future of
higher education institutions, both curricular-wise and strategically for enabling
them to shape attractive programs for students. In order to find a starting point for
curricular integration and for strategic initiatives, institutions and educational pro-
fessionals need to answer the question: which is a suitable Future Skills frame-
work for their purposes? However, currently there is no universal framework to
compare Future Skills studies and the skills listed in them.

The NextSkills study (Ehlers, 2020; Ehlers & Kellermann, 2019) provides
Future Skills profiles which can serve as a categorical framework for the first
time. It was developed from an extensive inventory of future relevant skills,
which were collected from in-depth interviews and grouped into thematic fields,
so-called Future Skills profiles. The Future Skills profiles contain a number of
so-called “reference competences”. The profiles serve as a reference framework
which enables comparing the skill lists of existing Future Skills approaches. The
following section will describe the methodological design used to develop the 17
Future Skills profiles, elaborate on the underlying theoretical foundation used,
and describe each Future Skills profile in detail.

Research Methodology of the NextSkills Study

The research study NextSkills was conducted between 2017 and 2020. It
aimed to analyze which skills are needed for a productive and proactive
design of future life and work from the perspective of organizations and
their members. In addition, the study analyzes requirements for higher edu-
cation institutions. To this end, Future Skills profiles were identified in a
multi-step research process using a multi-method design. In a first step,
so-called Future Organizations were identified through a criteria-led land-
scape analysis which served as the empirical field. The selection process
took place in 2015 as part of a competition in which over 8,500 partner
organizations were contacted and given the opportunity to submit their
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HR development concepts. 124 organizations took part in the competition
and were evaluated in a criteria-supported expert rating by 15 experts. 17
organizations were finally included in an in-depth interview study between
December 2016 and June 2017. Participants in the interviews were the
staff responsible for the Future Organizations. 20 participants took part in
17 in-depth interviews, resulting in approximately 700 min of qualitative
interview material. An inventory of Future Skill descriptions was extracted
from the material, as well as skill constructs and clusters. In order to fur-
ther refine and validate the qualitatively acquired results, a Delphi study
was conducted with an international panel of experts. The Delphi study
included two rounds of consensual expert participation. Fifty-three inter-
national experts from different organizations and institutions were invited
to participate in the study. The studies resulted in 17 Future Skills profiles.

Based on the in-depth interviews and the consultation of experts in a Delphi study
(Ehlers & Kellermann, 2019), 17 skill profiles representing competences were
constructed. Each profile contains a few sub-competences—so-called “reference
competences”. The fact that Future Skills can be defined, described, and differen-
tiated into a system of profiles and reference competences evokes the question of
a systems change in higher education in which the focus is no longer on a system
of preparation through knowledge transfer, but rather on viewing education as a
process of supporting development of dispositions for action and readiness to deal
with complex, unknown future problem situations through reflection, values, and
attitudes. This in turn leads to rethinking curricula to focus on support of learner
agency and learning assessment; to move from a view of “assessment of learning”
to understanding “assessment as learning” (Ehlers et al., 2022). In a foundational
publication on Future Skills, we define Future Skills as follows:

Definition: Future Skills are competences that allow individuals to solve
complex problems in contexts characterized through a high degree of emer-
gence in a self-organized way and enable them to act (successfully). They
are based on cognitive, motivational, volitional, and social resources, are
value-based, and can be acquired in a learning process (Ehlers, 2020, p. 53).



30 U.-D. Ehlers

l ', Personality traits E
Skills Values, Motives, Habitus,
‘ attitudes temperament, etc. Routine -

Capacity to Act Disposition and readiness to act

Context Demand
(highly emergent) (complex, unknown)
Fig.2.2 The Future Skills concept within an action competence framework (Ehlers, 2020,
p. 54)

Competence theory focusses on the way individuals are able to act and thus go
beyond what they know. The ability and disposition to act successfully in an
unknown future situation is at the center of competence research. Future Skills
are such competences which are needed to enable successful action in specific
circumstances and contexts of action, which we refer to as “emergent contexts”.
The ability to act or, as competence theory frames it, to “perform”, is generally
based on three decisive components, described in Fig. 2.2:

1. Knowledge, as an enabler for action,
2. Skills, building the capacity to act and
3. Values, motives, and habitus, forming the disposition to act.

Capacity and disposition then lead to any action performed by an individual.
In cases where individuals act without the security of prior experience because
of a permanently shifting environment, which makes it difficult to rely on prior
experiences, Future Skills are in demand. We base the characterization of such
contexts on the concept of autopoiesis from Maturana & Varela (1980), later on
adapted by Luhmann (1976) to organizational theory, and thus speak of contexts
and systems as emergent.

Future Skills, therefore, are not just any competences. Future Skills can be dis-
tinguished from those competences that are not particularly future-oriented. The
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concept of emergence—explained before and in more detail in Ehlers (2020)—
serves as a differentiating dimension between any standard competences and
those competences that are particularly relevant to the future. Those contexts of
action that exhibit highly emergent developments in life, work, organizational,
and business processes require Future Skills to cope with the requirements. Emer-
gence thus defines the dividing line that separates traditional and future work
areas. Since this boundary is not clearly schematic, but rather fluid, and many
organizations are in transformation processes in which work environments evolve
into highly emergent work contexts quickly, the need for Future Skills is also an
evolving area and not a binary state of either/or.

Emergence versus submergence is thus an important basic distinction for
explaining the meaning of Future Skills (Ehlers, 2020). Future Skills profiles
can be divided into three fields, which are shown in Fig. 2.3 as three subway
lines of the Future Skills Map. This division follows the so-called “Triple Helix
Model” by Ehlers (2020). It is based on the insight that the skills required to
cope with the demands of action can be structured according to three interacting
dimensions:
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Table 2.1 Future Skills competence fields and profiles in overview (Ehlers, 2020)

Future Skills-Profiles

Reference competence(s)

Short description

Learning—Subject
development-related
competences

Learning literacy

* Self-directed learning
* Metacognitive skills

Learning literacy is the
ability and willingness to
learn in a self-directed and
self-initiated fashion. It also
entails metacognitive skills

Self-efficacy

e Self-confidence

Self-efficacy as a Future
Skills Profile refers to the
belief and one’s (self)con-
fidence to be able to master
the tasks at hand relying on
one’s own abilities and tak-
ing over responsibility for
one’s decisions

Self-determination

* Autonomy

Self-determination as a
Future Skill describes an
individual’s ability to act
productively within the field
of tension between external
structure and self-organiza-
tion, and to create room for
self-development and auton-
omy, so that they can meet
their own needs in freedom
and self-organization

Self-competence

* Self-management

» Self-organization
competence

* Self-regulation

* Cognitive load management

* Self-responsibility

Self-competence as a Future
Skill is the ability to develop
one’s own personal and pro-
fessional capabilities largely
independently of external
influences. This includes
other skills such as inde-
pendent self-motivation and
planning, but also the ability
to set goals, time manage-
ment, organization, learning
aptitude and success control
through feedback. In addi-
tion, cognitive load manage-
ment and a high degree of
personal responsibility

(continued)
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Table 2.1 (continued)

Future Skills-Profiles

Reference competence(s)

Short description

Reflective competence

* Critical thinking
* Self-reflection competence

Reflective competence as

a Future Skill includes the
willingness and ability to
reflect, i.e. the ability to
question oneself and others
for the purpose of construc-
tive further development, as
well as to recognize under-
lying systems of behavior,
thought and values and to
assess their consequences
for actions and decisions
holistically

Decision competence

* Responsibility-taking

Decision competence is the
ability to seize decisions and
to evaluate different alterna-
tives against each other,

as well as making a final
decision and taking over the
responsibility for it

Initiative and performance
competence

e (intrinsic) Motivation

* Self-motivation

» Motivation capability

* Initiative-taking

* Need/motivation for
achievement

* Engagement

* Persistence

¢ Goal-orientation

Initiative and performance
competence refers to an
individual’s ability to moti-
vate themselves as well as to
his/her wish of contributing
to achievement. Persistence
and goal-orientation form
the motivational basis for
performance. A positive
self-concept also plays an
important role as it serves to
attribute success and failure
in such a way that the per-
formance motivation does
not decrease

Ambiguity competence

* Dealing with uncertainty

¢ Dealing with heterogeneity

* Ability to act in different
roles

Ambiguity competence
refers to an individual’s abil-
ity to recognize, understand,
and finally productively han-
dle ambiguity, heterogene-
ity, and uncertainty, as well
as to act in different roles

(continued)
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Table 2.1 (continued)

Future Skills-Profiles

Reference competence(s)

Short description

Ethical Competence

Ethical competence com-
prises the ability to perceive
a situation or situation as
ethically relevant, including
its conceptual, empirical
and contextual considera-
tion (perceive), the ability
to formulate relevant pre-
scriptive premises together
with the evaluation of their
relevance, their weight, their
justification, their binding
nature and their conditions
of application (evaluate)
and the ability to form
judgements and check their
logical consistency, their
conditions of use and their
alternatives (judge)

Development—Object-
related competences

Design-thinking competence

* Flexibility and openness

* Versatility

* Ability to shift perspectives
* Interdisciplinarity

The Future Skill Profile
Design-thinking competence
comprises the ability to use
concrete methods to carry
out creative development
processes open-endedly with
regard to given problems
and topics and to involve

all stakeholders in a joint
problem and solution design
process

Innovation competence

* Creativity
* Innovative thinking
* Willingness to experiment

Innovation competence as a
Future Skill Profile includes
the willingness to promote
innovation as an integral
part of any organizational
object, topic and process
and the ability to contribute
to the organization as an
innovation ecosystem

(continued)
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Table 2.1 (continued)

Future Skills-Profiles

Reference competence(s)

Short description

System competence

¢ Systems-thinking

* Knowledge about knowl-
edge structures

 Navigation competence
within knowledge struc-
tures

* Networked thinking

* Analytical competence

* Synergy creation

* Application competence

* Problem-solving

* Adaptability

Systems competence as a
Future Skill is the ability to
recognize and understand
complex personal-psycho-
logical, social, and technical
(organizational) systems

as well as their mutual
influences and to be able to
design and/or accompany
coordinated planning and
implementation processes
for new initiatives in the
system

Digital literacy

* Media literacy
e Information literacy

Digital literacy is the abil-
ity and disposition to use
digital media, to develop
them in a productive and
creative way, the capacity to
critically reflect on its usage
and the impact media have
on society and work, both
for private and professional
contexts, as well as the
understanding of the poten-
tials and limits of digital
media and their effects

Co-Creation—
Organization-related
competences

Sensemaking

* Meaning creation
* Value orientation

The Future Skill Profile
Sensemaking comprises

the willingness and ability
to construct meaning and
understanding from the rap-
idly changing structures of
meaning within future work
and life contexts, to further
develop existing structures
of meaning or to promote
the creation of new ones
where they have been lost

(continued)
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Table 2.1 (continued)

Future Skills-Profiles

Reference competence(s)

Short description

Future and design compe-
tence

* Willingness to change

* Ability to continuously
improve

* Future mindset

* Courage for the unknown

* Readiness for development

* Ability to challenge oneself

Future and design com-
petence is the ability to
master the current situation
with courage for the new,
willingness to change and
forward thinking, to develop
situations into other new
and previously unknown
visions of the future and to
approach these creatively

Cooperation competence

* Social intelligence

* Team-working ability

* Leader as a coach

e Intercultural competence
(organizational culture)

* Counselling competence

Cooperation competence

is the ability to cooperate
and collaborate in (inter-
cultural) teams either in
face-to-face or digitally
aided interactions within or
between organizations with
the purpose of transforming
differences into common-
alities. Social intelligence,
openness, and advisory
skills play a key role for this
competence

Communication competence

 Language proficiency

* Presentation competence

* Capacity for dialogue

» Communication readiness

» Consensus orientation

* Openness towards criticism

Communication competence
as a Future Skill entails not
only language skills, but
also discourse, dialogue,
and strategic communica-
tion aspects, which—taken
together—serve the indi-
vidual to communicate suc-
cessfully and in accordance
with the respective situation
and context, in view and
empathy of her/his own and
others’ needs
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1. Competences for learning and personal development: Individual development-
related Future Skills that relate to the ability to develop oneself as a person,
referred to here as individual development-related competences

2. Future Skills that relate to the creative development of solutions and the han-
dling of subjects and work objects, work tasks and problems, referred to as
individual object-related competences

3. Future Skills that relate to the social, organizational, and institutional environ-
ment in the sense of co-creation (Scharmer, 2009), referred to here as indi-
vidual organization-related competences.

The individual Future Skills named by the respondents can be conceptually
located within this three-dimensional action space (Fig. 2.3).

Table 2.1 provides an overview of the individual Future Skills profiles, the
associated reference competences, and the descriptions of the competency fields.

In the next section we are going to analyze further Future Skills studies and
then compare them. For the comparative analysis we will use the 17 Future
Skills profiles as analytical categories. In a qualitative analysis approach, we will
attempt to categorize all skills listed in the approaches examined and summarize
them within the 17 Future Skills profiles.

24  Comparing Different Future Skills Approaches:
Insights from a Future Skills Landscape Study

2.4.1 Comparison of Future Skills Research Methods

The following sections provides insights into, and analysis of research methods
of 13 different Future Skills studies which were conducted between 2016 and
2022. They differ in focus, methodology, and orientation. For example, studies
such as the D21 Digital Index (Initiative D21 e.V., 2021) are more focused on
digitization, digital and media competences, or digital skills. A Stifterverband and
McKinsey (2018) study also focused on digital skills, but included transversal
Future Skills and, in an updated version of its framework (Stifterverband & McK-
insey, 2021), so-called transformative skills as well.

In terms of methodology, Future Skills studies usually employ forecasting
methods to determine Future Skills requirements (Wagemann et al., 2021). In
earlier writings, we have analyzed comprehensively the methods used to study
skill demands (Ehlers & Bonaudo, 2021). Table 2.2 provides an overview of
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the research methods used. Most of the approaches use several methods, how-
ever only three of the studies use qualitative methods. Due to the possibility of
approaching open research questions in open analysis processes of qualita-
tive material, specifically inductive qualitative analysis is suitable for modeling
future unknown competence requirements. Often, exploratory qualitative inter-
views, Delphi surveys, or focus group methods are used. All other studies use
rather confirmatory quantitative approaches, which are based on already exist-
ing hypotheses and operationalize already known competence descriptions from,
e.g., job advertisements. The example of the study by Agentur Q (2021) shows
particularly well how a big data and machine learning-based analysis of cur-
rent job advertisements is used to identify those competences that are currently
particularly important in certain industries. While these methods can be empiri-
cally quite easily operationalized—and large amounts of data can be processed,
especially with the help of machine learning methods—they tend to limit the
research field to already known skills requirements that carry relevance already
today and extrapolate them into the future. If, on the other hand, the objective is
to go beyond the requirements already known today and already defined in job
advertisements to determine what the contours of future forms of life and work
and their competence requirements might look like, this can be done better by
means of open and qualitative procedures such as expert, learner, or employee
interviews or other qualitative methods such as data collection via focus groups
or Delphi studies and subsequent inductive construct-forming data evaluation
procedures. This is especially true for assessments of scenarios that lie in a more
distant future.

A dimension of analysis which has not been considered in the comparative
analysis of research methodologies is that of competence understandings and
educational theoretical foundations underlying the approaches. They vary from
modelling competences as a list of terms found in job portals (Agentur Q, 2021)
to approaches grounded in competence theory (Ehlers, 2020). While all of the
studies refer to Future Skills, their heterogeneity and different focus results into
very different concepts and terms for the phenomenon of Future Skills. Differ-
ently named Future Skills therefore often refer to actually similar competences.
For example, the Future Skill “ability to change perspective” is also referred to
as “flexibility and openness” or labelled as “design-thinking competence”—as is
the case in the NextSkills study. The “ability to deal with increasingly networked,
often unclear and complex organizational roles” is also included in some of the
studies, labelled differently. In the NextSkills study, this competence is summa-
rized with the label “ambiguity competence”.
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Table 2.2 Methods in Future Skills Studies (Ehlers, 2022)

Quantitative Methods

Qualitative Methods

Expert
Survey

Stake-

holder

Survey
Com-

pany

Stake-
holder
Survey
Learn-
ers/Cit-
izens

Expert
Inter-
view

Focus
Group

Delphi

Job
Adver-
tise-
ment
analysis

Lit-
erature
Review

Ehlers
2020

X)

Graf et.
al. 2020

Stif-
terver-
band
McK-
insey
2018/21

Han-
delsblatt
2021

Strametz
2020

Agentur
Q2021

X

TH
Niirnberg
2017

Step-
stone/
Kien-
baum
2021

GDI/
Jacobs
Founda-
tion 2020

10

Sinus-
Institut
2020

(continued)
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Table 2.2 (continued)

Quantitative Methods Qualitative Methods
Expert | Stake- |Stake- |Expert |Focus | Delphi |Job Lit-
Survey | holder |holder |Inter- |Group Adver- | erature
Survey | Survey | view tise- Review
Com- | Learn- ment
pany | ers/Cit- analysis
izens
11 | Hays X
2017
12 | ZiviZ X X
2020
13 | bitkom X
2017

2.4.2 Meta-Analysis and Comparison of Skills

In this section we present a meta-analysis of different Future Skills studies. The
meta-analysis is based on the method of qualitative meta-analysis of Schnepf
and Groeben (2019). Here, we view qualitative meta-analysis as a systematic
summary of empirical studies using qualitative content analysis. We view this
approach as superior to presenting a ‘narrative overview article’, or conducting
a meta-synthesis—especially in a field of research like Future Skills, because
approaches are diverse and often not well operationalized.

The meta-analysis categorizes a body of 252 skills derived from 12 Future
Skills studies by means of a categorial framework built from the NextSkills study.
This framework contains the 17 different Future Skills profiles. In order to create
a possibility to compare the lists of skills contained in each of the 17 approaches,
such a framework was necessary. In the first step we created a long inventory
listing all 252 skills from the 12 Future Skills approaches in question. We then
assessed the suitability to use the 17 Future Skills profiles from the NextSkills
study as comparison categories. In order to assess their suitability, we performed
a structured qualitative analysis of the body of skills attempting to allocate them
into one of the 17 categories of the framework.

It became clear that the framework had to be broad enough to summarize as
many differently nuanced skills labels as possible, and at the same time needed to
be differentiated enough to adequately discriminate different competence clusters
from one another. Analyzing and allocating the skills listed in the 12 Future Skills
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Future Skills Profiles

Digital Communication
(Stepstone&Kienbaum) \

Digital & Data Literacy Digital competence
(ziviz gGmbH/Stifterverband)

Digital learning /

(ZiviZ gGmbH/Stifterverband)

Example: Digital competence

Future Skills Profiles

Problem solving skills
(Stifterverband, McKinsey) \

Process understanding System Competence
(Hays)

Willingness to change/ /

adaptability
(Stepstone & Kienbaum)

Example: System competence

Future Skills Profiles
Perseverance

Initiative and
Enthusiasm/motivation performance

(Stepstone&Kienbaum) competence

Personal initiative
(Handelsblatt Research Institute)

Example: Initiative and performance competence

Fig.2.4 Illustration of qualitative analysis and mapping of terms (Ehlers, 2022)

approaches was an act of qualitative content analysis leading to the final result that
all 252 skills contained in the 12 reference studies have been analytically allo-
cated into one of the 17 Future Skills categories. It proved helpful that each of
the 17 analysis categories of the NextSkills study was explicitly defined (see Tab.
1.1 and Ehlers, 2020 for more detail). The analysis was performed by a team of
two researchers using communicative validation to increase intercoder reliability

(Mayring, 2008). Figure 2.4 illustrates the process of qualitative mapping of terms.
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From the body of 13 studies, a skill inventory has been created. In a series of
steps, the skills from the different approaches which were included into the quali-
tative meta-analysis were analyzed. Duplications have been omitted and multi-
dimensional formulations expanded (skill items which contained two or more
skills in one skill formulation).

The result presented in Table 2.3 shows how the 252 competences were allocated
to the 17 analysis profiles. Apart from the numbers of items allocated to the analy-
sis categories, Table 2.3 also shows the so-called ““allocation quota”. The “allocation
quota” states the ratio of skills which, during the research process, we were able to
actually allocate to the comparison categories (see Table 2.3). The analysis reveals
that for all skill sets analyzed, the “allocation quota” was 100%, which means that
we were able to allocate all Future Skills items from the inventory of Future Skills.
In conclusion, the skill profiles of the NextSkills study are able to serve as a general
framework model—at least for the approaches investigated in this meta-analysis.
They are sufficiently precise and, on the other hand, are broad enough to cover all
the areas addressed in the Future Skills approaches examined.

An analysis of the frequency of skills within the respective Future Skills pro-
files reveals an accumulation in the following areas’:

1. self-competence (10 mentions) and learning literacy (8 mentions) in the sub-
ject development-related dimension.

2. digital literacy (9 mentions) and design-thinking competence (8 mentions) in
the object-related dimension

3. cooperation competence (12 mentions) and communication competence (9
mentions) in the organization-related dimension.

The Future Skills profiles self-determination (1) and ethical competence (3) are

those with the fewest mentions among the approaches examined.

2.4.3 Analyzing “the Digital Dimension” within Future
Skills

In this section, we are going to analyze what we call “the digital dimension” within
Future Skills approaches. Because of the huge impact digital transformation has on

3The table includes the Future Skills framework by Stifterverband & McKinsey from 2018
as well as the updated and enhanced version from 2021. The Future Skills profiles listed in
both versions are counted as one mention in the following section.



43

2 Towards a Future Skills Framework for Higher Education

(penunuod)

uoneur
-19)9p-J19S

Koro
-gJo-JIeS

Koexay
Surureo|

$90UQ)
-odwoo
parerax
-juowdo
-[oAdp
109lqng

%001

%001

%001

%001 | %001

%001

%001

%001

%001

%001

%001

%001

%001

pvjonb
uo»I0y

454

I

£

81

43

91

£€

49

Ic

44

$20U2)
-adwod

Jo aaquinp

LOL
SOUIIBIAL

L102
woq

0c0T
VALY

L10T
skeHq

0c0T
uonep
0c0C | -unog
Jmnsu] | sqooef
-snulg | /1D

810¢
Kasur
PN
pueq
-IOAIQ)
AN

120t
wneq

“uary
/3U0IS
-doig

L10T
319q

-umN
HL

120T
O Im
-uasy

0c0T
Zpoweng

10T
nerq
-S[op
-uey

1coc
Kasur
PN
pueq
-IOAIQ)
s

020¢C
T 10

Jeip

SAIPMIS SIS 21NN, JUALIN))

Apmg
SIS XN
Iyo1d
SIS
aImnyg

(TTOT ‘SIATYH WOIJ PAB[SULI)) S[OPOU S[[IYS 2InnJ Sunsixo jo sisk[eue aaneredwo) €'z ajqel



U.-D. Ehlers

44

(panunuod)

0u9)
-odwoo
fearpy

>

20uQ)
-odwod
Amsiquy

20U}
-odwoo
QouBULIOY
-1od pue
AnEnIuL

wX

>

Q20U
-odwoo
uors1dq

0uQ)
-odwoo
EINIREIIEN|

I

X

X

douayad
-Woo-§[9S

1OL
SOUDIBIAL

L102
woxq

0c0T
VALY

L10T
sAeH

0c0T
mnsup
-snuig

020t
uonep
-unoy
sqooef
/1as

810¢
Kosur
PN
pueq
-IOAIQ)
LN

120t
wneq

“uary
/U0)S
-doig

L10T
319q

-uImnN
HL

120¢
O I
-Uasy

020T
Zpoweng

10T
nerq
-S[op
-uey

1coc
Kasur
PN
pueq
-IOAIQ)
s

0c0T
‘e 190

Jeio

SAIPMIS SIS 21NN, JUALIND)

Apmg
SIS XN
O—@OHQ
SIS
arnng

(ponunuoo) g-z sjqey




45

2 Towards a Future Skills Framework for Higher Education

(panunuod)

$90U9)
-odwoo
pajeaI-uon
-es1ue3IQ

01

s X

Koexay
esIq

€l

(€9)

o

Q0Ud)
-odwoo
Swo)SAS

cl

20U}
-odwoo
uoneAouu|

11

)

wX

20uQ)

-odwod
SunyuIy)
-ugisog

01

S90UQ)
-odwoo
parear
1220

1OL
SOUDIBIAL

L102
woxq

0c0T
VALY

L10T
sAeH

0c0T
mnsup
-snuig

020t
uonep
-unoy
sqooef
/1as

810¢
Kosur
PN
pueq
-IOAIQ)
LN

120t
wneq

“uary
/U0)S
-doig

L10T
319q

-uImnN
HL

120¢
O I
-Uasy

120T
ne[q

020C | -SI°p
zoweng | -uey

1coc
Kasur
PN
pueq
-IOAIQ)
s

0c0T
‘e 190

Jeio

SAIPMIS SIS 21NN, JUALIND)

Apmg
SIS XN
O—@OHQ
SIS
arnng

(ponunuoo) g-z sjqey



U.-D. Ehlers

46

20U231]]23u1 [D121114D AOf K)IDIY102dS 4 oy “UONDLIAO0D [DNLIIA oy ‘SUIYDI-YSLL 4

[ L 8 8 6 of1 11 11 11 ! ! el el 10OL
douarad
-WOod Uoned
01 X X X X X X X X X X | -lunwwo)) | /]
douayad
-wod uon
€1 X X X X X X s X X (%) X X X x| -erdoo) | 91
OU)
-odwoo
ugisop
L X X X X X X X pue amng | G|
3ur
L X X X X X X X -Yewasuds | ]
810¢C 120¢
0c0z | Kesur | 1Z0T Kosur
uonep | -3ON | wneq | L10¢ 1202 | ->IPIN Apmg
020 | -unog| pueq| -udry[| 39| 1707 Ne[q | Pueq | 0COCT | sqrys 1XoN
IOL| LI0OT| 0TOT| LI0T /mnsul| SQOJB[ | -I9AIL) | /AUO)S | -uIN | O 1) 020C | -S[ep | -IeAld} | ‘[e 39 J[goig
SQUDIBIN WIONIq | ZIAIZ | sAeH | -snuig | /IdD | -jns | -daig HL | -uddy | zjowensg | -ueq| -jns| jein SIS
SAIPNIS SIS 2NN JuUdLIND) armng

(ponunuoo) g-z sjqey



2 Towards a Future Skills Framework for Higher Education 47

our lives and work environments, digital literacy is often used synonymously with
Future Skills. Our analysis shows that this general impression can be indeed found
in research in the fact that from a quantitative point of view, digital-related skills
play an important role within Future Skills approaches: 95 of 252 skills listed in
our inventory are digital skills. However, a closer look into them also shows that
there is a bias within the digital skills explored in the Future Skills approaches.
Mostly, they relate to knowledge about “the digital” or usage of digital tools; crea-
tivity-related and reflexive analytical skills are underrepresented.

In five of the 12 studies examined, digital Future Skills form a strong
focal point. All 95 skills which were found within the analyzed Future Skills
approaches were in a first step allocated into one category—the analysis category
called “digital literacy”. However, since digital competences are of particular
importance in many approaches, an additional, qualitative analysis has been con-
ducted for these competences. The aim was to find out what they are focusing on.
As an analysis framework, a well introduced and simple model for media literacy
by Dieter Baacke et al. (1991) was employed. It contains four dimensions to char-
acterize different aspects of digital action and capacity: media analysis, media
knowledge, media usage, and media design (Baacke et al., 1991). The approach
differentiates between dimensions of capabilities such as using media and digi-
tal tools for different purposes, expressing oneself by creating content in digital
environments, and developing own digital environments, but also goes beyond
usage and content creation into more analytical and creative dimensions. “Media
analysis” is thus referring to analytical-reflexive and critical ways to think about,
analyze, and use digital technology. The dimension “media design” means to go
beyond the currently existing and invent, create, and design media and digital
technology, respectively using digital technology to invent and create solutions.
The four competence dimensions are also briefly described in Table 2.4.

For the analysis process of the 12 studies examined, a basic inventory was
drawn up containing all 95 digital skills that had been summarized in the cate-
gory of “digital literacy” in the first step of the analysis described above. It must
be noted that in most of the digital competences included in the studies cur-
rently available, it is noticeable that no clear definition is given for the digital
skills listed (e.g., “cyber security” as a Future Skill is not further defined). For
this reason, a multi-step approach was used for the analysis: In a first step, those
competences were assigned to the four dimensions and sub-dimensions of the
media competence model that could be clearly allocated in terms of content. In
the second step, those competences were assigned for which there were no direct
equivalents in the media competence dimensions. This was the case, for exam-
ple, because they do not relate to a skill but in their formulation rather describe



48 U.-D. Ehlers

a thematic field which for example was the case for “cybersecurity”. It remains
unclear if, with this wording of the skill, capacity for development of cyberse-
curity solutions are referred to, or management, or maybe architecture skills to
design a system. We therefore had to take a decision to frame them into an action-
related skill concept. This was done through an application perspective. These
respective skill concepts were framed as “application and implementation of con-
cepts in the respective subject area”. The thematic keyword “cybersecurity” there-
fore was interpreted as “application and implementation of concepts in the topic
area of cybersecurity” and therefore assigned to category C1 (media use, recep-
tive).

This analysis process finally made it possible to allocate all 95 digital Future
Skills to the four dimension and subdimensions.

Table 2.5 shows the result.

The analysis shows a clear bias. “The digital” dimension in the Future Skills
approaches analyzed is leaning heavily toward using digital media and knowledge
about digital technologies. We found an over-proportionally strong occupation of
the media use dimension within the digitally related Future Skills. Almost half
of these skills fall into this area (42 out of 95). The dimension of media literacy
is also strong, with a total of 23 out of 95 mentions. The focus here is on instru-
mental skills (18 mentions). Thus, in the present Future Skills approaches, digital
competences which refer to receptive and interactive usage competences as well
as knowledge about media (informative subdimension) and instrumental-qualifi-
catory usage are most pronounced.

In contrast, reflexive-ethical aspects, and the ability to analyze the social con-
sequences of digital transformation, which are contained in the dimension of
media criticism, are underrepresented. In total, only 15 of the 95 items fall into
the three subdimensions of media criticism: ethical (4), reflexive (3) and analyti-
cal (8). This paints a picture of skills approaches that are primarily focused on use
and application and implementation (dimensions B & C), while a more reflex-
ive view on digital capabilities is rather weakly contained in the Future Skills
approaches analyzed. Only Stifterverband (2021), Ehlers (2020) and Agentur Q
(2021) explicitly mention ethical digital skills at all.



2 Towards a Future Skills Framework for Higher Education 49

Table 2.4 Media Competence Dimensions according to Baacke et al. (1991)

A | Media analysis Critical analysis of the content of media

Al | Analytical Adequate comprehension of social processes

A2 | Reflexive Relate what has been analyzed to oneself and one’s actions

A3 | Ethical Clarification of the analysis and reflection on social responsi-
bility

B | Media knowledge | Knowledge about media and media systems

B1 |Informative Knowledge of processes and structures, e.g. how journalists
work

B2 | Instrumental- Knowledge about the operation or technical handling

Qualificatory
C | Media usage Apply media and use interactive offers

C1 |Receptive, apply | Program usage skills, reception

C2 |Interactive, offer | Interactive action—beyond receptive-perceptive use

D | Media design Innovative, creative, aesthetic changes & developments
D1 |Innovative Changes and further development of the media system
D2 | Creative New, creative, aesthetic innovations

Finally, the fourth dimension, creative media design, turned out to be most
weakly represented. The skills contained here are those which represent the
capacity to invent and create, design innovative digital solutions, think beyond
the existing state of the art, and go beyond what is currently thinkable. It is also
about employing digitally suggested concepts in order to be able to innovatively
develop new creative solutions to previously unknown problems. This dimension
also covers the field of creation in an aesthetical sense. The sub-dimension crea-
tive media design (D2) is the most weakly represented of all, with only two men-
tions. Innovative media design (D1) is slightly more pronounced, with a total of
11 mentions.

Overall, it is quite astonishing that this dimension is only weakly represented
in the Future Skills studies. It is this capacity which is needed in emergent life
and work environments which are impregnated and influenced through digital
developments, tools, and frameworks. In such environments, the ability to find
new ways to sustain procedures and structure how we live and work together
seems indispensable. Thus, the lack of elaboration of this dimension within exist-
ing approaches to the future of skills can be understood as a desiderate and gap
which needs future work to close it.
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A conclusion can therefore not neglect the fact that contemporary Future
Skills approaches are treating digital literacies in a biased way. With the excep-
tions mentioned, we conclude that skills which relate to creative, socially
reflective, and ethically sound approaches to an uncertain digital future are under-
represented in Future Skills approaches. Those relating to use and application
of existing digital concepts and tools on the other hand are strongly elaborated.
Further development of digitally related Future Skills within the existing Future
Skills approaches is therefore necessary, both structurally (to which dimensions
of competence do the competences belong?) and in terms of content (to which
dispositions for action are the competences directed?).

2.5 Conclusion

Current Future Skills studies and concepts can be described with the NextSkills
model, which contains 17 profiles that form a framework concept for Future
Skills. By dividing Future Skills into three dimensions of action—subjective,
individual development-related skills; objective, task- and topic-related skills;
social, world/organization-related skills—the NextSkills approach also goes
beyond a static model of pure skills enumeration and definition.

The contribution takes place at the transition point of a concept change. Previ-
ous concepts such as 21st Century Skills or Sustainability Competences, which
were used to describe key competences or transversal skills, are replaced by the
concept of Future Skills. However, this term is not a conceptually rigid and unam-
biguously dimensioned term, but rather a collective category of such key com-
petences, which are compiled as lists of different types and now stand for future
competency concepts, or “Future Skills”.

The article presents the studies on this topic published in German-speaking
countries within the last five years and analyzes them in their respective concep-
tual depth and definitional strength. In addition, a framework model is proposed,
which can be used to classify all existing approaches. The classification into the
categories or profiles of the NextSkills approach used for this purpose allows a
complete assignment of all 252 Future Skills.

The meta-analysis makes it possible to draw the following conclusions about
the status of current Future Skills research:

1. Heterogeneous and evolving field: The term used in all the approaches under
review is “Future Skill”. However, it does not denote a clearly delineated and
well-defined concept of skills, but rather describes a variety of key points and
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ideas about what skills people would need to possess in order to positively
shape the future of their respective organizations or lives. In some cases, the
respective approaches only mention topics or topic words instead of compe-
tences.
. Many approaches without a clear theoretical foundation for action: Future
Skills is an “emerging concept” for which there are only a few approaches
to date with a theoretical foundation for action. The NextSkills study pro-
poses such an action-theoretical foundation. The approach of action compe-
tence, which makes it possible to describe Future Skills as a set of selected
action competences, is a path that can be consolidated in the future. Some of
the concepts mentioned contain references or descriptions of the understand-
ing of action competence in their respective publications. Overall, it could be
cautiously formulated that Future Skills each represent a specific selection of
action competences.
. Harmonization of the available approaches is possible via a category
model: The framework model presented here for Future Skills with 17 profiles
is suitable for assigning the large number of different Future Skills and thus
making them comparable. An analysis of the frequency of mentions within the
respective Future Skills profiles reveals a clustering in the following areas:
— self-competence (10 mentions) and learning literacy (8 mentions) in the
subject developent-related dimension.
— digital literacy (9 mentions) and design-thinking competence (8 mentions)
in the object-related dimension
— cooperation competence (12 mentions) and communication competence
(9 mentions) in the organization-related dimension.
— The Future Skills Profiles self-determination (1) and ethical competence
(3) are those with the fewest mentions within the approaches examined.
. Ideas about digitally related competences within Future SKkills con-
cepts are diverse: The analysis paid particular attention to digitally related
Future Skills. Digital or technical skills will undoubtedly be an important
Future Skills ingredient, but many of the Future Skills approaches examined
lag behind existing comprehensive digital skills models in terms of concept
breadth and depth. The analysis shows a wide range of more than 93 digital
skill mentions, which are predominantly located in the area of use and con-
ceptual knowledge about digitization, but not to the same extent in the critical
reflection of the consequences of digitization or the creative redevelopment of
digital work and life ecosystems.
. Education as a point of reference: Almost all contributions on the topic of
Future Skills lack a clear (educational) theoretical foundation of what con-
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stitutes competence or competence acquisition, which makes its use for edu-
cational processes difficult, arbitrary, or impossible. At present, only the
approach we have developed (Ehlers, 2020) has an explicit theoretical founda-
tion. Many of the topics or competences listed as Future Skills are identified
without underlying personality and learning theories and refer exclusively to
the cognitive domain.

All in all, Future Skills are a very dynamically developing concept that is suitable
for promoting a new negotiation about future educational goals between universi-
ties, the labor market and society. The NextSkills framework can serve as a frame
of reference.
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3.1 Introduction

“Future Skills development” is a term like “quality education”: much sought
after, equally difficult to achieve, not tangible but immediately noticeable if
absent. By gathering different Future Skills approaches, we aim to make more
visible and manifest the logic of the still young concept and the mechanics of
putting it into practice in higher education. In the previous chapters of this “Cre-
ating the University of the Future” publication, we’ve introduced the concept,
have discussed this emerging Global Future Skills initiative, have presented the
different contributions published in this volume, and have summarized the results
of a meta-analysis of Future Skills studies and approaches. The book is a body
of evidence that Future Skills are viewed as a possibility to fill the gap between
demands for skills and competences and the current state of provision in higher
education. It is a body of experience, practices and implementation concepts from
educational professionals in the field. These provide a unique opportunity to us
which we are valorizing in this chapter: an analysis and synopsis of the perspec-
tives and experiences around Future Skills and their implementation in higher
education institutions.

We’ve asked the authors to elaborate on their specific definition of the concept
of Future Skills and to provide recommendations for promoting Future Skills in
higher education in practice, based on their experiences. This chapter shall provide
an analysis and synthesis of these elements: we will start with a panoramic view
of places and institutions (Sect. 3.2), analyze the Future Skills definitions provided
(Sect. 3.3), and finally synthesize the practice recommendations given (Sect. 3.4)
before concluding in Sect. 3.5 with an outlook for a Future Skills vision for higher
education and its conditions for success. The analyses are based on an inductive,
content-structuring qualitative content analysis (Kuckartz, 2018) conducted with
the software MAXQDA applied to the text passages identified which a) provide a
Future Skills definition or concept and b) provide recommendations based on the
authors’ experiences in promoting Future Skills in higher education.

3.2 Panorama of Contributions: Places
and Institutions

The future is complex. To deal with it in a productive and active way, Future
Skills are necessary. There is a multitude of challenges graduates are facing
today—and as multifaceted as these challenges are, so are the approaches of
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dealing with the importance of Future Skills in higher education. One way to
deal with this complexity is to allow a multitude of perspectives on the subject
of Future Skills in Future (Higher) Education. Some may be more labor-market-
oriented, while others follow a broader understanding of employability or focus
more on citizenship.

However, the multitude of perspectives to be discovered when venturing into
Future Skills research and practice is even greater. In this volume, we compile
contributions from authors who are engaged in transnational, multinational or
even global international organizations involved in research and policy-making,
such as the IESALC (International Institute for Higher Education in Latin Amer-
ica and the Caribbean) of UNESCO based in Caracas, Venezuela, the OECD,
based in Paris, France, and the ITCILO, the International Training Centre of the
International Labor Organization, based in Torino, Italy. Another internationally
focused perspective comes from the ICoBC, the International Council on Badges
and Credentials, based in Berlin, Germany. We present contributions from Skills-
Future Singapore, a national government agency, from Tony Bates, who is related
to Contact North, a Canadian regional network (Ontario’s Education & Train-
ing Network), from the Stifterverband with a specific German focus on higher
education strategy and policy-making, from Ashoka, an international organiza-
tion involved in regional and local contexts worldwide, and from The Burning
Glass Institute with Wiley as an international publisher. The volume naturally
brings many higher education institutions from different countries and continents
together, public and private, centralized or with different locations—from coun-
tries as diverse as New Zealand and Japan, Romania and Ireland, Singapore and
Brazil, the Philippines and Germany, the USA and Mauritius, Eswatini and UK.

3.3 Future Skills Definitions

There also is a certain diversity of Future Skills definitions present in this book,
starting from the editors’ approach based on our own research. While working
with the contributors, we asked them to reflect on the definitions and approaches
underlying their Future Skills projects and programs reported in the book. It
is thanks to this work that we are able to see the shapes and coordinates of the
emerging concept of Future Skills currently evolving in higher education around
the world.
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The definition introduced by Ehlers (2020, p. 53) is as follows:

Future Skills are competences that allow individuals to solve complex problems
in highly emergent contexts of action in a self-organized way and enable them to
act (successfully). They are based on cognitive, motivational, volitional and social
resources, are value-based and can be acquired in a learning process.

Several authors decided to base their chapter on this precise definition or refer
to it such as Barty et al., Wihlenda and Garbin & Oliveira. While the concept of
Future Skills is often named synonymously to other terms, we find references to
soft skills (Bates), 21t Century Skills (Wihlenda; Barty et al.; Seidl), key compe-
tencies (Seidl) and an analogy of character and Future Skills (Duckworth).

Definitions also refer to different (target) groups such as learners (Pedro),
individuals and people (Gervacio; Siilenbach et al.; Paunescu & McDonnell-
Naughton; Vogel; Bates; Ehlers) or even young people (Wihlenda). Relating to
the specific outline and the context of the Global Future Skills initiative, students
and graduates (Ikeda; Seidl; Gahl et al.; Senges; Wihlenda; Chacén et al.; Stark)
or, more precisely, engineering students (Deus Lopes & Santana), are named in
several definitions. But what comes after graduation? Here, individuals are con-
ceived as employees (Paunescu & McDonnell-Naughton) or citizens (Gunness
etal.). Stark’s definition also takes faculty or staff into account in his Future
Skills concept.

This is closely related to the context to which the proposed definition or
approach refers to. Most often, the industry, employers, or the world of work
are named here (Gog et al.; Seidl; Gahl et al.; Deus Lopes & Santana; Senges;
SiiBenbach et al.; Wihlenda; Paunescu & McDonnell-Naughton; Vogel; Stark;
Bates; Pedrd), but society as a context is also often referred to (Ikeda; Marshall;
Seidl; Deus Lopes & Santana; Vogel; Stark) or even global society and citizen-
ship (Wihlenda). Moreover, Future Skills matter for life more generally (Duck-
worth; Pedrd) and are needed in a changing world (Gahl et al.), for individuals
(Senges; Barty et al.) and collectively (Gunness et al.; Vogel). We see here that in
all cases, higher education with a focus on Future Skills goes beyond the walls of
university buildings.

The definitions are more or less concrete, precise and clear, sometimes agile,
and sometimes include a sound theoretical framing, such as in the cases of
Seidl, Barty et al., Gervacio, Siilenbach et al., Ehlers and Garbin & Oliveira. A
clear timeframe to which the future refers is rarely provided. SiiBenbach et al.
look five years into the future while other concepts refer to a more general future
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(Gog et al., Seidl, Pedr6, Ehlers) or to future and present time both (Ikeda; Vogel;
Schleicher; Paunescu & McDonnell-Naughton; Seidl).

Future Skills definitions and approaches also can be analyzed and differen-
tiated according to the aim or mission promoted in the approach—and there is
a great variety to be named. In a most basic approach, Future Skills are simply
needed to survive (Ikeda) in the twenty-first century (Wambeke) or a rapidly
changing economic and technological environment (Bates). More closely study-
related, they are needed to master one’s studies (Seidl). In very active approaches,
they help to act (Ehlers), transform (Stark), innovate (Wambeke), to shape (Sen-
ges) and lead change (Ikeda). Challenges and problems shall be solved (Ehlers)
or addressed (Gunness et al.; Pedrd) and goals pursued (Vogel). There is also the
question to compete (Wihlenda) or be successful as an individual (Gahl et al.;
Gervacio) and of thriving (Gunness et al.) and empowering (Siilenbach et al.).

While there is a certain variety in Future Skills definitions and the related tar-
get groups, contexts and goals, all authors share the belief that their promotion
matters in higher education, a belief they base their practices and argumentations
on. Authors were also asked to share practical recommendations for promoting
Future Skills which are summarized in the following section in order to identify
conditions of success for promoting Future Skills in Higher Education.

34 Practice Recommendations

Practice recommendations are always context-dependent. They represent a cer-
tain procedure which has been found suitable for the very context of its imple-
mentation. In order to analyze these experiences, we have tried to decontextualize
the recommendations and find overarching principles of successful implementa-
tion of Future Skills. The process of decontextualization was possible through
employing an inductive, content-structuring qualitative content analysis.! In this
process, three main categories were determined, these being a) the target group
the recommendations refer to, b) the focus and c) the level. They shall shortly
be presented and summarized in order to synthesize some principal conditions of
success.

! Authors were asked to contribute practice recommendations in form of adding a special
section (“Info box”) as part of their chapters: “Future Skills in Practice: Our Recommenda-
tions”.
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a) Which target groups are important to include when implementing Future
Skills concepts?

The three target groups mostly referred to are closely related to the higher edu-
cation focus of this publication—these are the learners (e.g. Gog et al.; Siilen-
bach et al.; Gunness et al.) or individuals (Gog et al.; Marshall), teachers, faculty,
and researchers (e.g. Marshall; Seidl; Wihlenda; Vogel) as well as institutions
or institutional leaders (e.g. Marshall; Gog et al.; Gervacio; Siienbach et al.;
Chacoén et al.). Government and policymakers are also addressed by Gog et al.,
taking Singapore’s national context into account, and by Chacén et al., adopting a
transnational or global perspective in discussing Future Skills. Future Skills needs
are also related to society as a whole (Gunness et al.; Siilenbach et al.; Gog et al.;
Marshall), relating individuals to societies and making Future Skills a possible
matter of social cohesion. Also related to the higher education context, student
engagement centers (Wihlenda; Chacon et al.), startup schools (Wihlenda) and
student support teams (Chacén et al.) are addressed in the authors’ recommenda-
tions. A preliminary conclusion can be drawn: Future Skills implementation in
higher education demands for a whole system approach. It is not just a matter of
a single target group—such as learners or teachers—but can and should be sup-
ported through multiple stakeholders in the educational context: learners, educa-
tion professionals, institutional leaders, as well as policymakers.

b) What is the focus and direction of Future Skills implementation in higher
education?

The data on Future Skills practices gathered in this book shows a variety of
aims, values, and missions of Future Skills development:

e Social cohesion and sustainability (Gunness et al.) and inclusivity (Gog et al.;
Gunness et al.)

e Economy-focused approaches refer to the labor market, economic growth,
or industry and argue for closing existing skills gaps (Gog et al.; Barty et al.;
SiiBenbach et al.; Deus Lopes & Santana)

e On an individual level, Future Skills are seen as a means for people to realize
their fullest potential (Gog et al.) and for lifelong learning (Barty et al.)

e A transversal issue woven like a thread through many of the experiences
provided is related to a much-needed change in higher education, such as a
cultural change (Siilenbach et al.), a more general restructuring of higher edu-
cation (Barty et al.; Stilenbach et al.; Chacén et al.) and a change and integra-
tion of Future Skills into higher education curricula (e.g. Brunner & Ehlers;
Seidl; Deus Lopes & Santana; Gervacio).
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In summary, we find that Future Skills development in higher education is a
strong value-driven and normative discourse which is generally aiming at empow-
ering individuals, providing space for individual meaningful learning, and boost-
ing self-responsibility and autonomy of individuals on their pathway through
their lifelong learning journey. In order for this to come true, change requirements
are articulated for higher education.

¢) Which level is addressed in recommendations for Future Skills implemen-
tation?

The recommendations discussed address higher education as a whole; on the
micro level of teaching and learning in classrooms and beyond, the meso or insti-
tutional level, and the macro or policy level. They are summarized in Table 3.1
and can be accessed more closely in the individual chapters of the book.

Table 3.1 Recommendations for promoting Future Skills in higher education

Level Recommendation

Micro: teaching * Follow a learner-centered approach: empowerment and
and learning in the ownership, becoming self-directed learners, individualizing
classroom one’s learning pathway, co-designing learning environments

and pathways with students (Gunness; Paunescu & McDonnell-
Naughton; Vogel; Chacon et al.; Barty et al.)

» Adapt teaching and assessment approaches: active and applied
methodologies such as Project and Problem-Based Learning,
participatory and transdisciplinary approaches (Wihlenda; Garbin
& Oliveira; Chacén et al.), assessment as a strategy for Future
skills learning considering constructive alignment as a principle
(Brunner et al.; Gervacio; Chacon et al.; Seidl)

* Integrate Future Skills into curricula and redesign courses
accordingly (Deus Lopes & Santana; Siilenbach et al.)

* Reach out beyond the classroom in teaching and learning set-
tings: external partner organizations, communities, real-life con-
texts, student initiatives as learning spaces (Chacoén et al.; Vogel;
Paunescu & McDonnell-Naughton; Wihlenda; Marshall)

* Support the learning process with digital media and digital
or hybrid settings (Gervacio; Garbin & Oliveira; Paunescu &
McDonnell-Naughton)

» Engage students in research (Chacén et al.)

* Promote student reflection in teaching and learning settings
(Paunescu & McDonnell-Naughton)

* Support students in developing their own Future Skills learn-
ing needs and pathway in their chosen study program as student
support staff (Chacon et al.)

(continued)
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Table 3.1 (continued)

Level

Recommendation

Meso: institutional
level

* Address the integration of Future Skills as a project with a holis-
tic change process (Seidl; Chacon et al.)

* Train teachers in Future Skills teaching and learning (Brunner
& Ehlers; Garbin & Oliveira) and rethink or reconsider their role
more as that of coaches (Vogel)

* Promote reforms concerning Future Skills, e.g., by integrating
the Sustainable Development Goals into the institutional strategy
(Chacon et al.; Gervacio)

 Consider approaches of granularizing learning with micro-
credentials, badges, etc. (Gervacio; Barty et al.)

* Envision the institution as a lifelong learning university (Gerva-
cio)

* Address student governance structures and students to advo-
cate for Future Skills learning in all courses, promote student
engagement learning opportunities, and incite cross-institutional
learning opportunities (Chacén et al.; Wihlenda)

* Lobby for considering Future Skills in higher education and form
coalitions (Seidl; Gervacio; Garbin & Oliveira; Siifenbach et al.)

* Make stakeholders aware/conscious of the relevance of Future
Skills and thus promote cultural change (Siilenbach et al.; Deus
Lopes & Santana)

* Connect with other educational stakeholders to form powerful
Future Skills coalitions and to promote reforms in the ecosystem
(Gog et al.; Chacon et al.; Stilenbach et al.)

* Discuss and promote a shared understanding of Future Skills,
supported by orientation frameworks or supporting documents
(Seidl; Siilenbach et al.; Gunness et al.)

 Consider context, values, and moral understandings when dis-
cussing Future Skills (Marshall; Gunness et al.)

« Start with trying out new things while staying flexible about
results and methods (Vogel)

Macro: policy level

* Play an active role as government in the skills ecosystem on an
economic level in coordinating skills demand and supply with
other stakeholders (Gog et al.)

¢ Consider Future Skills in higher education development plans
on the policy level (Chacén et al.)
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3.5 Conclusion: Conditions of Success for Promoting
Future Skills in Higher Education

Based on the qualitative analysis made from all contributions in this book, we are
able to derive some general and some more specific recommendations and suc-
cess factors. The first set of recommendations can be understood as factors which
need to be considered in order for Future Skills to gain relevance and in order
to shape a Future Skills environment and ecosystem within the higher education
context:

e Faculty Development: ensuring that faculty members are equipped to promote
Future Skills learning, through training and support, can improve the quality
of the provided educational experiences.

e Relevance to labor market demand: aligning education programs with Future
Skills that are in high industry demand helps to ensure the relevance and prac-
ticality of the educational experiences provided.

e Interdisciplinary Approach: problems do not know disciplines and their solu-
tion always demands multidimensional and interdisciplinary approaches.
Incorporating Future Skills across multiple disciplines can help students
develop a holistic understanding of the subject.

e Experiential Learning: Providing students with opportunities to apply their
knowledge through projects, internships, and other hands-on experiences can
increase their motivation and enhance their learning.

e Flexibility and Adaptability: With the rapid pace of technological change, it
is important for education programs to be flexible and adaptable to changing
demands and needs.

In addition, we also found the clear need for change in higher education. Future
Skills approaches demand new perspectives on our current educational sys-
tems. This reform agenda needs a sound approach to manage this transformation
towards changing cultures in higher education. The authors provided recommen-
dations on important factors which need to be considered in these change pro-
cesses.

From this analysis, we can dare to synthesize and formulate some conditions
for success for promoting Future Skills in Higher Education—aimed at everyone
who is taking some steps towards future higher education.
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For successfully promoting a Future Skills culture in higher education, it is
necessary to:

e Form coalitions, exchange practices and approaches, inspire and share. A
transformation on many levels is needed, but every step counts—and connect-
ing can inspire, energize, and empower.

e Involve all educational stakeholders in the process—(lifelong) learners, teach-
ers, institutional leaders, civil society, the world of work, politics—while
considering that seemingly fixed roles can and have to change: learners will
become designers and experts, teachers will become coaches, learning will
become more participatory and individualized, knowledge will become more
personal and decentralized as a basis to build Future Skills upon, and digital
tools and environments will facilitate these processes. This will, however, pos-
sibly need some more guidance and counseling in order to support learners to
navigate through their own learning pathways and become ever more autono-
mous learners in this process.

e Reflect on existing learning, teaching, and assessment practices and how these
are included in curricula: they can successfully contribute to Future Skills
learning once this process is considered holistically and reflection on Future
Skills development is incited. Not everything has to be reinvented.

e Be open and flexible and start with small steps instead of perfectionism: many
steps are needed on all levels, but every step in the right direction will contrib-
ute to deepen a much-needed Future Skills culture in higher education.

e Not consider higher education institutions as enclosed but as open spaces and
connect them to society while offering real-life and meaningful learning and
engagement opportunities supporting learners’ transformative learning jour-
neys—and involve students or lifelong learners in participatory processes in
co-designing the future of these institutions.

e Discuss Future Skills in a competence-oriented way, putting learners, their per-
sonal and social wellbeing first and go beyond purely functional Future Skills
approaches. This also means that we should not consider Future Skills learn-
ing as an isolated experience characterized by concurrence but connect learners
and make them support each other in their learning journeys—and accentuate
Future Skills for connecting and cooperating, as tomorrow’s challenges cannot
be solved by disconnected individuals, but only by diverse and inclusive teams.

e Not fear discussing values and normative assumptions in determining the
Future Skills that matter for a certain vision of a future. Values and motiva-
tion are an important component of Future Skills, so these should be debated
and made transparent—without everyone having to agree on these, but being
aware of them.



3 The Practice of Future Skills Learning ... 71

References

Ehlers, U.-D. (2020). Future skills: The future of learning and higher education.
Kuckartz, U. (2018). Qualitative Inhaltsanalyse: Methoden, Praxis, Computerunterstiit-
zung (4th ed.). Beltz Juventa.

Laura Eigbrecht is principle investigator, teacher and doctoral student at the Baden-
Wauerttemberg Cooperative State University (DHBW) Karlsruhe and holds degrees in Euro-
pean Media and Culture and Media Pedagogy.

Prof. Dr. phil. habil. Ulf-Daniel Ehlers is an internationally renowned Professor for Edu-
cational Management and Lifelong Learning at the Baden-Wuerttemberg Cooperative State
University (DHBW) Karlsruhe which he headed as Vice-President between 2011 and 2017.

Open Access This chapter is licensed under the terms of the Creative Commons Attribution
4.0 International License (http://creativecommons.org/licenses/by/4.0/), which permits use,
sharing, adaptation, distribution and reproduction in any medium or format, as long as you
give appropriate credit to the original author(s) and the source, provide a link to the Crea-
tive Commons license and indicate if changes were made.

The images or other third party material in this chapter are included in the chapter’s
Creative Commons license, unless indicated otherwise in a credit line to the material. If
material is not included in the chapter’s Creative Commons license and your intended
use is not permitted by statutory regulation or exceeds the permitted use, you will need to
obtain permission directly from the copyright holder.


http://creativecommons.org/licenses/by/4.0/

Partll

Future Skills - Foundations and Shapes of a
New Emerging Concept in a Global View

Part II focusses on discussing basic concepts and outlines concerning Future
Skills in (global) higher education. For this, several Future Skills conversations
were conducted with leading authorities of the field, like Andreas Schleicher
(OECD) and Tom Wambeke (ITCILO). With Tony Bates, Wolfgang Stark and
Francesc Pedr6 (UNESCO IESALC) further experts add their specific expertise
to the book, followed by a new theory of change for higher education based on a
global empirical study.
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“I've Learnt Everything | Know
from the World.”

A Future Skills Conversation with
Andreas Schleicher

Ulf-Daniel Ehlers and Laura Eigbrecht

Abstract

Andreas Schleicher (Fig. 4.1) is Director for Education and Skills at the OECD.
He initiated and oversees the Programme for International Student Assessment
(PISA) and other international instruments that have created a global plat-
form for policymakers, researchers, and educators across nations and cultures
to innovate and transform educational policies and practices—and that have
stimulated discussion on competence needs of today’s and future learners. In
this conversation, we focus on Andreas Schleicher’s pathway to working with

Future Skills as well as on future educational concepts for promoting them.

Ulf-Daniel Ehlers: We would like to dive into the conversation with a personal
question: can you remember what could be called a Future Skills moment or an
anecdote from your life where you thought ‘I went to school, I went to university,

but in this moment, what really helped me, that was my Future Skill’?
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Fig.4.1 ANDREAS SCHLEICHER

Andreas Schleicher: Yes, absolutely. I was in Thailand and lost my way. It
was after school and I had to navigate in an environment that was completely
unknown to me. It took me four hours to find my way back to the hotel, but I
learnt suddenly that what I remembered from the past was at that moment not
what would help me to find my future.

Ehlers: I have a similar story from when I lost my way one evening in Brussels.
The saying I kept from that is: you have to lose yourself to find yourself—and
this has been a guiding orientation.

Laura Eigbrecht: You're a very well-known expert for education. What made
you this expert? How come that you’re burning for education and that you really
wanted to work in the field of education?

Schleicher: I actually originally focused on science. I studied Physics; my first
job was in the field of medical industry. Then I had to do my military service and
I set it to civil service—and they sent me to a school with disadvantaged learners.
It was a fascinating environment for me. At first a difficult experience—I encoun-
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tered people who I had not really met in my daily life before, but it was abso-
lutely intriguing. The first thing that came to me really was that many of these
students would have been perfectly normal if they had lived in an environment
that had been more conducive to learning and to their social and emotional devel-
opment—many of them came from really difficult families. I thought: we can
really make a difference as educators. These almost two years changed my out-
look on life and also what I wanted to do and achieve in life.

About my expertise in education: I've learnt everything I know from the
world. I had the fortune of working in and with over 80 countries on design and
development; I followed public policy, ministers of education, educators over the
years and that’s really where I learnt everything I know.

Eigbrecht: I see the idea to have a global outlook in order to analyze where we
are in right now, to see different ways to approach it. Was there a moment of irri-
tation where you thought: maybe this system is not working so well, the educa-
tional system of Germany, for example?

Schleicher: Yes, in fact! I think you learn about yourself best when you look at
other systems, other people, other approaches. You understand the idea of lan-
guage the moment you learn a foreign language. Before, you don’t think about
it, you take it for granted; you think that every object has one way to express it.
Suddenly you learn a foreign language and you can see the world through dif-
ferent lenses, perspectives, appreciate different ways of thinking, different kinds
of approaches—that’s really what enriched my thinking. I started to think about
the German education system first when I learnt about other education systems.
I could see the strengths of the system in integrating the world of work and the
world of learning in the system of vocational education. But I also learnt about
the weaknesses—the fact that the system very early on in the lives of people
makes not well-founded judgements about what people are good at and not so
good at. It doesn’t leave people enough room to develop their own identity, their
own kind of aspirations.

I learnt through comparisons, through contrasts and with an open mind. I do
believe that learning will become increasingly important, because we’ve seen
through the pandemic that the future will always surprise us. Future Skills are
not about a specific skill set that we can define today and that will be valid for-
ever—they are about our capacity to be open to alternative futures, to be recep-
tive to how the evolution of labor demand, of skill demand really evolves and
then to find creative responses to this. This really is the challenge of our times.
We cannot learn that much from the past, because in a pandemic, the past was
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not a very good guide to what we should be doing. But we can learn by look-
ing outwards to how other people, other institutions are responding to those kinds
of challenges. If you are in higher education, you suddenly ask yourself: what is
your value proposition? Some people say: we just do remote learning, we just do
online courses. But people don’t go to university to consume online content; they
go to university to meet a great professor, to work with researchers in a labora-
tory, they want to experience campus life—and suddenly that’s out of the picture.
So what are we there for? Who are we? What are the kinds of knowledge, skills,
attitudes and values we want to develop? How do we do that? These questions
really are the ones that help us find our future.

Ehlers: You were telling us about your own biographical learning pathway which
brought you where you are today—I love this kind of story. I think that many
people have stories like that to share while it is so hard to form them into a con-
cept. And it shows that what really matters is individual—taking the initiative and
going forward, making experiences and distilling out of these experiences what
matters. But it is so difficult to put this idea into a curriculum.

“For me, the idea that there should be a study curriculum, and then we transmit
it, is an idea of the past.”

Schleicher: For me, the idea that there should be a study curriculum, and then
we transmit it, is an idea of the past. The idea of the future is that we have educa-
tors who become creative designers of innovative learning environments and that
the curriculum is the product of co-creation where you have learners and educa-
tors work together on what content is relevant in this moment for that purpose.
The kind of things that are easy to teach and maybe easy to test are precisely
the things that are now easy to digitize, to automate. We have to ask ourselves:
what makes us human? How do we complement, not substitute the artificial intel-
ligence we created in our computers? Learning is no longer about teaching you
something, but about giving you the compass, the navigation tools to find your
own way in a world that is increasingly complex, volatile, ambiguous. Our capac-
ity to navigate ambiguity, in this moment of crisis, was perhaps the most impor-
tant thing to have. The reaction of education systems to shut down everything the
moment things were difficult shows how helpless we were, rather than to think:
we need to do things differently. We were only able to switch things off—and I
think that’s often a reaction when you lack that capacity to navigate an ambigu-
ous situation.
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Ehlers: I was once talking to an old, long-term, very high-esteemed professor
of competence research. He had developed a very differentiated view on com-
petencies—action competencies, social competencies, personal competencies,
subject-matter competencies, etc. In the end of that conversation, he said: In all
my research, what we also found out is what really matters and makes people
active and makes them engaged, that’s what I like to call activity competence or
initiative, people just taking things into their hands, going forward and starting to
learn, making experiences. With all these competencies which we can map out—
what is also becoming apparent is that self-organization and being creative and
initiating are increasingly more important. Would that also be your understanding
of important Future Skills?

Schleicher: Absolutely—that is what I would call agency—and a competency is
an enabler for that agency. The key is: are you capable to mobilize your cognitive,
social and emotional resources to do something? It matters what you know—it
matters what you can do with what you know. But ultimately, success is about
putting that into action—that agency is really important. But agency is not just an
individual kind of attribute—what’s equally important is co-agency or collective
agency. We learn and do things in dialogue; the sum of people is bigger than the
sum of its parts. I think that agency, co-agency, collective agency are really the
ultimate tests of competency. If you just accumulate competencies but you cannot
put that into action, you will not be very impactful in this world.

“But agency is not just an individual kind of attribute—what’s equally important
is co-agency or collective agency.”

Eigbrecht: We’ve seen in our research that there are many people discussing
Future Skills. We see very different ideas about Future Skills in these debates—
ideas about: why do we need these Future Skills and what’s the world that we are
working towards? So what is your idea and conceptualization of Future Skills?

Schleicher: I look at a triangle where knowledge is the foundation. I look at the
capacity of people to use that knowledge; the skills dimension. But then the third
part is really the values and attitudes that help us navigate. You want a great engi-
neer—but you actually want an ethical engineer, an engineer who knows how to
use his or her knowledge for the better, someone who can use and apply their
knowledge creatively, with knowledge, skills, values and attitudes as enablers
for agency, co-agency, collective agency. That’s really how I look at the future.
You could say that everything that is static will lose its relevance for humans—



80 U.-D. Ehlers and L. Eigbrecht

because that’s what you can digitize. So our human capacity will be that naviga-
tor: can you live with yourself? Can you live with people who are different from
you? Can you live with the planet? Can you see the future as much as you see
the present, make the right choices? Climate change is a good example—can we
think beyond our immediate horizon, see the longer term and translate that future
into our present? I don’t see artificial intelligence as a magic power—it’s just a
great amplifier and an amazing accelerator. But it will amplify good human skills
and good human knowledge in the same way it amplifies poor human judgement
and skills. I think that’s really where we should focus our energy when we think
about the future—think really carefully about what will differentiate us from
technologies that we created.

Ehlers: One thing we found when we did research on Future Skills all over the
world is that there are actually at least two different discussion strands to it:
One has to do with employability, to turn employability into a ‘digital employ-
ability’. How can we equip citizens of a country with suitable digital skills along
their lifelong learning journey so they can perform in their jobs? Some countries
like Japan, Singapore, Canada have national Future Skills initiatives which are
looking into this kind of upskilling of citizens. But then there is another kind of
understanding, often found in higher education, which is a more emancipatory
understanding of Future Skills. It is relating Future Skills to questions like: how
can we live together, co-create together, shape the future of our societies in a way
that it is just, sustainable and peaceful? So we are wondering: where is it leading,
this discussion on Future Skills? Is it necessary to bring these debates together or
how will they evolve? What is your outlook on this debate?

Schleicher: I agree to your observation that there are more narrow and wider
views. My own outlook on this has evolved over the last decades. I would have
given a lot of importance to these employability aspects when I started my career,
because in those days, we had a fairly clear picture of the future. We could edu-
cate people for jobs, we knew what employment looked like—we learned for a
job. Today, learning is the job—Ilearning has become the work. What really mat-
ters now is not what specialist you are, but if you have that capacity to become a
specialist in a new field that nobody else has discovered in a short period of time.
Employability becomes harder and harder to grasp and if we focus too much on
it, we educate people for our past, not for their future. In the past, you could gen-
uinely rely on what older people could tell you. They knew the world—and they
could help you find your way through it. Today, when you meet older people,
you never know if what they tell you is timeless wisdom or just outdated. When
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I went to school, literacy was about decoding text—very carefully curated books,
I could trust that information to be true because many people had validated it.
Today, young people look things up on Google and find 100,000 answers to their
question—they have to construct knowledge, not just extract knowledge. What is
going to become increasingly important is your capacity to learn, but also to be
willing and able to unlearn and relearn when the context changes.

“Employability becomes harder and harder to grasp and if we focus too much on
it, we educate people for our past, not for their future.”

Ehlers: Connected to that, if you think about initiatives like PISA for example,
which are very important for national policy-making not just in the OECD coun-
tries, but all around the world—how do you think you could weave this kind of
idea more into the assessments so that they become a stimulus for shaping the
education systems for the future we just discussed on the national level?

Schleicher: This is a really interesting question. On the one hand, I think what is
technologically possible in the field of assessment has enormously evolved. When
I started with PISA, we couldn’t dream of assessing something like empathy or
curiosity—today we can. Where the difficulty often lies is connecting that with
the reality of educators—I learned my lesson with that in 2015. When we started
PISA, we focused on things like individual problem-solving—we know how to
assess these things. In 2015, we told ourselves: the most important problems you
don’t solve on your own, but by collaborating with other people—so we assessed
collaborative problem-solving skills in PISA. But when we tried to bring that
message back to teachers, educators and governments, teachers said: It’s so inter-
esting, but it’s not in our curriculum and it’s not really my job. And policy-makers
said: Very nice, but you better learn that in the workplace—in school, you have to
build the foundations. One of the biggest mistakes I think we made in the field of
education over the last few hundred years is to divorce learning and assessment.
We ask people to pile up years and years of knowledge and then one day we call
them back and say: now tell me everything!—in a very constraint, contrived envi-
ronment. That frames how we learn, and that’s why collaboration doesn’t really
play out in the world of learning. What we need to do better is to integrate learn-
ing and assessment so they become two sides of the same coin; and the cognitive,
social and emotional aspects of learning need to play an equally important role.

“One of the biggest mistakes I think we made in the field of education over the
last few hundred years is to divorce learning and assessment.”
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Ehlers: I agree! But also something teachers and schools still have difficult times
with.

Schleicher: In a way, maybe a thousand years ago, we did better than we do
today. A thousand years ago, learning was all about apprenticeship—you learned
from and with other people, you learned by experience, you learned by doing.
When you made a mistake, it had probably real consequences for you, because
you didn’t learn somewhere in a classroom. Today, even when we do project-
based learning in schools, at the end of the lesson the teacher throws all products
into the bin because they serve no purpose.

I think we have to really find that kind of learning where assessment and
learning are entirely integrated. But the difficulty really is to have results that
we can translate back into having learners learn better, teachers teach better and
education institutions becoming more effective. This year, we are going into the
field with a really interesting PISA assessment of creative thinking skills. But I'm
afraid of the same story, that everyone will say: oh, how nice and how interesting!
But what does it mean for me in my classroom? Building these bridges, reinte-
grating assessment, learning and teaching—that is the challenge that we have in
front of us. Educators see themselves too often in a knowledge transmission func-
tion rather than as designers of innovative learning environments, the ones who
really frame the ideas—and I think we need to work on that. On the other hand,
I believe it’s crucially important that we advance the field of assessment itself—
you can only change and improve what you can somehow make visible. If you
teach in very advanced ways but you only measure in very reductionist ways, the
latter will always win.

“Building these bridges, reintegrating assessment, learning and teaching—that is
the challenge that we have in front of us.”

Eigbrecht: When working with our students we try to use all kinds of Future
Skill pedagogies like problem solving and project-based teaching or working on
basis of real practice. But still we feel everyday that it is difficult to land this idea
in the institution. In our teaching in higher education, we think we know why it
is important to work with Future Skills, but we wonder: how can we show and
showcase it—how can we not convince students, but how can we have them have
that experience that Future Skills matter? And how can we inspire other teach-
ers for Future Skills? Because in the field of higher education, we need to have
everybody on board. Do you have recommendations for strategies on changing
higher education that work?
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Schleicher: We have probably seen a lot more change and progress in early child-
hood education and schools than in the university sector when it comes to new
ways of teaching and learning, cross-disciplinary learning, project-based learning,
to the integration of the world of learning and the world of work.

In a way, the university sector has remained the most conservative part of that
ecosystem and I believe that in a way what makes the higher education sector
so resistant to change is the success to bundle three things: owning the content,
managing the delivery and basically being the accreditor—having the monopoly
over deciding what a success in education is. It will take some time until higher
education loses that monopoly, but you’ll see micro-credentials and other forms
of recognizing learning, and I think at that point, higher education will become
more open to focus on a broader skill set. We already see today that young people
graduating from universities are having difficulties to find a good job. At the same
time, employers say: we cannot find people with the skills we need. That gap
is not narrowing but widening and higher education needs to be more aware of
the evolution of the world and what it means for the knowledge, skills, attitudes
and values of people, with the social and emotional side playing an increasingly
important role.

Ehlers: I would like to reflect on my own institution: we work in a university
which combines practice experience and study phases in a very structured model.
On the one hand, we know that this kind of combining real experience with
reflection is the only true way to really develop competencies and agency. On the
other hand, since we have formed this kind of education process into a standard
institutional guideline, we are dictating it to students which not always take up on
it in a way of self-motivated learning. When we ask students to inspire through
telling their stories, ownership starts to unfold and students are starting to listen
and to inspire each other. And I think this kind of self-learning is what we really
need to be attentive to—this individual development and progress is so important.

Schleicher: I very much agree. The key really is to give learners true ownership
over what they learn and how they learn, when they learn and where they learn
over their life cycle. But that ownership really needs to be genuine, that one can
feel to be in control of this process—that this is about me developing myself and
not learning for a course. Where you do that, you will get a very different kind
of outcome. I believe that future places of work are future places of learning. In
a way, maybe a workplace will become more like a university and a university
more like a workplace. We might see people going back and forth between dif-
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ferent stages in their lives to not learn for their current job but learn for what they
want to do in their future and maybe learn things that relate to nothing practi-
cal. My idea has always been that people should do two degrees in their lives—
one thing you have a real passion for, something that really interests you, where
you think you can really become good at, and then something else where you can
make a living of. Maybe you will find bridges between those two things that are
completely unforeseen later in your life. I think that ownership over the learning
agenda is really important—and I think good education institutions are also good
at that. That also means that educators need to become much more like mentors,
coaches and facilitators, evaluators and social workers and psychologists—people
who understand who you are and who you want to become and can accompany
you on that journey.

Eigbrecht: What you are saying also shows that a paradigm shift on many levels
needs to be set in motion in higher education. A change of the big picture is in
front of us. Sometimes I feel that we begin to see here and there some progress
already—maybe slower in higher education than in other domains. How would
you say has the debate around Future Skills and about higher education evolved
in the past years and what do you think is the role of the pandemic in it?

Schleicher: Of course the pandemic had a devastating effect—it has dramatically
amplified almost any form of inequality in our education systems. If you were
able to learn on your own, if you had access to great resources, an ecosystem that
was supportive—maybe this period has been liberating and exciting for people.
But if you used to be spoon-fed by your professors or teachers, if you had maybe
no motivation to learn on your own, you were left badly behind.

But at the same time, what the pandemic has done is really put the locus of
control at the frontline—it made educators really creative designers. It also made
people more aware that learning is not a transaction business. If you were a great
instructor, you were out of business that moment. Only when you could really
reach your students, you could build that connection without having them under
control in the classroom or the lecture hall—and I think teachers understood that
message. What I see happening is that many learners go back to their professors
and say: In this moment, I learned to learn independently. I learned to set my own
learning goals, to structure my own learning processes, to discipline myself. I can
see many educators who go back to their institutions and say: I did become a cre-
ative designer, I learned new things on my own, I created new tools with my col-
leagues. I built a good kind of team around me—and I want to work differently.
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I think that momentum will remain, so learning will be different. Certainly,
technology has become not just an instrument to conserve existing practice, but to
truly transform it. The last years have been a turning point, at least an opportunity
for that.

Eigbrecht: Not just in our own university but also during the Europe-wide pod-
casts which we did with students during the pandemic they voiced two issues: a
big hope that things get back to normal and they can meet back on campus and
be socially active. But also a fear that things will go back to normal and nothing
will have changed, no modern, flexible and digital study opportunities any longer.
How do you think we can move on post-pandemically and use the learning gains
for the creation of a new form of higher education?

Schleicher: I think that the future will always be surprising us on this, and I think
this moment of crisis is just one element on this pathway that will put into ques-
tion the status quo. I believe educational institutions that will not fundamentally
adapt are going to lose their relevance. The big challenge for us is not the inef-
ficiency of education—even if we can talk about this as well—but that education
loses its purpose and its relevance, and young people see that. Many employers at
the high end of skill distribution do not longer look just at universities, but they
found their own ways to facilitate learning, and you can see more and more alter-
natives of learning. We should not underestimate the number of people who dis-
covered during the pandemic that things can be done differently and that there are
other people thinking about the same kind of questions. Before, innovation was
very isolated—and education has always been very insular, people looking inside
the classroom, inside the institution. Now you can see people looking more out-
ward—to the next educator, to the next institution, to the next education system.
And I think that will remain—and where it doesn’t, where education goes back
to normal, you’re going to see institutions very quickly lose in relevance. This
monopolistic culture that we really have—we have mostly provider-oriented edu-
cation in the higher education space—is not going to be sustainable.

Ehlers: The things that you are saying are resonating with me, because in our
group, our thinking, our tradition, we are also very much driving this reform
agenda for higher education. I am convinced that the way forward is again a
bridge-building exercise—as it has been also in the past. As the futures of higher
education are probably largely determined by the expectations of their mem-
bers—students, teachers, external stakeholders—we need to work to build trust
for the futures we desire and need to create a dialogue in order to console the
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existing expectations. Bridges between those who are now expecting to go back
to the old normal and those who expect to create a new normal after the pan-
demic—and who feel slowed down, hindered, unable to move forward and to
promote opening up education, and focus on learning and not on teaching. So I
wonder—in your experience: what are possible future pathways? Are there inter-
national models for this and what are the mechanisms behind them?

Schleicher: I think the look outwards always makes you optimistic. I can’t say
there is one system which has figured everything out, but you can see: wherever
you find a problem, you see others who are very much advanced and addressing
that issue. Looking at educators’ careers, one of the big problems we still have in
Germany is to believe that you put educators into a kind of very good and long
training program, then you put them into a classroom, and they are going to be
successful for the rest of their lives. That’s outdated—but we can see alternatives.
Lifelong learning of educators has become a reality where the training of educa-
tors no longer just happens in universities, but in schools and in learning com-
munities. In Germany, teachers are well-paid and still not enough people want
to become a teacher—because the work is financially attractive and intellectually
unattractive. In other countries, they maybe pay a little bit less, but they give peo-
ple a work environment where you can grow (in) your career, where you work
with interesting people, where you have more responsibility, where you have
more time to spend with the learners. That’s what makes me optimistic: the world
is an amazing laboratory of ideas, we just have to look at it more carefully. The
same is true for the higher education space. As an extreme alternative—in Sin-
gapore’s Future Skills program, they turned things around. They basically said:
we’re no longer giving the money to universities to decide what they are going
to offer to students—we are going to give to every person a credit when they are
born and they decide what to learn, where to learn, what mode of learning is rel-
evant for them, and then they build their own education pathways. Suddenly you
have young people say: I don’t just do my Bachelor, my Master, my PhD—I do
my Bachelor, then I work for some years, then I go back to upgrade my skills.
You can change these models, and that’s really what makes me hopeful. You do
not need to reinvent everything, you can today look at the different alternatives,
how they play out and with what success and then create your own approach in
your own context. Success is not about copying and pasting solutions from other
places, but about what works in what context and how can you reconfigure these
ideas, spaces, people, technologies and time in a way that actually works well in
your own situation.
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“As an extreme alternative—in Singapore’s Future Skills program, they turned
things around. They basically said: we’re no longer giving the money to univer-
sities to decide what they are going to offer to students—we are going to give to
every person a credit when they are born and they decide what to learn, where to
learn, what mode of learning is relevant for them, and then they build their own
education pathways.”

Ehlers: In our Future Skills Lab (next-education.org) we’ve just developed a
method called “Personal Development with Future Skills”. In that we are work-
ing with students along their own boundaries of personal development and the
development of individual learning pathways. By reflecting on their own, they
learn how to become professional learners. The feedback we get, especially from
experienced students, is very positive. They even say that this had been the first
time for them to learn about Future Skills, reflecting their learning, ethics, deci-
sion taking, and so on. The stories which you are sharing made it very clear that
we need a different way to think about education: more as a flexible, value-based,
enabling and individual pathway and not as a predefined collective exercise in
which the curriculum is perceived as a restraining must, limiting my possibilities
to learn rather than opening up a pathway for my own as a student.

I would like to turn to another issue which is also very much on my heart: the
issue of equality in education. All the educational reform ideas, our Future Skills
approach for example, how can they become an opportunity for all, serve the agenda
for just and equal opportunities and not just become reality for a chosen few privi-
leged? During the pandemic times, we could see the disparities growing between
those who could cope with the changing opportunities and structures, and the oth-
ers, who have been really left behind. When we are now pushing the Future Skills
agenda in higher education I wonder: how can we avoid disparities between those
who are learning in environments where they can acquire them and who understand
how to do that, who are having these skills to self-develop—and then the others,
those who do not? How can we envision an inclusive future in that regard?

“You could say: in the past, democracy was about the right to be equal—today,
democracy is about the right to be different.”

Schleicher: You point to one of the biggest challenges ahead of us—the chal-
lenge of opportunity. But I think that’s not just in learning—it’s a huge shift in
our societies. You could say: in the past, democracy was about the right to be
equal—today, democracy is about the right to be different. And I think the same
is true for learning. Our learning systems have to understand people’s identities
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and individual capabilities and then find the right methods of learning. To me,
that’s where the biggest potential of technology is: technology is becoming very
good at understanding how people learn differently—it can figure out what makes
you interested, where you’re bored, where you’re good at or where you’re strug-
gling. This way, we can give people tailored learning opportunities and combine
these with educators—educators who have that human capacity to understand
who you are and who you want to become and will invest in you. The biggest
misconception is that you provide everybody with the same learning opportunities
and then will get equitable outcomes. It works when it is about the transmission
of very basic facts and figures—it just doesn’t work when it is about advanced
skills. Elite institutions have understood that—if you go to elite private institu-
tions today, they are exactly focusing on those capabilities, on those human skills.

When you do your first job interview, that’s when you find out: they’re not
just looking at your grades, your knowledge, they are looking at how you interact
with people, how you manage yourself. And I think that education systems have
to become much more nuanced and responsive to the individual capabilities of
people—which also means to accept that people have different talents and that
success is really multidimensional. We need to give up this notion that everybody
arrives at the same skill set.

“The biggest misconception is that you provide everybody with the same learning
opportunities and then will get equitable outcomes.”

Eigbrecht: One related question comes to mind: Future Skills development
is demanding and more complex—more than learning facts. Looking at our
research results we can see that while students today have a greater awareness of
the importance of Future Skills, they also feel a rising pressure. It is not enough
anymore to learn facts but also about personal development. They feel: I want to
succeed in life, it’s my own responsibility, not just in class but all the time. The
rise of self-organization which we describe in our research is opening new ave-
nues but is also putting stress on students. This often is described by students as
pressure that also evokes mental health crises, et cetera. What’s your perception
on how to encourage students to Future Skills learning in a positive way which is
not a way to put more pressure on individuals?

Schleicher: I think the pressure felt is actually real. In a fast-changing world, our
mental capacity to adapt is stretched. As humans, we are designed to keep the
world in balance—we struggle when living in an unbalanced world. I think that
is what puts enormous strain on young people, but the answer to this cannot be
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to make the world easier to make it easier for people to adapt. That would be
utopian. The answer only can be to help students become more resilient, more
actively capable to address these kinds of anxieties, to build stronger agency, a
self-concept that is adaptive to future realities. A friend of mine who also works
in education, Amanda Ripley, told me her own story. She was studying in a uni-
versity in Canada, in a very demanding kind of program, and really struggling.
One day she said: I'm going to give up, this is just too much for me, I cannot
cope with this. She had a Chinese roommate who got up in the morning every
day, worked, got to sleep early, seemed calm and managed everything, got good
grades. She asked that roommate: I don’t know what I can do. I'm going to give
up, I will not succeed. And the roommate told her: I can really see how you strug-
gle, you must be under enormous pressure—and this is the first time you experi-
ence this. You know, I experienced this from first grade.

I think we often create a very artificial reality for people in education—a real-
ity where we say we know what you need to learn, and this is what we’re going
to test in the exam—a reality that is predictable. And then suddenly people find
themselves in a different world when they get to university, or even after. I think
this cognitive, social and emotional resilience is something we need to make a
much bigger effort for—because we live in this time of accelerations, and there’s
no end of this in sight. Our human capacity to thrive in this imbalanced, volatile
world is going to be hugely important, and that is something that, from the earli-
est days in our lives, we need to pay more attention to.

Ehlers: Thank you for this story! Another thing I wanted to ask you is: when the
OECD published their Future of Education and Skills 2030 concept, what was the
reaction? Because this is also all about Future Skills. What was the reaction of
your member states, of institutions and policy-makers?

Schleicher: This was one of the most interesting experiences for me. When I
proposed that project to our member countries six years ago, their reaction was
extremely negative. Curriculum is the holy grail—this is something that we do in
our member states, we don’t want anyone to deal with that from the outside. Then
we started with the work. We brought together students, educators, people from
philanthropy, civil society, public policy to work on the OECD Learning Com-
pass 2030—and you could suddenly see that governments became more and more
interested in it. It became a rapidly growing community—I don’t think we have
done anything that had a greater impact. In terms of change, I would actually say
that this has been more impactful than our work on PISA.
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To give you an example: last year we assessed social and emotional skills of
people and the Koreans saw that there were 15-year-olds who were less crea-
tive than 10-year-olds. Think about it for a moment—if I would tell you your
students do worse in mathematics at age 15 than at age 10, you would think that
there was something terribly wrong going on in our school system. I actually
met the Korean deputy prime minister to talk about this. She told me: for days,
I couldn’t think of anything else. And then they started to look at this learning
compass and to think about it: how can we actually frame our education nar-
rative? We are so extremely successful academically, but we miss out on some
of those other elements. What can we learn from that—can we work with it? It
really created a movement in the country, and you can see how society is taking
up that message. Educators are looking at that learning compass as something
that can help them—so I think it’s that kind of tools we are lacking. In education,
we have piles and piles of curricula that spell out the mechanics of learning and
content—but we never ask ourselves about purpose. What are the Future Skills
we want to teach? We teach people how to calculate an exponential function—
but we don’t teach them the idea, the nature of that exponential function. And
that is what you need to understand when you want to work on climate change
or on a pandemic. I wish we had more processes in our societies where educators
across borders, across subject area fields work together to ask themselves that
question of purpose.

Ehlers: I think it is important to understand that Future Skills demand a differ-
ent type of learning which is different from teaching and testing unconnected
knowledge chunks but that we rather need a well-connected curriculum which
is designing education around purpose and mission. Tools like the Future Skills
approach (nextskills.org) or the OECD Learning Compass' help to create a narra-
tive around purpose, around the future capabilities which we would like to stimu-
late and support in students’ learning. These tools are in a way functioning and
serving as a counterpart to the curricular approach in order to unleash individual
development—and they are carrying the Future Skills idea that there is much
more to learn than the knowledge in the curriculum.

"https://www.oecd.org/education/2030-project/teaching-and-learning/learning/learning-
compass-2030/
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Schleicher: What we often do in the field of education when we talk about Future
Skills is that we hide in the comfortable world of the things that we can easily
define. If you look at our education systems, the big questions in our life do not
appear: love, death, why we are here on this earth. Those are the questions that
move us all, but we do not articulate them in education—because they are the
ones which go beyond the easily definable. I think that question of purpose will
be increasingly important in education—to help people find meaning in life.

Eigbrecht: Talking of purpose: I would like to ask you about your vision of edu-
cation and higher education in the next ten, twenty years. How would you wish
for it to be? What’s your ideal future education like?

Schleicher: Probably think less about education, think more about learning, think
more about personal development. We will see higher education at any stage and
in any part of our lives in some ways, less visible as institutions and places, more
visible as an activity, more something that accompanies me rather than where I go
to. And I think that working and learning will become very closely intertwined—
as something that gives people inspiration and helps people find new meanings,
new fields, new interests in their lives. Once again, we no longer learn for a job,
but the job becomes our capacity, our willingness to learn—and learning environ-
ments should become responsive to these different needs of people.
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5.1 Introduction

Since the end of the nineteenth century, there have been recurrent calls to recon-
sider the predominant model of higher education provision given its inadequa-
cies to changing social and economic demands and expectations. Particularly
during the pandemic, newspaper pieces, television broadcasts, and a great deal of
social media chatter have been showing a growing agreement on the importance
of changing the paradigm that is still globally predominant—and most likely will
continue to be so when the appearance of radical transformation caused by the
epidemic begins to fade. The idea that, if we had not inherited higher education
as it is, our current views about education would drive us to construct a vastly
different system is already a certainty (Drucker, 1998). Against this context, edu-
cational innovation in higher education develops as an investigation geared spe-
cifically at redesigning provision and delivery modes.

Many discussions about teaching and higher education assume that the reality
of today’s classrooms is populated with highly innovative methods. However, it
is difficult to find empirical evidence about how teaching is happening in univer-
sity classrooms. Two examples show that the most widely used teaching method,
lecturing, is hardly in line with the rhetoric of innovation that often populates
the discourses about higher education. The first example comes from an exami-
nation of the main teaching strategies used in business administration programs
in more than 200 European universities. In that domain, where the development
of practical skills and competencies in management is so important, it is difficult
to understand why the most widely used method is still lecturing, as opposed to
problem-solving or the work on case studies (Leon, 2016)—while good lecturing
can be inspiring and convincing, it is not appropriate for the development of skills
that promote agency and self-regulation whereas a hands-on approach could be
far more suitable. A second example comes from the analysis of the evolution of
teaching strategies in economics programs in US colleges and universities over the
last two decades (Asarta et al., 2021). Again, the expectations are disappointed by
facts: the most widely used teaching strategy is lecturing. Furthermore, the exami-
nation of the evolution of teaching strategies over the past two decades shows that
lecturing has remained the top method increasingly supported by computer-based
presentations. The latter has increased at a pace that doubles the rate of increase of
strategies that could be easily linked to more interactive or student-centered strate-
gies such as cooperative learning or discussions among students.

Research insistently reminds us that, from the beginning of the nineteenth cen-
tury, educational innovations have been constant, almost overwhelming at times, yet
despite this, formal higher education continues to resemble itself globally because
the underlying model is universal (Meyer et al., 1992, 1997). Some analysts have
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gone as far as to claim that, despite all, higher education has changed progressively
in its internal structure, the configuration of procedures, and use of technology.
Still, it does not appear that the universal model of higher education has undergone
a major shift (Elmore, 2004). In a way, the paradox is that the more things have
changed on the surface of higher education institutions, the stronger the classic uni-
versal model has become (Sarason, 1996).

5.2  Conceptualizing Future Skills

Intuitively, the concept of Future Skills refers to the skills that would best equip
learners to address the life and work challenges that are likely to be faced by
them in the near future, based on our current assumptions. Implicitly, the con-
cept of Future Skills is an assertion of the mismatch between labor markets, pro-
jected or actual, and the current educational provision. Therefore, it fully adheres
to the assumption that the global economy is undergoing fast transformation due
to technical, demographic, environmental, and geopolitical factors (Ehlers, 2020).
This transformation will unavoidably alter the character of labor, bringing new
possibilities and risks. It is already doing so as the mismatch can already be seen
in the unaddressed expectations of companies, particularly those operating in the
digital economy or in areas where technology requires new profiles and skill sets.
The conversation about Future Skills has been particularly salient in postsecond-
ary education, notably in technical and vocational training and higher education,
given that their outputs are critical in a knowledge economy (Bowles et al., 2019;
Ehlers, 2022). The link between labor market needs and Future Skills can easily be
seen in a growing importance that this conversation has gained in international for
a promoted by economic organizations such as the World Economic Forum (WEF)
or the OECD (OECD, 2018). They have contributed enormously to raising aware-
ness that technology and digitalization will strongly impact future employment. To
deal with this, some governments have generated strategies, programs, and dedicated
units to deal with Future Skills, such as in Canada, England, Japan, and South Korea.
In addition to the technical knowledge and experience required for jobs in the digital
economy, companies also seek professionals with certain transversal skills, such as
creativity, critical thinking, leadership, and emotional intelligence. Those skills ben-
efit companies from perspectives that are also essential for their businesses.
However, the numerous frameworks discussing Future Skills utilize hundreds
of phrases to refer to such skills and competences, impeding the debate about
education’s future (Kotsiou et al., 2022). One of the most widely quoted comes
from the WEF. The WEF estimates that by 2025 some 85 million jobs may dis-
appear due to automation resulting from technological advances, so its experts
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believe that the best skills for workers in 2025 will be intrinsically human and
impossible to replicate in a machine (World Economic Forum, 2022). Thus, criti-
cal thinking and problem-solving top the list of skills employers believe will be
crucial for professionals in 2025. Other skills on this list include active learning;
creativity, originality, and initiative; analytical thinking; leadership and social
influence; technology use and control; technology design and programming;
resilience, stress tolerance, and flexibility; and reasoning and the ability to shape
ideas and concepts. This list openly supports that the mismatch that fuels the dis-
cussion about of Future Skills goes beyond economic and labor considerations,
as social transformations also require new personal and social skills. However, it
remains to be seen whether these skills are sufficiently well developed in the cur-
rent educational provision. Investment in three foundational social institutions—
education, healthcare, and care—would re-start the engine of social mobility
across economies, fill unmet demand for healthcare and childcare, increase the
quality of education systems and ultimately drive growth (World Economic
Forum, 2022).

The concept has also been criticized because the common lists of Future Skills
often include some that have to do with personal abilities that, although trainable,
are not acquired in a few months. Sometimes not even in years, such as critical
thinking, creativity, leadership, the ability to shape ideas and concepts, or tech-
nology development and design. In fact, for many of them, in addition to a long
learning process, it is also necessary to have a certain innate facility to develop
them, as in the cases of leadership or creativity. Then, the question is how far
the current learning arrangements provide conducive environments not only for
flourishing these skills but, even more so, to avoid their cancellation or suppres-
sion after years of traditional educational provision that may kill creativity, for
instance (Robinson, 2010). For decades, traditional education promoted a differ-
ent set of skills, possibly more in line with the needs of industrial societies and
economies, thus far from today’s needs.

In sum, the concept of Future Skills openly supports the claim that today’s
educational provision does not address the skill development needs of current and
future workers and citizens well, either because they are not aligned with labor
market demands or social requirements. In this conversation, the future, although
elusive and nebulous, serves as a significant orientation for predicting future posi-
tive changes, progress, and accomplishments, and thus drive educational reform
and innovation (Hall et al., 2022).
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5.3 Conceptualizing Educational Innovation

It is challenging to get a consensus on the concept of educational innovation. In
general, innovation is defined as the act of creating and disseminating new tools,
practices, organizational systems, or technologies (Foray & Raffo, 2012); there-
fore, innovation can be equated with the concept of development and contrasted
with that of research along a continuum linking research and development. How-
ever, innovation differs from development in that the latter focuses on the genera-
tion of practice-oriented knowledge. In contrast, innovation results from applying
this knowledge to a new product, service, method, or technology (Godin et al.,
2021). In this context, the success of innovation would be measured by market
adoption; in other words, total success would translate into universal generaliza-
tion, which would paradoxically lead to the loss of the innovative character that
this new product, service, technique, or technology would have had at its incep-
tion.

In complex organizations such as higher education institutions, several factors
might lead to the acceptance of innovation or its avoidance. From an economic
perspective, for an innovation to become ubiquitous, the cost-benefit equation
must have a positive balance, i.e., the overall expenses and efforts necessary to
embrace the innovation must be compensated by a bigger benefit (Rinkinen &
Harmaakorpi, 2018). It is a matter of innovating to increase the company’s overall
efficiency or steer the firm toward new goods or services. The higher education
industry is reluctant to accept the abovementioned approach for several reasons.
On the one hand, there is a denial of any notion of education that includes meas-
uring effort and outcomes. For instance, in certain higher education systems,
instructors’ work appears to be significantly impacted by reductive quantifica-
tion techniques to make their work more accountable (Hardy, 2021). On the other
hand, the higher education sector lacks the formalized elements of standardiza-
tion that exist in other sectors, such as the health sector: much of the knowledge
upon which instructors base their professional practice belongs to the domain of
the tacit, and socially constructed practice, and is not subject to the same levels
of protocolization that are evident, for instance, in an industrial production pro-
cess or the prescription of medical treatments (Hardy, 2020; Murnane & Nelson,
1984). In the higher education sector, more so than in others, innovation is fre-
quently equated with a change in any of the elements that comprise the essence
of the traditional education model. Its success is not measured in terms of wide-
spread adoption based on its greater effectiveness in promoting better learning or
learning of a different nature, but rather in terms of the satisfaction of the actors
who have made it possible—in particular, its promotors.
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Throughout this chapter, however, educational innovation is defined as a
dynamic change that adds value to the processes occurring in a higher education
institution (both pedagogical and organizational) and that results in improved stu-
dent learning outcomes or educational stakeholder satisfaction, or both (OECD,
2009). Furthermore, this definition includes the operational stipulation that only
changes in procedures that result in demonstrable gains, particularly in learning,
qualify as educational innovations. In so doing, the definition acknowledges the
possibility of changes without demonstrable effects or even bad impacts, i.e.,
changes that do not result in genuine innovations.

5.4 Thelmperative for Educational Innovation

The term “university” evokes a remarkably similar image throughout the world,
which has its roots in economic rationality that, particularly with the expansion
of demand around fifty years ago, seeks to solve the equation of how to provide
the benefits of higher education to the greatest number of students at the lowest
possible cost, with also clear political implications. However, as stated by Martin
Trow over fifty years ago, the university as we know it looks to be only a com-
mon-sense answer to the dilemma of providing higher education to the masses
(Berger & Luckmann, 1966). Accordingly, the conventional model of higher edu-
cation provision prioritizes organizational formulae and teaching procedures that
optimize the transmission of content or instruction.

The massive financial effort necessary for the massification of higher educa-
tion might be quickly recouped by the benefits of having a workforce prepared
to function as competent management in a manufacturing and industrial envi-
ronment and, subsequently, in a services world (Tye, 2000). Indeed, the logic of
higher education massification is based on the principles that all students should
learn the same thing, at the same pace and in the same sequence, and that dif-
ferences in results are due to the different innate abilities of students and their
varying levels of effort; consequently, the best performers are selected to continue
studying and will eventually be rewarded with higher-paying jobs, as befits a mer-
itocratic regime. The latter summarizes the reasoning for the traditional paradigm
of higher education, which is still in use today.

There is no shortage of literature regarding teaching and higher education,
for instance, opposing the traditional learner to the 21st-century learner, say-
ing we are becoming far more active and oriented towards problem-solving
(Crisol-Moya et al., 2020; Wilson, 2018). However, innovation is more than
a pedagogical imperative. Four drivers have been pushing the quest for more
innovative teaching strategies in higher education even before the pandemic.
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The first driver is the concept of skills development as a result of a growing
trend toward ensuring that higher education programs respond to the needs of the
labor market. While there have been many discussions about the exaggerated role
that the skills seem to be playing now in the development of teaching strategies
and the design of higher education programs, employers expect graduate profiles
that not only master the corresponding subject but have well-developed skills in
areas such as problem-solving, teamwork, communication or critical thinking
(Succi & Canovi, 2020). The issue here is that the traditional approach to higher
education is still discipline-led and study programs seem not to consider the need
to foster the development of such transversal skills enough. This confidence on
skills development assumes that the development of the new economy requires,
more than graduates with content knowledge, competent, highly skilled knowl-
edge workers. They will know how to apply content to problem-solving, work in
teams in multilingual and multicultural contexts, have a critical sense, know how
to communicate, and, above all, are creative to generate, through their work, new
knowledge and spur innovations (Barrichello et al., 2020; Heckman & Kautz,
2014). In conclusion, a societal consensus has developed around the notion that
it is not enough for higher education to teach content; it must also support the
development of transversal and transferable abilities. As a result of the inade-
quacy of the old education model, it is vital to investigate, via innovation, alterna-
tive models that are more adapted to these modern needs, which all indications
suggest will increase in the future (Biasi et al., 2021).

The second driver is essentially the demographic and social dimensions of the
economic changes, which translate into the need to learn to coexist in increas-
ingly socially, culturally, and linguistically varied and complicated circumstances.
In this new environment, classrooms in higher education must explore modes of
social interaction and shared learning in which diversity is recognized and appre-
ciated (Schroder & Kriiger, 2019) and where Future Skills are promoted. Again,
this necessitates that both the organization of the provision of higher education
and the processes underlying it provide environments where these learning-
focused activities may occur, which is difficult within traditional pedagogical
institutions. Moreover, the phenomenon of the diversification of student academic
profiles that comes with the massification of higher education can be seen as a
corollary. While new populations have been attracted to higher education with
different age profiles, the point is that with the massification of higher education,
the range of academic profiles among students has been widening. A higher edu-
cation system that caters only to 10 or 15% of a student cohort can assume that
only the cream, that is, the most academically oriented students will be on board.
Although many will contest this assumption, the truth is that when higher educa-
tion systems cater to the majority of a student cohort, as happens to be the case



100 F.Pedro

in OECD countries where the net access rates to higher education are already
around 70%, inevitably, academic profiles among students will diversify, and with
this the needs will also expand in terms of pedagogical strategies if university
programs are designed to promote success and not simply to select the most aca-
demically endured students. There is some evidence showing that the more stu-
dents are accepted into higher education, the more diverse their profiles become,
and inevitably, as a result also of social changes, the less academically engaged
they are, arguably because the provision of higher education is less meaningful
for them, not because of their own limitations. An indication of these changes
comes from a recent study that compared the average weekly study hours of US
college students in 1960 and in 2010 (Babcock & Marks, 2011). In short, over
two generations, the percentage of weekly study hours has been cut by half; in
other words, today’s students span half the number of weekly hours their grand-
parents devoted to studying.

The third reason is the recognition of the mismatch between the techniques
of communication and work within higher education classrooms and in the real
world outside of these institutions. While the trend toward increased use of tech-
nology in the classroom, and beyond it, was already apparent well before the pan-
demic started, there has been a change in attitudes towards digitalization on the
site of both teachers and students as a result of the massive experiment that the
pandemic has represented when it comes to technology use for teaching and learn-
ing. Both teachers and students seem to be far more optimistic about the possibili-
ties of virtual learning as well as hybridization or the potential of digital materials
than they were before the pandemic, with the only exception of online proctoring,
which is well accepted by students and not so much by teachers according to the
latest data available (Johnson et al., 2021). The external demand on universities
and instructors to incorporate technology and, incidentally, to adapt their teaching
methods, was noticeable well before the pandemic. During the pandemic, technol-
ogy-supported teaching, under the form of emergency remote education, was the
only strategy to ensure pedagogical continuity during closures. Rather than inno-
vating teaching, technology was used to reproduce traditional forms of lecturing
under a remote modality. It remains to be seen how much of the cumulated expe-
rience on technology-supported higher education by teachers and students alike
translates into durable and sustained changes in pedagogy or in the whole student
experience. Empirical research has demonstrated that the costs of technology inte-
gration are not justified until considerable changes are made to the organization
and processes of teaching and learning due to technological advancements (Comi
et al., 2016). Thus, technology represents an innovation potential, but its presence
alone does not necessarily ensure innovation.
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The fourth driver is the need to improve the productivity of higher education.
Although many voices would not accept the use of the term, the fact is that many
higher education systems worldwide have been suffering from low graduation rates.
In some European countries such as Spain or Italy, only 6 out of 10 new entrants in
higher education will graduate at some point. In countries such as the Republic of
Korea or the United States, where the majority of high school graduates get access
to higher education, graduation rates are even lower, down to four out of every ten
new entrants. While the causes of dropping out can be very diverse, ditching strate-
gies and lack of significance of what students are meant to learn in higher educa-
tion can be very powerful drivers for abandonment. This driver can be related to the
international pressure that stems from the needs of increasingly globalized econo-
mies that rely heavily on science and technology as drivers of innovation and com-
petitiveness, to focus the attention on the capacity of their higher education systems
to produce the skills that must feed these economies and generate the virtuous circle
of R&D on which knowledge economies are founded.

In conclusion, these four external factors (the demand for high-level skills,
social and demographic changes, technological changes, and international com-
petition) explain in large part why there is a growing social consensus globally
on the need to promote innovation, which translates into an imperative (Marklund
et al., 2009), also in higher education work (Bates, 2012). To these external ele-
ments must be added the internal dynamics of higher education institutions,
which explains why this social consensus applauds and encourages teachers’
innovative initiatives.

5.5 Emerging Trends

While many essays provide hints about new pedagogies (Carbonell, 2015), that
make a personal synthesis of innovation experiences (Bona, 2016), or that criti-
cize the lack of disruptive innovations in education (Christensen et al., 2008),
there is no inventory or international observatory of educational innovation in
higher education that provides a clear picture of what the emerging global trends
are. Governments and higher education institutions alike frequently struggle
to find innovations inside their systems, evaluate their impacts (even for inven-
tions they have funded), and contribute to their spread when there is evidence of
their value. There are, however, signs (e.g., Delphi-based research) that educa-
tion innovations in higher education can be organized along three important axes:
innovations in instructional content and design, process innovations, and technol-
ogy-supported innovations, all of them having important organizational implica-
tions. The three axes are analyzed below.
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5.5.1 Innovations in Instructional Content and Design

The first axis is curricular. It should be the most important because it defines the
expectations for the entire higher education experience. However, since the con-
trol of degrees continues to be centralized in many countries, particularly by qual-
ity assurance agencies, universities have fewer opportunities to innovate in this
area. In nations where the curriculum is open and allows for substantial variabil-
ity across higher education programs and institutions, such as in North America,
or when it is specified in terms of standards to be attained after each cycle, such
as in Southern Europe, curricular innovations are more likely to occur. However,
governments and quality assurance organizations approach these developments
with extreme caution.

In general, curricula determined by teaching loads of different disciplines or
courses are being replaced by flexible formulae that emphasize transversal axes
and the development of Future Skills. According to Pietarinen et al. (2017), the
belief underlying these curricular changes is that eliminating topics is a require-
ment for learning centered on developing competencies. For many years, the
concept of competencies was contrasted with that of content to emphasize that
teaching could not solely focus on information transmission and its corollary,
memorization; consequently, the need to develop innovative teaching meth-
ods centered on how to help students forge their competencies was emphasized.
Due to the misunderstanding caused by a grasp of constructivist ideas, content
was eventually vilified (Nordin & Sundberg, 2016). Nevertheless, the successful
development of useful skills and competencies also needs the transfer of content,
which is ultimately the substance on which competencies work.

Innovations in the curriculum that aim to foster the development of compe-
tencies extend beyond the standard university fields. For example, although we
speak of mathematical, linguistic, and scientific competencies, there is a grow-
ing emphasis on so-called transversal competencies, such as the so-called 4 Cs
in the Anglo-Saxon world (communication, critical thinking, collaboration, and
creativity) (Partnership for 21st Century Skills, 2016) or 21st century compe-
tencies, or Future Skills. Their instruction has been highly suggested globally,
especially in Europe, as was the case with the European 2020 Strategy’s pri-
orities. Even though everyone seems to understand what they are intuitively,
there is still no universal definition. However, even more than the emphasis on
competencies linked to different disciplines, these others increase the difficulty
of teaching and put the validity of curricular disciplinary models in jeopardy
(Neubert et al., 2015).
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This trend translates into a shift from designing study programs based on
the content to be taught to a reference to the objectives that the students should
achieve in terms of skills and competencies at the end of the courses. The per-
centage of European universities using an objective-centered approach in study
programs has increased dramatically in just five years, which is already the pre-
ferred approach to program design in that region (Sursock, 2015). Setting objec-
tives quite often equates with a competency-based approach to program design
where the most important element is making explicit what the students should be
able to do, often regarding a clearly defined assessment framework using rubrics.
In other words, with this competency-based approach also comes a different
understanding of how the student learning assessment should work. The critique
of this approach comes more from an ideological perspective that is convinced
that the role of higher education should not be linked to the development of skills
and competencies but rather focus on the generation of critical minds in line with
the classical liberal programs. Whether all competencies used to define study pro-
grams should be related to labor market needs or can go beyond that is a matter of
open discussion worldwide.

The emphasis on skills development has given rise to two new phenomena: the
corporate university and micro-credentials. Both are distinctive forms to respond
to the requirement of high-level skills development in a more efficient way than
traditional universities have been doing in the past. The corporate university can
be defined as a model of higher education provision designed by corporations
to suit their own needs and, by extension, to the needs of other corporations and
firms. It is also a form of engagement of the private sector in higher education
that in deregulated contexts can easily evolve as a more cost-efficient model than
traditional public universities (Aronowitz & Giroux, 2000). Micro-credentials
emerged along similar lines as an attempt to provide cost-effective credentials in
response to labor market needs, particularly in technology-related fields, follow-
ing intensive, short-duration training (Hunt et al., 2020). Micro-credentials are
becoming increasingly popular also in traditional universities and are no longer
the patrimony of corporate universities.

5.5.2 Process Innovations

The second axis of innovation is the diversity and richness of teaching and learn-
ing activities. This axis highlights two main innovation directions: Project-Based
Learning (PBL) (English & Kitsantas, 2013) and the personalization of learn-
ing. Both PBL and personalization hold a lot of potential for the development of
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Future Skills—the former because it creates an appropriate real-like context and
the latter because it is the only way by which the learner can receive formative
assessment individually.

Internationally, PBL, also known as problem-based learning (English & Kit-
santas, 2013), appears to be developing as the new methodological paradigm in
higher education. However, the emphasis on developing skills and competen-
cies necessitates a pedagogical framework in which student engagement is both
the vehicle and the desired end; after all, competencies are created via action, or
“learning by doing” as Dewey defined it in 1916. It is no surprise that the bet
for objective-setting and competency development-oriented study programs trans-
lates into innovative teaching strategies that would certainly be much more useful
in that respect than lecturing. If one of these new strategies seems to be gain-
ing ground, that is for sure Problem-Based Learning, or Project-Based Learning,
depending on the context (Gallagher & Savage, 2020). Inevitably for the devel-
opment of practical skills and competencies such as problem-solving or critical
thinking, there is no better way than confronting students with real problems or
projects that, on the other hand, can also promote the interdisciplinary approaches
that are also so valuable in the eyes of today’s companies in knowledge econ-
omies. A survey in the United States showed some years ago that the percent-
age of undergraduate programs requiring project-based learning is nowadays the
majority; in approximately 1/4 of these programs all the students are required to
embark on PBL (Hart Associates, 2016).

PBL may take a variety of forms, but its most important characteristics are
quite straightforward (Barron & Darling-Hammond, 2008):

e Students learn through confronting real-world obstacles or problems that they
must answer through a project;

e they have increased autonomy to manage and direct their learning activities;

e teachers assist them throughout the process, supporting investigation and
reflection; and eventually,

e typically, students produce projects in groups or at least in pairs.

Thus, PBL provides a chance for cooperative learning and, consequently, the
development of collaboration skills in a social setting that values difference and
solidarity via different groups.

The second trend of process innovations is distinct but not necessarily con-
tradictory: learning personalization or customization. The supporting belief is
that improving the results of a class group requires, paradoxically, paying more
attention to those students who, throughout the learning process, encounter more



5 Future Skills—Back into the Future? Emerging Trends ... 105

obstacles, either because of their starting conditions or simply because, at some
point, they may need a specific reinforcement that only individualized attention,
through tutoring, or in a small group, can resolve in time (Maguire et al., 2013).

Personalization has had several iterations (Prain et al., 2013). The more recent
wave, heavily enhanced during the pandemic, was enabled by the increasing use
of technology-supported platforms. The use of platforms has made it possible not
only for each student to progress at her own pace and with resources that adapt to
her interests or needs but also for teachers to monitor each student’s learning path
individually. But, again, it must be emphasized that innovation along these lines
is only conceivable if the contractual arrangements associated to the teaching load
foresee freeing up the required time and resources.

5.5.3 Innovations in Technology

The third axis is technological, which is the axis most linked with education
innovation in recent years, to the point that innovation and technology are some-
times mistaken for synonyms when they are not. As a result of technologically
supported educational innovation, many experiments have been conducted to
exploit the potential of digital devices, services, and applications, either to opti-
mize known processes or to enable entirely new ones in teaching and educa-
tional administration and management. The growth of this association between
technology and innovation is largely attributable to the contribution of the tech-
nology providers. All companies in the sector, from hardware makers to ser-
vices and content providers, ensure that appropriate technologies are available in
classrooms. They do so not simply to market their products but also to promote
their image of what a university in the twenty-first century should be. In other
instances, with some sort of messianism, they have assumed a prescriptive role
without considering the actual demands and instructional priorities recognized
in higher education classrooms, causing rejection (Williamson, 2017). They cor-
rectly assert that universities cannot stay ignorant of technological progress. But
not everyone would agree that no one is in a better position than the industry to
prescribe how higher education should utilize technology to achieve its goals.
Technology is nothing more than a window of opportunity. Unfortunately,
innovative technology uses in the classroom do not always lead to developing
innovative methodologies, as they can also facilitate consolidating the traditional
pedagogical model. Consequently, it is not surprising that it can be challenging to
separate the wheat from the chaff (Falck et al., 2015). On the other hand, certain
innovations in content (such as the emphasis on transversal competencies) and,
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especially, in processes (both in PBL and in the personalization of learning) can
benefit from the support provided by technology.

Nevertheless, combining all the experimental avenues that technology-sup-
ported educational innovation is pursuing is extremely challenging. In this regard,
Cuban’s distinction between first- and second-order pedagogical changes estab-
lished decades ago is extremely helpful, as it clarifies the true added value of
technology in education (Cuban, 1988).

A first-order change happens when the inclusion of new technology ena-
bles improving and enhancing processes without substantially altering them.
An example of first-order change is the replacement of traditional blackboards
in classrooms with digital whiteboards, whose practical advantages and result-
ant increased efficiency are obvious. However, using digital whiteboards does
not always result in a revolution in teaching but the technologization of well-
established content-transmission processes. The same could be said about the
increasing use of e-learning platforms such as Zoom or Teams or digital teaching
resources: even open educational resources are not, in and of themselves, an edu-
cational innovation because their use does not necessarily imply a pedagogical
change, regardless of the technical benefits, cost savings, or values that their use
or sharing entails (Wiley et al., 2014a, b).

A second-order change happens when methods are significantly transformed,
allowing for executing different tasks with distinct rewards. The clearest example
is the so-called “flipped classroom,” in which students access information out-
side of class hours, freeing up classroom time for activities other than content
transmission or entirely virtual school instruction (Lo & Hew, 2017). The flipped
classroom concept, which was first created for teaching science, is fast expand-
ing throughout the globe and has quickly extended from secondary to higher
education.

The distinction between first and second-order relates to the magnitude of the
changes: although first-order adjustments cannot significantly alter processes,
second-order changes can fundamentally do so. First-order technological changes
are not innovations, but second-order technological changes are. Indeed, peda-
gogical techniques appear to have produced much better outcomes, particularly
when attempting to shift from a content-centered teaching model to one that
emphasizes developing skills and competencies, provided the pedagogical design
includes second-order adjustments. However, the necessary pedagogical transfor-
mation can only be implemented if the full potential of technology is harnessed.
A growing body of empirical research identifies the conditions in which educa-
tional strategies supported by technology can yield much better outcomes than
those that do not substantially use technology (Arias Ortiz & Cristia, 2014).
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Including technology is only an opportunity for instructional innovation that
may or may not be utilized. And secondly, improvements facilitated by technol-
ogy only qualify as educational innovations when technology is employed for at
least one of the following purposes (Pedrd, 2016):

student’s active engagement;

cooperative education;

quick feedback to student activity; or

forging relationships with the world beyond the classroom.

Eal o

Following the pandemic hybridization, that is the use of technology-based solu-
tions to enhance the learning experience of students in the classroom or beyond
lectures, has emerged as a promising avenue. The reference to hybridization
comes from the fact that this approach would maximize the opportunities of face-
to-face learning with the possibilities offered by synchronous and asynchronous
teaching, particularly through dedicated e-learning platforms. Again, there is evi-
dence that this trend existed well before the pandemic, and in the post-pandemic
higher education landscape, student preferred teaching methods are now point-
ing to their expectation of increased use of more digital resources and materials,
even in face-to-face instruction. Moreover, many students seem to be willing to
follow some of their courses online even if they are in a residential campus. It
all comes down to flexibility, a motto that business schools, in particular, have
already adopted during the pandemic and plan to elaborate on increased flexible
approaches to ensure that connectivity’s benefits translate into adaptability in
different student contexts (Avent & Richardson, 2022). A good example of the
possibilities of hybridization is the flipped classroom, whose success depends on
several factors, including student engagement (O’Flaherty & Phillips, 2015; Sosa
Diaz et al., 2021).

The pandemic made distance higher education compulsory for all students.
Institutions and faculty consistently developed their capacities to transition from
emergency responses, most of the time generated without any prior experience
of distance education, to more mature approaches to distance higher education
that involved more sophisticated use of e-learning platforms and applications
and more refined instructional designs. It is not easy to see at this point whether
distance education for undergraduate students is going to be on the rise in the
coming years. However, there is certitude about the fact that when it comes to
post-graduate education, particularly in the case of professionals, distance educa-
tion will become the preferred approach by students because of the flexibility and
increased quality of the student experience (Miller et al., 2021). Massive Open



108 F.Pedro

Online Courses or MOOCs generated a true hype and are entering now in a more
mature status where well-established universities are the real players. If coupled
with micro-credentials, MOOCs can become a new channel for the delivery of
higher education particularly to graduated professionals seeking for quick and
reliable ways of upscaling their skills (Goglio, 2019). With or without MOOC:s,
there are already several countries where students in distance undergraduate pro-
grams will soon become the majority, such as Brazil (Red Indices, 2021). Inter-
estingly, in the United States, where the demand for distance higher education
programs was declining well before the pandemic, it seems now to be on the rise
according to the latest data (Cheslock & Jaquette, 2022).

Some of the pioneers in learning sciences research are also pioneers in inves-
tigating how technology might help transform instructional designs. These rela-
tionships are not coincidental. As scientists have come to a better understanding
of the fundamental characteristics of learning, they have realized that the struc-
ture and resources of traditional classrooms often provide little support for
effective learning. In contrast, when used to promote second-order changes, tech-
nology can enable teaching methods that are much better suited to how students
learn.

Technology will continue to evolve and create new opportunities, some of
which are only now being explored. Considering the potential of virtual reality,
artificial intelligence, or the application of Big Data and learning analytics is suf-
ficient to conclude that these windows of opportunity will expand dramatically in
the future. However, this does not imply that new technology opportunities will
always result in second-order modifications and, consequently, genuine innova-
tions (Selwyn, 2015). UNESCO has frequently emphasized the need for improv-
ing digital teaching abilities as a means to dispel this common misconception
(UNESCO, 2011).

5.6 Organizational Consequences

Innovations in content, processes, and technologies, when they affect an institu-
tion as a whole and not just a course, a program, or a single instructor, necessi-
tate significant organizational changes. Unfortunately, some of the most common
organizational adjustments target the old paradigm based on the premise of one
instructor per course. Thus, for instance, the objective is to make the parameters
for the configuration of class groups more flexible, both in terms of the num-
ber of students and their respective instructor assignments, as well as the dura-
tion of classes, which have been transformed into work sessions, paving the way
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for block-teaching. This can lead to times during the day when a relatively large
group of students, equivalent to two or three traditional class groups, can be left
under the supervision of a single instructor to engage in a low-demand activ-
ity, such as watching a video, in exchange for the opportunity to work in much
smaller groups, each with its instructor.

Herein lies the significance of instructional leadership in higher education.
In this context, leadership should be understood as a particular way of manag-
ing human resources at the department or school level that makes it possible to
generate significant work priorities for educational improvement that the entire
faculty also share; to direct the work of the department or school by these pri-
orities, making the appropriate decisions; and, finally, to review the progress of
the team by these priorities, and to evaluate their performance (Fowler & Walter,
2020). Therefore, there must be leadership in a department or school with a cohe-
sive team, but this leadership should not always be mirrored in a single individual
who would acquire all decision-making authority. International forums insistently
refer to distributed or networked leadership, specifically to indicate that it should
be exercised from different levels, personal and group, and to avoid placing all
expectations and responsibilities on the leader at the center (Vuori, 2019).

At first look, this conceptual shift may appear to be the product of a transitory
trend, such as the preference for the word leadership over coordination. Neverthe-
less, the reference to leadership suggests a paradigm shift: instead of supervising
compliance with regulations external to the department or school and internally
coordinating the actions derived from their mandatory compliance as traditionally
deans and department chairs do, the reference to leadership includes an impor-
tant nuance: the capacity to manage, motivate, and professionally develop human
teams, while facilitating the economic and material conditions necessary for them
to carry out their teaching responsibilities. Thus, there is a shift from a paradigm
centered on the absence of regulations and standards in a context of full auton-
omy and freedom to teach by the individual, tenured professors, to one character-
ized by an emphasis on leading teams to execute a project in which research and
innovation will inevitably play a central role.

Research has demonstrated that pedagogical leadership is essential for the for-
mation of effective teaching teams and their ongoing motivation, as well as for
fostering an institutional learning climate and environment that enables, guides,
and acknowledges innovation efforts to enhance learning. In addition, research
has revealed, not unexpectedly, a correlation between the quality of educational
leadership and the quality of student learning (Leithwood & Jantzi, 2005; Smith,
2008).
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5.7 Risks

At first look, the fact that there is currently a favorable social environment for
educational innovation and multiple projects is encouraging. Nonetheless, the
innovation imperative must confront some hazards. These dangers are associ-
ated with the system’s fairness, the evaluation of the effects of innovations, and
teacher professional burnout.

In terms of equity, there is a paradox in which institutions or programs that
work in highly complex contexts or serve a large number of diverse, vulner-
able, or first-generation higher education students, which should receive more
resources to enable significant innovations, are in a worse position to innovate
unless the system considers them a true priority in this regard, which is not the
case everywhere. It is not just a problem of acquiring additional resources to
innovate but also having the best conditions to find the time to innovate (Raffo,
2014). High rates of faculty turnover in complex contexts and their lower average
levels of experience and qualifications make it challenging to cultivate an envi-
ronment conducive to innovation in institutions serving vulnerable or at-risk stu-
dents. Moreover, it should come as no surprise that the frequency of innovative
programs is lower in these contexts (Wilcox et al., 2017).

Second, the innovation imperative does not appear to have yet made the essen-
tial shift in the educational paradigm consistent with the requirement for systems
to progress toward more social justice. The pedagogical discourse on innova-
tion is not explicitly concerned with equity but focuses on fostering change that
emphasizes achieving greater learning gains. Today, innovation is required most
in equity, but the literature on that is scarce. For example, little effort is made
to correlate innovations with reducing student dropouts or improving student
achievement (Nichols, 2022) compared to the growing body of research that
advocates for using learning analytics and artificial intelligence for that same pur-
pose (Perrotta, 2021). When innovation is restricted to adopting technology-sup-
ported activities, the discussion regarding equitable implications focuses nearly
solely on access and connectivity. In addition, inclusion often clashes with inno-
vation since, to compete for middle-class students, some higher education insti-
tutions promote creative approaches above inclusive ones and sell them as their
“institutional brand” (Baena et al., 2020). In developing contexts, where innova-
tion in the provision of higher education is frequently equated with some forms
of privatization (Lumadi, 2020; Verger et al., 2018), equity discussions rarely
challenge the implications of alternative or innovative instructional strategies
and instead focus on the neoliberal policy principles upon which the correspond-
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ing regulatory arrangements are based. In other words, the innovation rhetoric
is more frequently associated with the need to disrupt the system than with the
necessity of a fairer higher education provision from a social justice perspective.

The gap between innovation and equity discourses in higher education sig-
nificantly influences the lack of desire and capacity for innovative initiatives to
demonstrate their impact on enhancing learning outcomes. Innovators seem to
be persuaded that national and (almost nonexistent) international assessments in
higher education are incapable of quantifying the benefits of new models. This
belief stems from a degree of ignorance regarding these assessments, which are
erroneously charged with the original sin of evaluating only several indicators
of public prestige, often associated with fundraising or research impact, and not
the degree of development of the complex and transversal competencies, such as
teamwork or problem solving, that the innovations seek to promote (Solomon &
Lewin, 2016). Therefore, the argument arises that the innovations’ intended out-
comes cannot be evaluated using existing methods.

Thus, the second paradox is that the innovation imperative is acknowledged,
but any attempt to analyze its consequences is denied so as not to distort the pro-
cess; in other words, it is as if it were a question of continually inventing, but
without regard for its results (Carrier, 2017). Higher education sector seems to
take innovation as if it were just another buzzword but does not appear to have
acquired the significance that innovation has had for decades in both the private
business sector and the provision of public services (Sandamas, 2005). Indeed, in
this larger context, innovation appears to be “the design and implementation of
new procedures, products, services, and methods of delivering (public services)
that result in significant advances in efficiency, effectiveness, or end quality”
(Mulgan & Albury, 2003, p. 23).

Contrarily, educational innovation could be defined as a dynamic change that
adds value to the processes that take place in an educational institution (in both
the pedagogical and organizational fields), and that translates into improvements
in student learning outcomes or the satisfaction of educational stakeholders, or
both (OECD, 2010). This definition includes the operational nuance that only
changes in procedures that result in demonstrable gains, particularly in learn-
ing, qualify as educational innovations. This entails acknowledging the presence
of first-order changes without demonstrable effects or even bad impacts, i.e.,
changes that do not result in genuine innovations. However, the moral commit-
ment that higher education institutions and instructors have to provide a learn-
ing environment that optimizes opportunities and contributes to its enhancement
by relying on current knowledge and creating new evidence is disregarded by
deliberately engaging in blind innovation (Bryk et al., 2015). Therefore, genuine
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educational innovations must utilize empirical research to establish their efficacy
(Coburn et al., 2016). On the other hand, an innovation that cannot demonstrate
the improvements it produces is merely a change whose effects are unknown and,
in the worst case, chaotic or haphazard management of resources that could put
student learning at risk.

Finally, higher education leaders should pay attention to innovation fatigue
among teachers (Hargreaves & Shirley, 2009). This multidimensional phenome-
non stems either from an overwhelming external need for change (e.g., expressed
in continual changes in program prescriptions or internal restrictions) or from the
incapacity of innovation to win the uphill struggle for sustainability. Ultimately,
this exhaustion reflects the mismatch between rising expectations for innovation
and the actual organizational, professional, and resource capacity of higher edu-
cation institutions and faculty (Coburn et al., 2016). The result of external pres-
sure that is not accompanied by mechanisms of recognition and support for the
efforts that instructors make can be a resistant attitude that is determined to main-
tain the fundamentals of the traditional higher education model because, quite
simply, it is more comfortable than the uncertainty of a continuous and not neces-
sarily recognized effort.

5.8 Concluding Remarks: Towards Systemic
Innovation

This examination of emerging trends suggests that, except for technological
developments, innovations in content and methodologies and their organizational
implications cannot be considered new in the strictest sense. It is possible to find
precedents for each of the elements that currently dominate the landscape of inno-
vation in higher education in a substantial portion of the progressive education
initiatives of the 19th and early twentieth centuries: peer learning (Girard, 1835),
the active method (Marion, 1888), project-based learning (Kilpatrick, 1918),
interest centers (Decroly, 1907), and individualized teaching (Dewey, 1916).

Two conclusions can be drawn from the fact that the same innovations have per-
sisted for over a century. On the one hand, the traditional model of higher education
is solid and has served its purpose so well thus far that it is difficult to replace it
(Darling-Hammond, 2010). Nevertheless, on the other hand, innovations continue
along the same lines as they did a century ago, likely because they are the ones that
make the most sense. They persist because we don’t have the collective resources,
financial, political, or cultural, to change them. Think about the model of how edu-
cation is delivered through school: based on a nineteenth century factory model and
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unfit for purpose, often seriously questioned but remaining unchanged. The same
can be said for higher education. However, whereas in the twentieth century, they
did so due to the ideological conviction of their promoters, in the spirit of social
reformism, they make more sense today because they are more in tune with the new
demands of the economic and social context than the traditional higher education
model.

Two different rationalities coincide in the imperative of educational innova-
tion: the first seeks to respond to the needs derived from the new economy and
an increasingly globalized and technology-dependent society; the second seeks to
dignify the student as an actively and socially learning subject, placing her at the
center of the learning process. Although contextual conditions change very rap-
idly, the broad global avenues of educational innovation appear consistent across
the globe and, except for technology-related innovations, have been regarded as
open and explored options for more than a century. If they are now receiving a
more favorable social response and seem to be progressively adapted to previ-
ously unheard-of levels, it is because they meet the requirements of a new emer-
gent social consensus on what and how to study in higher education.

To transform this impetus into a reforming force, we must consider how to
disseminate not only the phenomenology of innovations (describing what they
are like) but also their effects through empirical evaluations (demonstrating their
added value); we must emphasize that innovations promote equity and improve
educational opportunities for the most disadvantaged and vulnerable students in
higher education; and, in short, we must be able to distinguish between the phe-
nomenology of innovations and their effects.

Unfortunately, not every higher education institution is positioned to be inno-
vative, and not every policy climate, both at the national and institutional levels,
is favorable to educational innovation. In addition, research on educational inno-
vations over the past few decades helps to identify the crucial variables that make
an educational environment conducive to sustained innovation and that speak
primarily to the capacity of educational institutions to absorb new ideas (Zahra
& George, 2002). Institutional policies may help in promoting by, for example,
incentivizing the establishment of educational leadership models that stimulate
innovation (Knapp et al., 2014), or enhancing the stability of faculty, hence low-
ering their turnover.

In the health sector, a field with many parallels to education, remarks such as
those just expressed would not be novel (Willingham, 2012): can anybody con-
ceive of an advance in medical procedures or the prescribing of pharmaceuticals
that would not be founded on comprehensive evaluation studies of their effects?
More work is likely required in the higher education sector to bring the world of
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empirical evidence, with all its limitations, closer to classroom teaching practice
so that the imperative of innovation does not seek change for its own sake but
rather promotes change because it enhances students’ learning opportunities. If
this were to be accomplished, the higher education sector would have more tools
to foster systemic innovation as opposed to spawning idiosyncratic breakthroughs
that are, in the end, little more than summer flowers.

On the few occasions this has been carried out rigorously, the findings gained
have been encouraging. For instance, comprehensive research by the U.S.
National Academy of Sciences revealed the effectiveness of active approaches in
developing scientific, engineering, and mathematics learning abilities (Freeman
et al., 2014). More recently, another experimental investigation has revealed irref-
utable proof that project-based learning improves learning outcomes (Duke et al.,
2021). Of course, it could be argued that this is not new, as evidence accumulated
even through research reviews long ago indicated this (Thomas, 2000). Unfortu-
nately, evidence appears to be available only in restricted, specialized academic
circuits where practitioners are rarely present, and no great effort is made to reach
them—not to mention the lack of incentives for faculty to spend much effort on
improving their teaching.

The most important question when talking about innovations in higher educa-
tion is whether they work or not. Unfortunately, the pedagogical discourse about
educational innovation is not very prone to the empirical assessment of results.
However, the existing evidence, while scarce, points to some interesting facts.
The attached Table 5.1 summarizes the existing evidence on assessing the results
of the innovative trends.

The evidence on learning gains has been supplemented with reference to the
cost estimate because what would be the point of promoting innovations that
cannot be sustained over time because of the high cost they represent. In short,
except the change in the orientation of study programs from content-based to
competency-oriented, the three other innovative trends tend to have higher costs
than traditional teaching and learning methods in higher education, spanning
from two times to up to five times—and this increase comes as a result of the
much-needed interaction that seems to be key for student success. Other than this,
PBL seems to be worth the effort, given the benefits for learning results and stu-
dent satisfaction. More mixed is the evidence about hybridization or distance edu-
cation as it all comes down to one recurring problem, technology per se does not
make a difference: what makes the difference is the teaching strategy.

The first implication is that educational innovation and empirical research
must be brought closer together (Pedrd, 2015). It is a process that necessitates
policies supporting this reconciliation and promoting real empirical research for
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Table 5.1 Summary of existing empirical evidence on the learning gains and estimated
costs of some innovations in higher education (Source: own representation)

Innovation Evidence on learning gains Cost estimates
Objective vs. Content | Nonexistent, but strong on Marginal
cultural change
PBL * Enhances deep learning 3 times traditional
(ES=0.11) (Dolmans et al.,
2016)

* Superior when it comes to
long-term retention, skill
development and satisfaction
of students and teachers (Stro-
bel & van Barneveld, 2009)

Hybridization Superior if used for PBL 2 times traditional
(ES=0.5), better student
engagement (Fukuzawa &
Boyd, 2016)

Distance education No significant difference 3-5 times traditional, depend-
(phenomenon) but interaction is | ing on degree of interaction
critical for retention and gains
(Martin et al., 2022; Zhao et al.,
2005)

teaching improvement in higher education. It explains with evidence the added
value of the many innovation avenues and the elements that define their relevance
and effect. However, it also requires policies that provide faculty members who
wish to innovate with the tools of empirical research and the professional skills
that allow them to translate evidence into improved teaching practices (Bryk
et al., 2015).

There is a pending agenda for higher education institutions and teach-
ers. There is no shortage of empirical evidence about what works, with many
dedicated academic journals. Unfortunately, these journals seem to serve more
the interests of academics working on teaching and learning from various per-
spectives rather than the professional interests of teachers themselves. There
is probably a need to introduce a new culture that promotes that faculty with
teaching responsibilities understand the importance of accepting that they need
to undergo a professional development process because being an excellent
researcher does not equate to becoming an acceptable teacher. A passionate
researcher can be an excellent role model. However, even the most experienced
academic could benefit from a better understanding of the scientific laws that
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govern learning and from joining forces with other colleagues to learn in a col-
legial community about what works in teaching in higher education and why and
how to translate that research-based knowledge into better practices. Educational
innovation needs to move from the current stage of blind testing into a more sci-
entific approach for those expected to promote a scientific approach to problem-
solving, precisely.

Today, the word “higher education” or “university” evokes the same mental
image everywhere in the world: that of a structure with classrooms where stu-
dents await their professor’s lecturing. Moreover, there is a wide societal belief
that this old model no longer serves the interests and demands of the twenty-
first century. However, the fact is that we are still unsure of the mental picture
of higher education that will replace the one that still populates our minds. This
likely explains why there are so many parallel paths of innovation, none of which
have ever produced an alternative image with sufficient strength to be universally
accepted. Twenty-five years have passed since Sarason (1996) said that it was
time to replace intuitions and reasoning as much as possible with reliable, usable,
and pertinent data. Only when we have substantial evidence on the many avenues
of educational innovation will we be able to jointly determine what higher educa-
tion in the twenty-first century should be like and make it a reality for every stu-
dent. We are already late.
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Technology is leading to massive changes in the economy, in the way we
communicate and relate to each other, and increasingly in the way we learn.
Teachers and instructors are faced with a massive challenge of change. There
are many opportunities in even the most academic courses to develop intel-
lectual and practical skills that will carry over into work and life activities in
a digital age, without corrupting the values or standards of academia. Even in
vocational courses, students need opportunities to practice intellectual or con-
ceptual skills such as problem-solving, communication skills, and collabora-
tive learning. The chapter explores the skills that will be needed, and ways
in which such skills can be developed. It approaches questions such as how
we can ensure that we are developing the kinds of graduates from our courses
and programs that are fit for an increasingly volatile, uncertain, complex, and
ambiguous future as well as how we can teach or help students develop the
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6.1 Introduction

In a digital age, we are surrounded, indeed, immersed, in technology. Further-
more, the rate of technological change shows no sign of slowing down. Technol-
ogy is leading to massive changes in the economy, in the way we communicate
and relate to each other, and increasingly in the way we learn.

Economically, competitive advantage goes increasingly to those companies
and industries that can leverage gains in knowledge (OECD, 2013). Indeed,
knowledge workers often create their own jobs, starting up companies to provide
new services or products that did not exist before they graduated.

From a teaching perspective, the biggest impact is likely to be on technical and
vocational instructors and students, where the knowledge component of formerly
mainly manual skills is expanding rapidly. Particularly in the trades’ areas, plumb-
ers, welders, electricians, car mechanics and other trade-related workers are need-
ing to be problem-solvers, IT specialists and increasingly self-employed business
people, as well as having the manual skills associated with their profession.

Artificial intelligence (AI) is another development that is already affecting
the workforce. Routine work, whether clerical or manual, is being increasingly
replaced by automation. Although all kinds of jobs are likely to be affected by
increased automation and applications of Al, those in the workforce with lower
levels of education are likely to be the most impacted. Those with higher levels of
education are likely to have a better chance of finding work that machines cannot
do as well—or even creating new work for themselves.

Thus, teachers and instructors are faced with a massive challenge of change.
How can we ensure that we are developing the kinds of graduates from our
courses and programs that are fit for an increasingly volatile, uncertain, complex,
and ambiguous future? In particular, how can we teach or help students develop
the skills they will need in the twenty-first century? This chapter explores the
skills that will be needed, and ways in which such skills can be developed.

6.2 The Skills Needed in a Digital Age

Learning involves two strongly inter-linked but different components: content
and skills. Content (often called knowledge) includes facts, ideas, principles, evi-
dence, and descriptions of processes or procedures (‘knowing’). Skills include
understanding, analyzing, evaluating, applying: ‘doing’ (Kassema, 2019). Both
are essential components of learning. Skills can be both cognitive (for example,
critical thinking) or emotional (for example, motivation).
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I use the terms ‘skills’ and ‘competencies’ in somewhat different ways. Com-
petencies are defined as a combination of knowledge, skills and attitudes applied
appropriately to a context in order to achieve a desired outcome. Competencies (or
competences in Europe) usually require a relative short course in duration and are
specific to certain tasks (often but not necessarily defined by employers). Unlike
competencies, many ‘high-level’ soft skills such as critical thinking are cumulative
and do not have a clear endpoint. They are not necessarily tied to an immediate task.

My distinction between competence and skill is not hard and fast and there is
in reality considerable overlap—a skill may require the building of several com-
petencies—but in essence the difference is that competencies are specific and
short-term whereas skills are more general and longer lasting. Individuals need
these higher-level intellectual or soft skills to survive in a rapidly changing eco-
nomic and technological environment, whereas a competency can easily become
out of date as jobs change.

Soft skills need to be developed over a program (indeed a lifetime) rather than
in a single course. Novak Djokovic kept winning at tennis not because he contin-
ued to get faster and stronger than younger players, but because he continued to
hone his skills (including strategy and will-power) to a level that compensated for
his diminishing strength and speed.

Most instructors and teachers are well trained in content and have a deep
understanding of the subject areas in which they are teaching. Expertise in skills
development though is another matter. The issue here is not so much that instruc-
tors do not help students develop skills—they do—but whether these intellectual
skills match the needs of knowledge-based workers, and whether enough empha-
sis is given to skills development within the curriculum.

How do we then identify how to build critical thinking skills, for example
from first year through to graduation in a particular discipline? How does the
development of skills in later stages build on work done earlier in a program?

These are some of the questions I seek to address in this chapter.

6.2.1 The Needs of a Digital Society

Prediction is always risky, but usually the big trends in the future can already be
seen in the present. The future will merely magnify these current conditions, or
current conditions will result in a transformation that we can see coming but is
not here yet. Examples are many:

e The Internet of Things where almost everything is digitally connected
e Autonomous vehicles and transportation
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e Massive amounts of data about our personal lives being collected and analyzed
to anticipate/predict/influence our future behavior

e Automation replacing and/or transforming human work and leisure

e State agencies and/or commercial oligopolies controlling access to and use of
data

e [Lack of transparency, corruption of messaging, and magnification of these dis-
tortions, in digital communications.

One thing is clear. We can either as individuals throw up our hands and leave all
these developments to either state or commercial entities to manage in their own
interests, or we can try to prepare ourselves so that we can influence or even con-
trol how these developments are managed, for the greater good.

This is what is meant when talking about developing twenty-first century
or Future Skills, or preparing for a digital society, although in many ways the
future has already arrived. We have a responsibility for ensuring our students are
educated sufficiently so that they understand these issues and have the means
by which to address them. This is a responsibility of every educator because it
affects all areas of knowledge.

For instance, the science professor needs to instill in her students an ability to
identify reliable and unreliable sources of scientific data, and an ability to apply
that knowledge in ethical ways that benefit mankind. This is a particularly impor-
tant responsibility for those teaching computer sciences. We need to teach about
the dangers of unintended or unknown consequences of artificial intelligence
applications and of automated analyses of mass data, potential biases in algo-
rithms, and the need to audit and adjust automated procedures to avoid unfore-
seen but harmful consequences before they do damage.

Digital (rather than purely online) learning has a critical role to play, because
in order to develop these skills our students’ learning itself needs to be digitally
embedded. Only by mastering technology can we control it.

6.2.2 What Skills?

The skills required in a knowledge society include the following (The Conference
Board of Canada, 2014):

o Communications skills: as well as the traditional communication skills of read-
ing, speaking and writing coherently and clearly, we need to add social media
communication skills. These might include the ability to create a short You-
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Tube video to capture the demonstration of a process or to make a sales pitch,
the ability to reach out through the Internet to a wide community of people
with one’s ideas, to receive and incorporate feedback, to share information
appropriately, to identify trends and ideas from elsewhere.

The ability to learn independently: this means taking responsibility for work-
ing out what you need to know, and where to find that knowledge. This is an
ongoing process in knowledge-based work because the knowledge base is
constantly changing. Incidentally, this not necessarily academic knowledge,
although that too is changing; it could be learning about new equipment, new
ways of doing things, or learning who are the people you need to know to get
the job done.

Ethics and Responsibility: these are required to build trust (particularly
important in informal social networks), but also because generally ethical
and responsible behavior is in the long run more effective in a world where
there are many different players, and a greater degree of reliance on others to
accomplish one’s own goals.

Teamwork and flexibility: although many knowledge workers work indepen-
dently or in very small companies, they depend heavily on collaboration and
the sharing of knowledge with others in related but independent organizations.
In small companies, it is essential that all employees work closely together,
share the same vision for a company and help each other out. In particular,
knowledge workers need to know how to work collaboratively, virtually and
at a distance, with colleagues, clients and partners. The ‘pooling’ of collective
knowledge, problem-solving and implementation requires good teamwork and
flexibility in taking on tasks or solving problems that may be outside a narrow
job definition but necessary for success.

Thinking skills (critical thinking, problem-solving, creativity, originality,
strategizing, for example): of all the skills needed in a knowledge-based soci-
ety, these are the most important. Businesses increasingly depend on the crea-
tion of new products, new services, and new processes to keep down costs and
increase competitiveness. Also, it is not just in the higher management posi-
tions that these skills are required. Trades people in particular are increasingly
having to be problem-solvers rather than following standard processes, which
tend to become automated. Anyone dealing with the public in a service func-
tion must identify needs and find appropriate solutions. Universities in particu-
lar have always prided themselves on teaching such intellectual skills, but the
move to larger classes and more information transmission, especially at the
undergraduate level, undermines this assumption.
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e Digital skills: most knowledge-based activities depend heavily on the use of
technology. However, the key issue is that these skills need to be embedded
within the knowledge domain in which the activity takes place. This means,
for instance, real estate agents knowing how to use geographical informa-
tion systems to identify sales trends and prices in different geographical loca-
tions, welders knowing how to use computers to control robots examining and
repairing pipes, radiologists knowing how to use new technologies that ‘read’
and analyze MRI scans. Thus, the use of digital technology needs to be inte-
grated with and evaluated through the knowledge-base of the subject area.

e Knowledge management: this is perhaps the most over-arching of all the skills.
Knowledge is not only rapidly changing with new research, new develop-
ments, and rapid dissemination of ideas and practices over the Internet, but
the sources of information are increasing, with a great deal of variability in
the reliability or validity of the information. Thus, the knowledge that an engi-
neer learns at university can quickly become obsolete. There is so much infor-
mation now in the health area that it is impossible for a medical student to
master all drug treatments, medical procedures, and emerging science such
as genetic engineering, even within an eight-year program. Thus, knowledge
management is the key skill in a knowledge-based society: how to find, evalu-
ate, analyze, apply, and disseminate information, within a particular context.
Above all students need to know how to validate or challenge sources of infor-
mation. Effective knowledge management is a skill that all graduates will need
to employ long after graduation.

In 2018, the Royal Bank of Canada issued a report, called ‘Humans Wanted’.
This was based on an analysis of big data derived from job postings over a
12-month period on LinkedIn, in which the actual skills being requested by
employers were identified and analyzed, and from which an analysis of the
demand for different types of labor was conducted.

The report argued that there will be plenty of jobs in the future, but they will
require different skills from those generally required at the present. In particular,
many of the new skills needed will be what are perhaps confusingly called soft
skills, such as attentive listening, critical thinking, digital fluency, active learn-
ing, etc. (confusing, because these ‘soft skills” are often as difficult to cultivate as
‘hard skills’, and many of these skills, such as critical thinking, are not new but
will become increasingly important). These are future skills that automation and
Al cannot easily replicate or replace but which will be needed in the new digital
economy.
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Two of the main conclusions from the Royal Bank report were as follows:

e (Canada’s education system, training programs and labor market initiatives are
inadequately designed to help Canadian youth navigate this new skills econ-
omy.

e Canadian employers are generally not prepared, through hiring, training, or
retraining, to recruit and develop the skills needed to make their organizations
more competitive in a digital economy.

6.2.3 Skills and Learning Outcomes

The Royal Bank of Canada and other studies highlight that it is becoming
increasingly important to define learning outcomes in terms of skills acquisition.
Such studies identify some of the issues around developing the knowledge and
skills that students will need to succeed, not just in the workforce, but in life gen-
erally in the last three quarters of this century. However, such reports have barely
touched the tip of this particular iceberg. Few studies have attempted to suggest
how students can develop these skills or what instructors need to do to help stu-
dents develop such skills.

When developing curricula, in terms of deciding not only what but also how to
teach, we need to ask the following questions:

(a) Are programs clearly identifying the learning outcomes expected from a pro-
gram of study?

(b)Do these learning outcomes sufficiently take into account skills as well as con-
tent/topics?

(c) Are these learning outcomes relevant for a digital society?

In other words, we have a major pedagogical challenge in several parts:

Identifying the most important soft skills that students will need
Identifying the best way to teach such soft skills

Assessing students’ ability in soft skills

Identifying the extent to which soft skills are generalizable.

The key point here is that content and skills are tightly related but as much atten-
tion needs to be given to skills development as to content acquisition to ensure
that learners graduate with the necessary knowledge and skills for a digital age.
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6.2.4 Education and the Labor Market

However, there is a real danger in tying university, college, and school programs
too closely to immediate labor market needs. Labor market demand can shift very
rapidly and, in particular, in a knowledge-based society, it is impossible to judge
what kinds of work, business or trades will emerge in the future.

The focus on the skills needed in a digital age raises questions about the pur-
pose of universities in particular, but also schools and vocational colleges to some
extent. s their purpose to provide ready-skilled employees for the workforce? Is
it really the job of historians or physicists to teach skills such as attentive listen-
ing, time management or social perceptiveness?

Certainly, the rapid expansion in higher education is largely driven by govern-
ment, employers and parents wanting a workforce that is employable, competitive
and if possible affluent. Indeed, preparing professional workers has always been
one role for universities, which have a long tradition of training for the church,
law, and much later, government administration. The goal for education now
should be to ensure that as well as a deep understanding of the content and core
values of a subject discipline, students can also develop skills that enable them to
apply such knowledge in appropriate contexts.

Secondly, focusing on the skills required for a knowledge-based society (often
referred to as twenty-first century skills) merely reinforces the kind of learning,
especially the development of intellectual skills, for which universities have taken
great pride in the past. Indeed, in this kind of labor market, it is critical to serve
the learning needs of the individual rather than specific companies or employment
sectors. To survive in the current labor market, learners need to be flexible and
adaptable, and should be able to work just as much for themselves as for corpora-
tions that increasingly have a very short operational life. The challenge then is not
re-purposing education but making sure it meets that purpose more effectively.

Thirdly, enabling students to live well and to feel some measure of control
in a technology-rich society is surely the responsibility of every educator. For
instance, all students, whatever their discipline, need to know how to find, evalu-
ate, analyze, and apply information within their specific subject discipline. With
so much content of varying quality now available at one’s fingertips, such skills
are essential for a healthy society.

Thus, in some cases it is a language issue: instructors may be achieving some
of these ‘twenty-first century skills” such as critical thinking within the require-
ments of a specific discipline without using this terminology (for example, ‘com-
pare and contrast...” is a critical thinking activity).
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However, the Higher Education Quality Council of Ontario (HEQCO) pub-
lished a report in 2018 that claimed to be one of the first major attempts to meas-
ure employment-related skills in university and college students on a large scale
(Weingarten et al., 2018). HEQCO used a test designed to evaluate students’ abil-
ity to analyze evidence, understand implications and consequences, and develop
valid arguments.

The HEQCO study found that high-level soft skills are hard to measure and
probably need to be defined and communicated more clearly and purposefully by
instructors. In particular, development of such skills needs to be considered at a
program level so instructors can define what level of skill they expect of students
when they arrive, and to what level that skill has been increased or improved by
the end of a course or program.

A good example of this is from the Faculty of Computer Science at Dalhousie
University in Canada. The department developed a chart (Fig. 6.1 below) show-
ing the inter-relatedness between specific learning outcomes, course content,
and course and learning outcome sequencing, so that each instructor understood
what level of skills and outcomes students would have from previous courses, and
could identify what levels of skills they were passing on when students left their
course (Fig. 6.2 below). One result of this was to move the theory courses from
the fourth year to the first year, as this helped students in the later stages of the
program.

Fig. 6.1 Required sequence of courses for Bachelor of Computer Sciences, Dalhousie
University, Canada
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« Implement simple sigorithms 1o search and sorl amays. jc501 1900)
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« Implement ssarching, sorting, and other operations on a linked kst csci oy

Implament the stack, queus, dequeus, and list abstract data types (ADT) using armays and linked-Ests. fsc 1on
« Explain and use the concept of recursion. [csci ne)
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o e w818

[~ = Shadent Leaming Cuicomes

Student learning culcomes thal are covered by this course.

#graphs smathernatics #algorithm #complexity #data structures
#programming #problem solving

+ Describe basic concepts in Gragh Theory.
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Implement & tree data siructure and implement deptn-first and breadih-first traversals.

Understand, compare, and implement various sorting algontnims. including: selection sort, insertion sort, quicksort. merpe sort, heap sort, and radix sor,
Describe the graph ADT, as well as depth-first and broadth first traversals.

Implement a binary tree data structure and imglement pre-order, in-order, and post-crder traversals,

Fig. 6.2 Examples of the learning outcomes/skills required before beginning a course, and
on completion of a course

Focusing on twenty-first century or future skills does not challenge, in any
way, core disciplinary values or make universities or colleges merely preparatory
schools for business, but they do ensure that students leave with skills that pre-
pare them well for living in a very challenging age.

6.2.5 Rethinking Teaching and Learning

These are essentially curriculum and pedagogical issues. It means rethinking
not only the curriculum and how we teach it, but also the role that technology
can play in developing such skills. How can technology increase empathy and
understanding (for example, through creating virtual environments or simulations
where students play the role of others)? How can technology be used to provide
scenarios that enable skills development and testing in a safe environment? How
can technology be used to enable students to solve real world problems?

There are a million possible answers to such questions, and they need to be
answered by instructors and teachers—and by learners—with deep understanding
of their subject matter. But subject knowledge alone is not enough if we are to
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make the last three quarters of the twenty-first century a time when all people can
thrive and feel free.

6.3  Teaching Future Skills in a Digital Age

Although skills such as critical thinking, problem-solving and creative thinking
have always been valued in higher education, the identification and development
of such skills is often implicit and almost accidental, as if students will somehow
pick up these skills from observing faculty themselves demonstrating such skills
or through some form of osmosis resulting from the study of content.

It is of course somewhat artificial to separate content from skills because con-
tent is the fuel that drives the development of intellectual skills. The aim here is
not to downplay the importance of content, but to ensure that skills development
receives as much focus and attention from instructors, and that we approach intel-
lectual skills development in the same rigorous and explicit way as apprentices
are trained in manual skills.

6.3.1 Developing Skills

What methods of teaching are most likely to develop soft skills? In fact, we can
learn a lot from research about skills and skill development (Fallows & Steven,
2000; Fischer, 1980):

e Skills development is relatively context-specific. In other words, skills need to
be embedded within a knowledge domain. For example, problem-solving in
medicine is different from problem-solving in business. First of all, of course,
the content base used to solve problems is different. Less well understood,
though, is that somewhat different processes and approaches are used to solve
problems in these domains (for instance, decision-making in medicine tends to
be more deductive, business more intuitive; medicine is more risk averse, busi-
ness is more likely to accept a solution that will contain a higher element of
risk or uncertainty). Embedding skills within a particular context such as a sub-
ject discipline is perhaps the biggest challenge for educational institutions in a
digital age. How well does an ability to think critically about English literature
transfer to other areas of critical thinking, such as political analysis or assess-
ing the behavior of a workplace colleague? In many cases, some elements of
these soft skills do transfer well but other parts are more context specific. More
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attention needs to be paid to what is known about the transfer of skills, based
on research, and to ensuring this evidence affects the way we teach.

e [earners need practice—often a good deal of practice—to reach mastery and
consistency in a particular skill.

e Skills are often best learned in relatively small steps, with ‘jumps’ increasing
as mastery is approached.

e [earners need feedback on a regular basis to learn skills quickly and effec-
tively; immediate feedback is usually better than late feedback;

e Although skills can be learned by trial and error without the intervention of a
teacher, coach, or technology, skills development can be greatly enhanced or
speeded up with appropriate interventions, which means adopting appropriate
teaching methods and technologies for skills development.

e Although content can be transmitted equally effectively through a wide range
of media, skills development is much more tied to specific teaching approaches
and technologies (discussed in more detail in Sect. 6.3. below, and Bates,
2022).

What are the implications of this for not only teaching methods, but also curricu-
lum design? It is worth remembering that unlike competencies, many ‘high-level’
soft skills such as critical thinking are cumulative and do not have a clear end-
point.

6.3.2 Setting Goals for Skills Development

Thus, a critical step is to be explicit about what skills a particular course or pro-
gram is trying to develop, and to define these goals in such a way that they can be
implemented and assessed. In other words, it is not enough to say that a course
aims to develop critical thinking, but to state clearly what this would look like
in the context of the particular course or content area, in ways that are clear to
students. In particular, skills should be defined in such a way that they can be
assessed, and students should be aware of the criteria or rubrics that will be used
for assessment.

6.3.3 Thinking Activities

These include activities that enable students to practice a range of skills, such as
critical thinking, problem-solving, and decision-making. A skill is not binary, in
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the sense that you either have it or you don’t. There is a tendency to talk about
skills and competencies in terms of novice, intermediate, expert, and master but,
in reality, skills require constant practice and application and there is, at least with
regard to intellectual skills, no final destination. With practice and experience,
for instance, our critical thinking skills should be much better at 65 than at 25
(although some might call that ‘wisdom”).

A major challenge over a full program is to ensure a steady progression in the
level of a skill, so, for instance, a student’s critical thinking skills are better when
they graduate than when they started the program. This means identifying what
level of skill they have before entering a course, as well as measuring it when
they leave. So, it is critically important when designing a course or program to
design activities that require students to develop, practice and apply thinking
skills on a continuous basis, preferably in a way that starts with small steps and
leads eventually to larger ones.

There are many ways in which intellectual skills can be developed and
assessed, such as written assignments, project work, and focused discussion, but
these thinking activities need to be designed, then implemented, on a consistent
basis by the instructor.

6.3.4 Practical Activities

It is a given in vocational programs that students need lots of practical activities
to develop their manual skills. This, though, is equally true for intellectual skills.
Students need to be able to demonstrate where they are along the road to mastery,
get feedback on it, and retry as a result. This means doing work that enables them
to practice specific skills.

There are many ways that this can be done. To give just one example, students
would be asked to cover and understand the essential content in the first three
weeks, do research in a group, develop an agreed project report, in the form of
an e-portfolio, share it with other students and the instructor for comments, feed-
back and assessment, and present their report orally and online. Ideally, they will
have the opportunity to carry over many of these skills into other courses where
the skills can be further refined and developed. Thus, with skills development, a
longer-term horizon than a single course will be necessary, so integrated program
as well as course planning is important.
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6.3.5 Discussion as a Tool for Developing Intellectual
Skills

Discussion is a very important tool for developing thinking skills. However, not
any kind of discussion. Academic knowledge requires a different kind of thinking
to everyday thinking. It usually requires students to see the world differently, in
terms of underlying principles, abstractions and ideas (Laurillard, 2002).

Thus, discussion needs to be carefully managed by the instructor, so that it
focuses on the development of skills in thinking that are integral to the area of
study. This requires the instructor to plan, structure and support discussion within
the class, keeping the discussions in focus, and providing opportunities to demon-
strate how experts in the field approach topics under discussion, and comparing
students’ efforts.

6.3.6 Measuring Skills

Another challenge is measuring skills. I was once questioned by a colleague
when I said my students were learning to think critically.

‘How do you know?’ he said.

My answer was: ‘I know it when I see it in their assessments.’

‘But how will your students know what you are looking for if you can’t
describe it in advance?’.

The HEQCO study mentioned earlier found that final-year students had some-
what higher scores in literacy and numeracy than their first-year counterparts,
although there was considerable variation among programs, but little difference
between the test scores of incoming and graduating students in critical-thinking
abilities, although critical thinking ability too showed considerable variation
among programs.

There are a number of possible criticisms of this study. One of the challenges
that the HEQCO study faced was finding valid and reliable ways to assess soft
skills. The first study measured literacy, numeracy and problem-solving abilities
of adults using everyday scenarios. But why assess these skills outside the knowl-
edge domains in which they were taught, given the importance of context? Were
the measurements sensitive enough to really discriminate differences in skill
development over time?

Nevertheless, it is worrying that HEQCO found that after four years of post-
secondary study there was no noticeable difference in critical thinking skills.
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Is this because this is not being well taught, or because the tests used were not
valid? Any attempt to identify learning outcomes involving skills requires consid-
eration from the beginning of how these skills can validly be assessed. Instructors
should not complain about HEQCO’s assessment methods if they cannot justify
their own methods of identifying and assessing skills.

6.4 In Conclusion

There are many opportunities in even the most academic courses to develop intel-
lectual and practical skills that will carry over into work and life activities in a
digital age, without corrupting the values or standards of academia. Even in voca-
tional courses, students need opportunities to practice intellectual or conceptual
skills such as problem-solving, communication skills, and collaborative learning.
However, this will not happen merely through the delivery of content. Instructors
need to think carefully about:

e exactly what skills their students need to develop;

e how these skills fit with the nature of the subject matter;

e the kind of activities that will allow students to develop and improve their
intellectual skills;

e how to give feedback and to assess those skills, within the time and resources
available.

This is a very brief discussion of how and why skills development should be an
integral part of any learning environment. However, effectively developing the
skills needed in a digital age is critically important, not only for the economy, but
also for the quality of life of our students.
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This paper draws on more than five years of intensive debates and explora-
tions with a large number of active and engaged citizens and scholars, teach-
ers, students, staff and university leaders. It will sketch emerging pictures
and patterns of the new role of universities as an Activating Resonance Space
addressing future societal challenges—beyond teaching and research focused
on an industrialized and business-driven world. Based on more than 15 years
of engagement in community service learning as a participative and empow-
ering approach of Project-Based Learning and teaching, the paper proposes
important steps toward an institutionalization of transformative learning and
teaching, which will address current and future societal challenges.

W. Stark (D<)

Organizational and Community Psychology; Organizational Development
Laboratory and Center for Societal Learning and Social Responsibility,
University of Duisburg-Essen, Essen, Germany

e-mail: wolfgang.stark @steinbeis-isl.de

© The Author(s) 2024 139
U.-D. Ehlers and L. Eigbrecht (eds.), Creating the University of the

Future, Zukunft der Hochschulbildung - Future Higher Education,
https://doi.org/10.1007/978-3-658-42948-5_7


https://doi.org/10.1007/978-3-658-42948-5_7
http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-658-42948-5_7&domain=pdf

140 W. Stark

7.1 Changing Paradigms

Traditionally, higher education has been defined by the type of knowledge one
had acquired—i.e., what you officially have been credited for (Bachelor/Master).
According to this model, universities' educate highly specialized and excellent
professionals and scientists/scholars.

The value of universities still is measured by the amount of explicit knowledge
supposedly gained, by the amount of external funding spent, and by a scientific
impact factor—which is measured by the number of citations in relevant scientific
journals. What if universities of the future would need to go beyond just academic
excellence? Should a “scientific impact factor” be supplemented by a “societal
impact factor” (Hakansson, 2005; Smith, 2001; Weber et al., 2015), which meas-
ures the results of a university by the positive effects it has on the common good
and civil society?

Universities today are challenged by new conditions and requirements based
on basic changes both in technology and society: specialization and technological
excellence may not be sufficient any more to address the growing complexity and
challenges we are experiencing in our world. Therefore, in the future, educational
success of Higher Education will have to be measured by how flexibly gradu-
ates can adapt to constantly changing environments and new requirements. For
the twenty-first century and the future global challenges of an interconnected and
increasingly complex world, we need a new understanding of learning: parallel
to effective academic knowledge transfer and application, we need to foster the
skills and competences of both students and faculty/staff of universities, how to
address societal challenges and how to transform business, communities, and our
societies for our common future. Hence, universities need to educate and estab-
lish joint learning spaces for a constant re-orientation and re-invention, both on
individual, group, and institutional levels.

Frameworks and conditions for successful action in professional domains,
everyday life and organizations have changed significantly: not only in the last 2
years of global pandemics, but for 10-15 years already. Thinking in terms of cer-
tainties, cause-effect relationships, input—output categories is no longer sufficient
as the main school of thought, especially for people who act responsibly. We are
moving into a “post-linear” age that demands new skills from societal actors: to

'In this paper, we use the term “universities” as a generic term for all subtypes of Higher
Education Institutions, which may be different depending on country or region (research
universities, academic universities, universities of applied sciences, specialized universities
or colleges for art, music, dance...).
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deal creatively with uncertainty (Stark et al., 2017), but also to identify and use
opportunities and potentials for a new “world of resonant relationships” among
actors, referring to researchers like Hartmut Rosa (2018) and Bruno Latour
(2005, 2021).

A large part of the leaders in business and society have been, and still are, edu-
cated based on the model of “cause-and-effect” and “input—output”, which is also
paramount in an industrial world. Hence, their patterns of decision-making have a
high impact on the future of our rapidly changing global civil society, but do not
fit anymore with the complex challenges we are facing today and in the future.

As we are entering a “post-linear age”, both managers and employees in our
business world or social institutions, and politicians and active citizens will need
to be characterized by a high level of self-reliance and collaborative competence.
We all need to acquire skills to act both professionally and responsibly under con-
ditions of high uncertainty. They do not deny imponderables in order to pretend
confidence—they name and analyze imponderables in order to ask deeper ques-
tions. They do not restrict complex realities to supposedly secure, basic facts.
Instead, they will be able to develop a comprehensive picture of a complex situ-
ation and ways to act responsibly in uncertainty. They will clarify personal con-
siderations and priorities; act as opponents of “no alternatives” and as advocates
of a conscious decision-making for one of several alternatives. They will name
spheres of interest and channels of influence on decisions and thus complete the
full picture of a decision-making situation.

However, parallel to our predominant idea of leadership, higher education
today still, and largely, follows an idea of linearity and predictability; input—
output relations. Therefore, the need for a higher education that cuts across
disciplines and prepares students for ambiguity and non-linearity, supporting dif-
ferentiated and complex thinking and action, becomes all the more evident. As
future responsible leaders, leading networks, and groups to influence the “post-
linear age” will be significantly shaped by the cultures and academic narratives of
our universities, the core of a future university therefore rather should be transdis-
ciplinary: “thinking outside of the box”, deeper learning from errors, encouraging
experimentation, and foster a culture of critical and productive questioning. To
promote a true “culture of deeper learning” (Reimers, 2021) within and between
civil society, business, and our societal institutions, we need to develop personali-
ties and identities of future generations and leaders by reinforcing social and soci-
etal responsibility and a sense of community (Heidbrink & Hirsch, 2006).

In higher education strategy development, we have been experiencing a
strange discrepancy since | have entered the university system as a teacher and
researcher some 25 years ago. We are stuck between:
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e An uplifting demand and debate for reform, which sees universities as an
intellectual and future-oriented basis for technical and social innovations for
the demands of future global and networked civil societies (Mittelstral3, 2003)

e The actual structural changes, which tend to be short-tempered, adapting to
political and economic interests and demands and bowing to the administra-
tion of quantitative measures and qualitative shortages instead of actively and
creatively shaping them.

Therefore, the question remains of how to rethink higher education and univer-
sities in addition to and beyond digitalization. The first steps of developing our
universities for “resonating” toward societal challenges have been made by estab-
lishing Campus-Community Partnerships between universities and civil society.

7.2  Campus-Community Partnerships

Universities and Higher Education Institutions (HEI), since the 1970s, have
become increasingly business-oriented. This is why universities sometimes can be
viewed as being designed according to the industrial model (Robinson & Robin-
son, 2022).2 Growing awareness and competition toward global sustainability in
the last 10 years promoted new strategies, unique selling propositions, and clear
mission statements beyond excellence in research, as well as an expansion of uni-
versity cooperation and funding options.

The concept of “Campus-Community Partnerships” is associated with a num-
ber of approaches toward the transformation of Higher Education: Community
Service Learning (CSL), Community-Based Research (CBR), Community Co-
Creation, University Civic Engagement, Social Entrepreneurship, Community
Outreach, Engaged Universities and more.

Campus-Community Partnerships (CCP) (Stark et al., 2014) become relevant
to higher education strategies, because they go beyond opening up a traditional
“academic ivory-tower”; they also go beyond “university-business-relationships”
which seemed to be prevalent for decades. In many universities, CCPs are part of
HEI’s mission statement, they can help to raise the profile of universities and, as a
program, address fundamental questions of university development.

2A remarkable RSA Animate-video on a Ken Robinson TED-Talk shows the essence of this
debate: https://youtu.be/zDZFcDGpL4U.
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Campus-Community Partnerships integrate different formats in which uni-
versities (campus) and civil society actors (community) work on (practical or
research) problems of the community for mutual (operational) benefit and act
jointly in the process of working on them (partnership). Principles of CCP, like

1. Orientation towards the common good,
2. Generation of immediate or operational benefits for all participants, and
3. Collaborative process design at eye level,

distinguish Campus-Community Partnerships from other approaches focusing on
collaboration between science and business.

Community Service Learning (CSL) (Aramburuzabala Higuera et al., 2019)
has clear methodological similarities to Problem-Based Learning, Project Learn-
ing and Research-Based Learning. Programmatically, however, only CSL intends
to focus on the common good and is therefore understood as a form of Campus-
Community Partnership. Research projects often collaborate with organiza-
tions outside the university, including non-profit organizations. However, these
organizations generally are objects of research and are researched without being
involved. Community-Based Research, on the other hand, aims to include the
legitimate interests of the university and the community partner in the research
process, with regard to the research results and, if applicable, their utilization.
Voluntary engagement, even if initiated and mediated by the university, usually
focuses predominantly on the aspect of the common good. To be considered a
Campus-Community Partnership in the above sense, it needs to be systematically
linked to academic teaching/learning settings. A Training Workshop for execu-
tives of a company by the university can become a Campus-Community Partner-
ship if, for example, a local school is involved as a participant and beneficiary.

The examples suggest added values that can be expected when existing prac-
tices are changed with Campus-Community Partnership principles in mind; in
this respect, we see these principles as a prerequisite for harnessing all potentials
for both universities and (civil) society.

7.3  Community Service Learning

Especially for the side of universities as primary initiators of Campus-Commu-
nity Partnerships, a broader context is also central, which Ramaley’s (2000) view
of Community Service Learning illustrates:
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“Service learning can be viewed as a form of pedagogy designed to enhance learn-
ing and promote civic responsibility as well as one of a set of strategies to link the
capacity of a college or a university to the needs of society” (Ramaley, 2000).

In the past decades, a growing number of universities in Europe are collaborat-
ing with local community partners beyond business. Based on a teaching format
originally developed in the US, civic/public engagement is an integral part of cur-
ricula. Community Service Learning and its didactic and strategic approach has
led to (mostly temporal, sometimes permanent) Campus-Community Partnerships
which have become more relevant for higher education institutions who want to
focus on a “social responsibility mission” beyond teaching and research. They
aim not only at initiating social change and innovation within their local commu-
nities based on their academic resources, but simultaneously enhance individual
values for social responsibility for their students and staff (Altenschmidt et al.,
2009; Hofer & Derkau, 2020). As a result, a variety of national/regional Higher
Education Networks on “Community Service Learning” and “Education for Soci-
etal Responsibility” have been growing since 2009.3 The German University Net-
work for Societal Responsibility* by now is the largest non-partisan university/
college network in Germany. The European Association for Service Learning in
Higher Education (EASLHE — https://www.easlhe.eu/) has been established as an
international resource to expand the idea of community service learning for stu-
dents, teachers, researchers and national/regional networks on a European scale.
Civic Engagement, Community Service Learning and Campus-Community
Partnerships are closely interconnected. Community Service Learning is a ped-
agogical method which integrates Civic Engagement into academic teaching by
addressing real-world problems of the community within the framework of stu-
dent projects (Berger Kaye, 2010; Rosenkranz et al., 2019; Seifert et al., 2019).
In Community Service Learning, practical Project-Based Teaching connects aca-
demic fields and disciplines with needs of real-life communities and challenges
(Altenschmidt et al., 2009). Thus, society will benefit from Campus-Community
Partnerships, while students can address significant actual issues in self-organized
and responsible ways. Community Service Learning produces action- and expe-
rience-oriented learning environments that encourage strategies beyond linear
problem-solving routines, substantive and continuous reflection, and the expe-
rience of practical problem-solving (Sliwka, 2007). New formats of Problem-

3Please find more information on Service Learning in Europe at https://www.easlhe.eu/

#More information at https://netzwerk-bdv.de/en/home/#about
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Fig. 7.1 Actors Represented in Community Service Learning. (Adapted from Ruda et al.,
2015)

Based Learning combined with digitalized learning have been developed into a
concept of “deeper learning” (Sliwka & Klopsch, 2021).

Community Service Learning can show positive impacts on the personal and
social development of students and future leaders: they can gain a clearer sense
of their identity, self-worth, and belonging, and develop fundamental key compe-
tences and social responsibility. Community Service Learning, on the one hand,
can make education more meaningful and relevant. On the other hand, Campus-
Community Partnerships have the potential to close the gap between educational
institutions and their communities (Eyler & Giles, 1999).

Many actors may contribute to the field of Community Service Learning: the
picture above (Fig. 7.1) shows which actors are represented or are likely to play a
role in Community Service Learning and Campus-Community Partnerships.

Community Service Learning as a teaching approach is linking universities
and civil society and is well known in some places on the globe (North and South
America, Asia).’ Elsewhere, Community Service Learning is still a relatively new

SInternational university networks on service learning, see https:/talloiresnetwork.tufts.
edu; https://www.researchslce.org
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approach to teaching in Higher Education. In Europe, Ireland and Germany have
been on the forefront to adopt this innovative teaching approach since around
2005.

7.4  AnlInnovative Approach Towards Teaching
and Learning

Community Service Learning facilitates academic teaching and learning in col-
laboration with civil society: teaching is student-driven and practically oriented,
linked to research, connected to real societal challenges, and aims to develop
innovative solutions.

Project-Based Community Service Learning related to real-world challenges
teaches students how to take responsibility for their own actions and for social
concerns: Programming a handicapped-accessible website, designing and imple-
menting a sensory garden for dementia patients, developing PR or quality con-
cepts for social institutions, or inventing new fundraising ideas—depending on
the field of study, many areas of application are conceivable. Off-campus involve-
ment is embedded in the course of study. Many CSL projects are interdiscipli-
nary: technical and methodological knowledge will be mutually shared and
implemented in real-world settings.

Acting practically on the basis of theoretical knowledge promotes methodo-
logical and both social and personality-building skills in students. Depending
on the learning setting, students test and expand their analytical, planning, and
creative problem-solving strategies. They develop competencies for working in a
team and dealing with conflicts, and demonstrate their communicative skills when
working with “real” customers. Last but not least, the students experience how
to make a difference and be significant, a decisive factor from a psychological
point of view. Self-efficacy, the daily dose of “I am needed”, is crucial for men-
tal health and success. In this sense, Future Skills for Higher Education will be
transformative and transdisciplinary, and may establish what Otto Scharmer calls
“Vertical Literacy” (Scharmer, 2019; Stark, 2022).

One aspect that is very specific to Community Service Learning, and new
to university teaching, is that CSL promotes the students’ sense of social and
democratic responsibility. An essential moment can be found here, which espe-
cially favors the development of social and personal competencies. The students
perform a community service, move out of their “comfort zone” and view their
social environment from different perspectives.
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7.5 Universities and Students Co-Creating
and Re-Designing Civil Society

The concept of Community Service Learning therefore opens up a multidimen-
sional “added value” with regard to personality development of students, the net-
working of universities and the civil society environment, and the concrete benefit
for public organizations and society in general.

“Universitas” emerges—in a novel sense—when scholars cross disciplinary
and academic boundaries into practice, and help practitioners generate and bring
new realities into the world. For research, another move may be equally impor-
tant: practitioners cross the boundary into reflection and theoretical concepts
inherent in their practice and outcomes will become accessible and fruitful to
research discourses. A vibrant transformation of the university and higher educa-
tion requires opening up to practice and its inherent potential for the future; to the
practice of organizations, to the practice of individuals, to societal practice.

Learning within civil society projects generates a different depth of processing
than is the case with lectures or even seminars. Experiential learning in the sense
of John Dewey (1963) plays an important role here. According to his assumption,
learning appears to be successful when it is oriented towards solving practical
problems of action. If, in addition to imparting specialized knowledge, education
also is important for promoting the potential of individuals and groups to pro-
actively and collaboratively shape our democratic society (Scharmer, 2019), the
actors of the universities, and especially the students, need to play an active part
in these community-oriented efforts.

In this respect, universities need to develop their social and civic responsibil-
ity. They need to go beyond sustainability in the ecological sense, but also pro-
mote concrete civic engagement for democratic education (Baltes et al., 2007,
Sliwka, 2007) and, through concepts such as service learning, enable a learning
community of civil society and academic institutions for mutual benefit.

Promoting a sense of social responsibility in community-oriented projects
(Community Service Learning) among students additionally raises the potential
for engagement and innovation among students and faculty as a potential of uni-
versities; both of which are resources of civic development that have been under-
utilized in Germany to date. According to destatis,’ approximately 2.9 million

Shttps://www.destatis.de/DE/Presse/Pressemitteilungen/2022/11/PD22_503_21.html
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students at universities and colleges in Germany hold an invaluable potential for
public engagement on federal, regional or community levels. If academic learning
and civic engagement can be combined, not only the gap between democratic edu-
cation and engagement in schools and later professional activity will be closed, but
countless examples and role models for an active civil society will be developed.

7.6  Future Universities: Activating Resonance Spaces
for Societal Innovation

Higher Education Institutions—being one of the core institutional system actors
in our societies—are highly relevant for academic teaching and research but
will play another crucial role for future societies. Future Universities also may
develop as Activating Resonance Spaces for our society (Rosa & Endres, 2016;
Stark, 2022). To establish universities as resonance spaces, and to exchange and
share implicit and explicit knowledge (Stark et al., 2018), skills, and wisdom, we
will need to establish an expanded and transparent “communication and refer-
ence framework™ for societal innovation (Sailer et al., 2019). We will need to go
beyond a mutual understanding of those acting within the academic system.

A mutual and collaborative eco-system within the scientific community will
still be central, but not sufficient. Rather, through its various formats (teaching,
research, transfer) and institutions, universities need to recognize, understand, and
respond to the demands and challenges of society—in other words, “relate” and
“resonate”. At the same time, universities as “resonance spaces” need to be heard
and echoed in society, as an active member of a societal discourse on science-
based discoveries, insights, and innovations.

Therefore, the idea of university becomes—in the sense of Carayannis and
Campbell’s (2012) quintuple helix (Goldsmith, 2018)—an active (and vibrating)
part of society (Fig. 7.2).

Following Carayannis and Campbell (2012), the idea of Future Universities
can be sketched as a university “in Modus 3” (Roessler, 2016).7 It is characterized
not only by well-developed Campus-Community Partnerships (Stark et al., 2014),
but based on a fully developed transformational literacy (Scharmer, 2019) and

7According to Roessler (2016), Modus 1 universities focus on traditional academic
research and teaching, Modus 2 Universities focus on transferring academic knowledge for
societal challenges, and Modus 3 features a reflective and transformative learning experi-
ence for all partners.
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Fig. 7.2 Quintuple Helix Innovation. (Adapted from Carayannis & Campbell, 2012)

transdisciplinary, transformational research with a strong focus on societal (not
only technical) application (Schneidewind & Singer-Brodowski, 2013), which is
linked to research-based teaching and community-based research (Altenschmidt
& Stark, 2016; Hacker, 2013). Transformational research and education as well
as the strong link to civic society can also provide an important ‘missing link’
between applied research and basic research at different types of universities
(Schneidewind, 2019).

Similar to “Industry 4.0, which is replacing the original idea of mass indus-
trial production by individualized products and services, the learning, research
and development in “Universities as Activating Resonance Spaces of/for society”
will become more individualized. Lifelong learning, research, new forms of pro-
duction (Ming et al., 2022), and new work will constantly intertwine. The differ-
ent actors of society (students, teachers, or partners from companies, civil society
organizations, entrepreneurs, creative people, artists, politicians...) will interact
actively and contextually.

Teaching and learning in this context will go beyond a one-dimensional trans-
fer of knowledge (from teacher to student; from university to society). It will be a
continuous, mutual reflective experience. Learning will take place in coordinated
and negotiated ways; in a continuous exchange of different actors in physical as
well as virtual spaces. A multidimensional and resonating space, which will ena-
ble, create, and maintain its references for research and learning will not simply
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fade away after finishing projects or degrees. Mutual knowledge and skills from
academia, arts, and experience will resonate to current challenges and enable an
urgently needed re-reflection for responsible innovation. In short: “Activating Res-
onance Spaces” are needed as innovative enablers for communication between all
social actors. Future Universities (like Modus 3-Universities) should act as, and
provide, resonance spaces for the future of our societies and planet.

7.7  Shapes of Future Universities

Specific shapes of Future Universities as described below may act as a common
framework for transformative learning, teaching, and research.

1. Future Universities will act as an initiator, co-designer, enabler, and one of the
active players in a societal resonance and learning space. Actors will estab-
lish a concept of theory as “practice understood” (Dewey, 1963). Experiential
knowing does not end at lecture hall doors (Killius et al., 2003). Learning is
not restricted to a short time in life (at schools and universities), it develops as
learning in the time of life (“lifelong learning”), applying even more to work-
ing life and social practice as an Open Loop University.® Relations between
university, working life, and social practice therefore must be reorganized
online and offline.

2. The architecture (the buildings) of the Future Universities as Resonance
Spaces therefore will meet requirements needed in the interaction of its tech-
nology, building style, and design. Resonating Spaces need to be enabling
spaces to allow various forms of active learning (skills for Co-Creation, Future
Skills for innovative communities and transformational learning). These
requirements will need to go beyond traditional “classroom-office” structures
still dominating many of our universities today and towards Open Spaces like
“Learning Hubs”, “Co-Working Spaces”, and “Experimental Floors” in which
students, teaching and university staff, and civil society will be supported by
digitalized features to learn mutually how to transform our future.’

8http://www.stanford2025.com/open-loop-university, extending the study experience
towards “a lifetime of learning opportunities” by integrating practical professional experi-
ence into the learning process. “Open Loop” means that you bring back your professional
experience to your university and link universities with your learning at the workplace.

Tt is striking, that the “Futurium” in Berlin acts like an open and participative museum
(https://futurium.de/en) and is not an active part of the university-eco-system. What we
learn: There are open spaces in many cities which need to be re-discovered by the universi-
ties.
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3. Regionally-based international networking as part of Future Universities:
“Think global, act local” narrows this down. Many medium-sized companies
embedded in their regional environment often and successfully act as global
players. The resonance space takes this anchoring in the region into account,
but also creates international networking beyond digitalization. Future Univer-
sities will highlight the poles global vs/and local to provide a complementary
frame of reference in the resonance space.

4. Resonance Spaces may act as a framework curating its own physical-virtual
structural potential. From the point of view of intellectual capital (human,
structural, relational potential), the resonance space will enable smart links
between micro-, meso- and macro-levels of a “Knowledge Society”. Reso-
nance Spaces will help to transparently classify insights generated on a macro-
or meso-level and co-creatively inspire transdisciplinary research. They also
will initiate practical-research applications and exchange with experiential
knowledge in (regional) micro-levels.

5. Resonance Spaces may act as “scaling spaces” for individual and societal
impact. They will open opportunities to share, evaluate, and reflect insights,
innovations, and open questions with the community. They will enable actors
previously unknown to meet and collaborate with new questions and projects.
Both academic and practical routines may become re-vitalized by involving
external actors; mutually best practices will be shared and resonated with.

6. Future Universities as Resonance Spaces will expand previous approaches to
a university of the future, which have been addressing “educational processes”
from a university perspective only. If members of the university dip into work-
ing and community life and community members will be part of the academic
life in return, universities finally will become and serve as a resonance space
for a responsible knowledge society (Open Loop University). Alumni will
become populi. Universities as a Resonance Space will be identified as a citi-
zen university: master classes will mutually use and reflect experiences that
have not been made in university life and by non-university members. This
will require a participatory intellectual constitution to support a citizen- and
society-driven research life, enhanced within the resonance space.

7. Resonance Spaces will re-invent traditional universities in structural and hier-
archical terms: Transformational learning and teaching implies that planning
and administrative processes (enrollment, curricula, exams, formatting study
programs) gradually will develop into a joint process between teaching and
research staff, students and civil society. The practice of learning and teaching,
as well as respective results, will be a joint responsibility. The best way to link
learning and leadership is to teach what you learn, and to experience research.
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7.8  Transformative Literacy Links Learning
and Leadership

In essence, Future Universities will integrate not only different scientific-aca-
demic levels but also the experiential level (learning by doing). They will cre-
ate transformative eco-systems in the sense of “systems thinking” and individual
change. “From Ego to Eco” will broaden and deepen a perspective of transforma-
tive learning, building on, but even going beyond, what we believe to be core ele-
ments (properties) of a “university of the future”.!” Scharmer (2019) argues that
in our Higher Education Institutions (HEIs) there still is a growing “blind spot”
when it comes to transformational learning and collaborative and co-creating eco-
systems (see Fig. 7.3).

A quest for transformative literacy is particularly of concern in transitional and
uncertain situations: not only “in year 2 of a global pandemic”, but even more

Matrix of Systems Learning and Leadership
Broadening, Deepening

Transformational
(Head, Heant & Hand)
Learning by Co-
Creating

BlindSpot:
Transformational
Ecosystem

- Learning

Reflective

(Head, Hand)
Learning by Doing

Technical
(Head)
Learning by Listening

Broadening
Whole System

Individual Organization Ecosystem

Fig. 7.3 Matrix of Systems Learning and Leadership. (Adapted from Scharmer, 2019)

10See Sickinger & Baumgartner, 2015, and https://medium.com/presencing-institute-blog/
vertical-literacy- 12-principles-for-reinventing-the-2 1 st-century-university-39c2948192ee
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in times of war and a highly threatened international security. In which stage of
a global transition process are we actually? How can we, as universities, react
to turmoil and uncertainty for students, teachers, researchers, and citizens? Are
we walking together or are we (institutionally, but also individually) in differ-
ent stages that will make “walking together” difficult? What is the role of higher
education institutions in designing transformative learning spaces and formats in
times of uncertainty? How can we support each other—and especially students,
teachers, researchers and citizens, who have lost their home and safe places?

Based on the results of an iconic workshop conference at the Tutzing Acad-
emy in 2021 which brought together students, presidents, staff, researchers, and
teachers from universities in Germany, Austria, and Switzerland (Fig. 7.4), major
challenges for Future Universities may be developed around reflective questions
instead of answers:

e How can we learn to work and collaborate together? Shaping our future

together with different perspectives is already a challenge for disciplines
and stakeholders within universities. Co-creation between civil society and

Challenges for a University of the Future

Fig. 7.4 Results from “Universities of the Future”—Wolfgang Stark, 2022
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academia'! additionally requires an exchange between different forms of
how experiences and insights are processed.

e Can spaces for reflection, creativity, and freedom be developed at universities
and in civil society for new forms of collaborative learning? Not only digi-
talization processes will require to re-purpose and re-design traditional spaces
(classrooms, offices) in universities. The collaboration of science, civil soci-
ety, and companies to transform our society also needs new (both virtual and
analog) creative, free, reflective, and open spaces inside and outside universi-
ties.

o How do we reshape the triangle of civil society—universities—business? Rela-
tionship dynamics between civil society, universities, politics, and economic
stakeholders are changing. In the context of global societal change, universi-
ties can, and need, to play an active and important role as a “resonance cham-
ber of our society” in reshaping cooperation.'?

e [In what ways can we rethink and test our respective roles? If new forms of
collaboration and co-creation also produce spaces for reflection and freedom
within/between universities and civil society, the roles of stakeholders will
also be re-negotiated. Students as (co-)designers of study programs, or as co-
teachers, will change traditional hierarchies in higher education. Civil society
as “agenda setters” and co-producers for research and teaching will enable
new forms of knowledge and methods in the academic world.

e How can we connect creative-artistic thinking with research and teaching?
Artistic thinking (Bertram, 2018; Kagan, 2011; Stein Greenberg & Kelley,
2021) is emerging and will take over a new significant role in the academic,
societal, and business world. Artistic thinking and artistic research and reflec-
tion will shape knowledge processes and change more dynamically than the
rational world of science. If both art and science and art and social change will
develop into the “Art of Transformation” (Kagan, 2011; Schneidewind, 2019),
new possibilities and potentials we have not been aware of before will arise.

o [n what ways do we develop competencies necessary for transformation? The
necessary competencies we need to transform our society often only become
visible in the spaces between disciplines, between science and civil society,
and between institutions.

"'Witnessing a cruel war of Putin in the Ukraine at the time of writing this paper, “The Art
of Co-Creating” (Walmsley, 2019a) may be of high significance for the future of our planet.
12https://futureuniversities.com presents a business-oriented version of universities as a res-
onance space to society.
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The core of a new university therefore should rather promote transdiscipli-
nary thinking out-of-the-box, systematically encourage learning by mistakes
and experimentation, and use this experience to foster a culture of critical and
productive questioning, promote the development of a learning culture in and
between social organizations, and, last but not least, build the personalities and
identities of future generations and leaders by strengthening social and societal
responsibility and a sense of community.

Initial steps and open questions toward transformational teaching and research
in Universities of the Future has started in many places.'> Beyond national and
international “flagships”, there is an abundance of small “pockets” of innovative
and transformational teaching and research in the universities of the world. Yet, at
the same time, the vast majority of teaching still is based on the traditional one-
way-street. Small innovative “pockets” rarely are connected, so innovation—in a
more traditional way—has to be re-invented over and over again.

To break the wave, an interactive, dynamic, and adaptive market and informa-
tion place—which should consist of an interactive online platform as well as offline
elements—can serve. This marketplace makes it possible to match and further
develop the different actors with their ideas, competencies, questions, searches, and
resources as well as existing projects and results in a dynamic process.

7.9  Systematic Self-Reflection on “Transformation”

Talking about transformation can create the feeling of talking about the same
thing but meaning very different goals (Gopel, 2016).'4 One way to start a target
debate on “transformational literacy” is to share beliefs, concerns, and innovative
ideas between students, teachers, and civil society as an integral part of each uni-
versity program.

This is also where Maja Gopel’s (2016) “tractions of transformation” come
into play:

e Back to economic growth—at the expense of...?
e Inventing a new, sustainable, and safe world, do we, like always, start from a
northern/western hemisphere perspective, or which one?

13 Inspiring examples can be found for the US at http://www.stanford2025.com; for Ger-
many at https://www.leuphana.de/en/university/history.html

14 http://greatmindshift.org/key-concepts/
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e What is the future “eco-system” of universities? What role do they play in it?
e Who are the real “transformers” (students, teachers, university administrators,
politicians, companies...)?

The last question may be an important one for future scenarios. It is clear that
universities and civil society are (supposed to be) connected. Will it be also clear
that the students’ point of view takes a more prominent place?'> Actually, who
belongs to civil society—who do we need to perceive?

Future Universities will need to add social responsibility and experiential wis-
dom to academic knowledge in order to increase their practical and societal rel-
evance. Therefore, Future Universities will be competitive, but also emerge into
collaborative universities in terms of civic relevance and excellence. That is how
Future Universities will contribute to mastering the major future challenges of our
society.
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Building a Creative Ecosystem
of Intentional Serendipity

A Future Skills conversation with Tom Wambeke

Ulf-Daniel Ehlers and Laura Eigbrecht

Abstract

Tom Wambeke (Fig. 8.1) is a United Nations Senior Executive with a focus
on learning innovation and digital transformation, working with cross-func-
tional teams on innovation projects across more than 50 countries. Wam-
beke has been the Chief of Learning Innovation of the Training Centre of the
International Labour Organization (ILO) since 2015, specializing in provid-
ing sustainable learning solutions with the objective to generate impact and
organizational change. Change and transformation are also at the core of this
conversation—discussing how we can learn from, for and in uncertain times.

Ehlers: In recent years, Tom, you were really trying to grasp the future of educa-
tion. As I understand it, you see ITCILO, the International Training Centre of the
ILO, as an engine and a nucleus to develop impulses needed to invent and reinvent
education. Can you tell us more about this organization that you’re working at?
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Fig.8.1 Tom Wambeke

Wambeke: The ILO, the International Labour Organization, is a specialized tri-
partite UN agency with a focus on promoting decent work and advancing the
global social justice agenda. The ITCILO, its training center, is a kind of experi-
mental innovation hub where we focus on sustainable learning solutions, reaching
out to 80,000 people on an annual basis in 42 different areas of expertise which
relate to the recent work agenda in function of social justice.

My role as Chief of Learning Innovation is one that we have created; I didn’t
apply for that specific job. I started it at a time when innovation was about how
we can infuse technology during the early days of technology-enhanced learning
and e-learning. My first assessment of the training center was that we basically
try to transform a training center beyond training. In other words, that we need to
make sure that the world of learning doesn’t become an eternal workshop factory,
where we just replicate the same thing that we have always done. Technology was
initially an excuse to change things.

We also realized that it’s not only about learning technology, but about learn-
ing methodology, about digital media design. How can we innovate across the
entire spectrum that will influence learning? And this is how this department actu-
ally was born, because the 42 areas of expertise replicate exactly what the ILO
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is doing, from international labor standards to social dialogue, social protection,
just transition, gender mainstreaming et cetera. There are about 42 areas of exper-
tise, but what they do not have is expertise in innovation in the field of learning,
and this is where we are providing an answer. After many years, it has become a
cross-cutting strategic driver of the overall strategy of the center—and I have the
privilege to lead this program with my team.

Ehlers: I think it’s quite impressive what you and your team achieved to become
for your entire organization. It is a big achievement to make innovation and learn-
ing such an important issue in your organization. For you, what are the three
words which are describing the future of education?

Wambeke: The future of education in three words—it’s a creative ecosystem of
intentional serendipity.

Ehlers: So, improvisation is probably one thing which you really like, right?

Wambeke: Yes, but not in the way that educational scientists use it some-
times—rather in the way that jazz musicians use it. Their high mastery of skills
to become a top-notch jazz musician took them years to acquire, but it’s only that
kind of mastery of skills which gives you the freedom to improvise. Any jazz
musician will tell you that you can only improvise when you’re fully prepared.
It’s just not like the kind of improvisation where you experiment a little bit in a
classroom.

Ehlers: We want to talk about Future Skills today. Is there any Future Skills
moment or any anecdote that you remember from your life where you think that
this was a moment where Future Skills really mattered, and you really learnt
something?

Wambeke: Future Skills, in the sense of what I understand, with all the disrup-
tion ahead of us, are basically about the question of how I can I survive in the
twenty-first century. I have a background in educational sciences and also in phi-
losophy. I was suddenly wondering: what do I want to do in life? I was very much
into the cultural scene in Belgium, so I decided to follow a master in cultural
management.

At that time, we were setting up festivals—it was the age of what we would
call the experience economy. Festivals were becoming an experience and I
learned many skillsets in that kind of area that, later in my life, have come back to
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me. Because coincidence brought me to become, again, a learning professional. If
I see how I positioned learning in my own professional context, I would see it as
a kind of a learning festival where learning becomes an experience. If I talk about
Future Skills, it’s about the capacity to transfer from one discipline to another, to
come up with innovative and creative ideas.

For me, this is a recurrent pattern in my life and in my professional life. Most
of my ideas, I don’t get from educational experts anymore because I became one
myself, thinking with the same glasses. But if I talk to someone specialized in
beer or wine, in completely different fields, I can try to translate that into my
field. That’s where my personal Future Skills have been quite successful—in the
field of innovation science.

I’ve seen some interesting examples that reconfirmed that. One of the Ameri-
can e-learning gurus, Elliott Masie, asked to his ten thousand followers: what’s
the difference between learning and cooking? And from the thousands of answers
he received, he produced his first book “What’s the difference between learning
and cooking?”. It’s an interesting experiment, asking two different disciplines and
finding out what can they learn from each other. Maybe that’s also a lesson for
the Future Skills discussion. If you look at all the problems that we are facing,
for example, in the world of work, labor migration or informal economy, there is
no topic anymore where there is a unidisciplinary reaction on how to we have to
address it. These problems are all fundamentally interdisciplinary and extremely
complex. For promoting Future Skills, we will have to recreate our profiles of
the way we think about problems. And that is going to be a high urgency point in
how we shape the future of education and learning in general.

Ehlers: What we always say is that problems do not think about disciplines—so
they are always interdisciplinary. A lot of teachers and professors we talk to tend
to say: we are already very good at teaching our curriculum—but what we are
looking for more and more are possibilities for students to develop life skills and
interdisciplinary skills. Or in other words: how can we create intentional seren-
dipity, where you see beyond what is obvious in front of you to discover new
things? In our research on this important concept of Future Skills, we discussed
with partners from industry and people in the labor market in interviews and
Delphi studies and so on, and our partners in the economy and people who are
already in the labor market. We asked them what they think are the most impor-
tant things they would like universities to focus on and to help students develop.
They were naming all kinds of things, but they did not really focus on knowledge,
but a lot on skills. So, while we are mostly focusing on knowledge transmission
in universities, they think the most relevant issues they experience in their work-
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ing and private lives are actually how to deal with unexpected experiences, how to
communicate, how to collaborate across borders. This is why we started to further
develop this concept of Future Skills into a framework to make people understand
them.

“But as the problems we are facing are becoming more and more complex, with
an extremely high level of urgency, we need to become something that 1 would
call human chameleons, having to change colors many times.”

Wambeke: I think it’s extremely important to have a new narrative. We didn’t
invent the need for interdisciplinary thinking, it has kind of become common
sense. As long as knowledge has existed, there probably has always been an inter-
disciplinary element. But there is one thing we need to make sure, looking at all
these different skills frameworks, mostly listing cognitive flexibility, innovation,
creativity as top skills—we need to use new images and create narratives that
also inspire people. Future Skills is a good one already. But as the problems we
are facing are becoming more and more complex, with an extremely high level
of urgency, we need to become something that I would call human chameleons,
having to change colors many times. What I like about this animal are its inde-
pendently mobile eyes, allowing for a 360 degree view—I wish we had a similar
vision to this as humans.

However, there is an element of substance related to these, let’s say, soft
skills—communication, collaboration and so on. Talking about creativity, for
example: there is a whole discipline in creativity, almost like an engineering dis-
cipline. We thus also need to generate substantial knowledge on these disciplines
that will help us become more interdisciplinary, to co-create, collaborate and
communicate. And this is definitely more complex than soft versus hard.

Ehlers: I would agree to that. We see it like a compound in which knowledge, or
the crystallized result of science, always needs some context in which your values
are addressed so that you can start to act. In this view, values are the underly-
ing mechanisms which are guiding your actions. But there is also a third element
of what you’re trained to do: your abilities and experiences—and all these three
things have to come together. Knowledge alone is not enabling you to act—it is
knowledge plus that we need, value-infused and contextual.

Moreover, our understanding is that Future Skills always have to do with a
vision of the future, a narrative. In your job, you probably have a lot to do with
convincing people that learning innovation is an important issue. How do you so
successfully build this narrative around learning innovation?
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Wambeke: One of the first things I learnt was to never use the word innova-
tion or related words such as systems thinking or interdisciplinarity—because this
is the specialist language and might be alienating to others, considering this as
a specialist conversation which is not for them. For creating a narrative, I will
come up with a story—for example about the human chameleon, which is very
adaptive to the changing environment, able to survive the COVID crisis. Because
that could have been the death of our training center, at that time mostly based
on face-to-face training. What you then need is a narrative that focuses on what
we want to achieve, and that is reach more people for making the world a better
place, with innovation tools and mechanisms as something that might be a way
to get there. For me, communication and the art of persuasive storytelling have
become as important as the strategic plan behind it—because you need to move
people. They need to be part of that story, and that’s not the story written by a few
experts. It’s a human kind of collaboration act, and only when they are convinced,
they will come along.

However, as you said, context is extremely important. I work in a global
center—facing the entire world. So, if context is king, then I definitely say that
value is queen, and maybe even more important than king. Different global sys-
tems have different values, with interculturality as only one very specific dimen-
sion. We need to reorganize our diversity wheels in a much more complex and
nuanced way in order to go beyond standard parameters reduced to single cat-
egories such as language, culture, ethnicity. It is so much richer and complex than
that!

And if you have the navigational capacity to work with all these different
parameters on your dashboard, you will also be able to drive a culture of innova-
tion ahead. And that is not an easy thing to do, because the narrative will also
evolve over time. While we often think of innovation as a kind of almost techno-
logical solution, it has actually been more like muddling through, step by step.
But if you do that consequently, you will move forward. Maybe this kind of
long-term thinking has been partly lost in our plans and strategies that barely go
beyond five years.

What is your plan for the next 20 years? That would be an interesting ques-
tion but is rarely asked or answered. That’s why I was surprised about the Agenda
2063: The Africa We Want by the African Union, going even beyond 2060. This
is because the entire long-term thinking skill which we could call foresight or
even strategic foresight is a muscle that needs to be trained and would be one of
my most important Future Skills.
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Eigbrecht: Some things you said really resonated with me—I think because you
create a lot of images: festival of learning, navigation tools, a compass, a chame-
leon. Sometimes we are facing all these challenges and not knowing where to go,
so it’s nice to have some images, maybe even utopian, of where to go and how to
describe what is happening.

However, it’s also important to have some concrete examples of how Future
Skills can actually look like in successful practice. Do you have a story to share
on that?

Wambeke: There’s one website that I would like to share and which I use in
making it very concrete—it is called hubot.org and created by a Dutch foresight
agency. Basically, you take a job test and apply for a job in the future, such as
Artificial Womb Nutritionist or the Organ Designer or Walker Inspector.

To make it very concrete: I live in North Italy, renowned for their mastery of
high-quality products such as fashion or shoes. In the region where I live at, I still
see some people with this kind of artisanal skillsets which are on the brink of
basically disappearing but reflecting generations of knowledge into the quality of
a product.

So, I ask: how could we start to combine these more future-oriented skills
related to technology or ecological thinking and combine it with these old mas-
tery skills of artisanal crafts? So, what if we combine two different skills into
something new? Could that create a new future where we will be more innova-
tive, more creative, rather than have these things disappear? If we have this kind
of combinational skill set, we might revive and retrieve some of these things from
the past to come up with more efficient and eco-friendly technologies, new value
chains that create circular sustainable economies instead of thinking about uto-
pian or rather dystopian science fiction scenarios where the machine will replace
us. This might also influence how we organize the global economy. Recently, pro-
duction lines have been moved back from China to Germany by Adidas, where
factories will be locally producing shoes with robots instead of humans based on
the final market needs. Let’s not make this a utopian technological story, but let’s
see what other values emerge and how we can combine this with skill sets that
are already here. Let’s again make it a multidimensional question which is much
more interesting than separating all the different elements.

Eigbrecht: I also wonder, when we talk about Future Skills, we often talk about
individuals. But, as we see, all the challenges that we need Future Skills for are
collective, basically shared by everybody on this planet. So how can we make
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Future Skills learning not a pressure on individuals, but a shared social experi-
ence?

Wambeke: It’s for an important reason that collaboration or co-creation is also
seen as one of these future trends out there, at any level. For example, at work—
looking at the team I am leading right now, I don’t see any project managers—
they’re all working in mixed teams on different projects that change all the time.
The challenges they face are not only technical problems, but also how we col-
laborate in teams towards a shared goal which requires different skill sets.

We shouldn’t wait for people to learn this at work. Project-based learning, for
example, is already conceptualized accordingly as an educational experience in
which you will only find a solution if you undergo a group working process with
assessment through systems of peer feedback within your own group. There are
many other approaches, but they are still seen as the innovative way of learning
while the majority of universities still lag behind, broadcasting knowledge. We
need to make these approaches more common, starting from kindergarten towards
university so that it becomes normal that a solution is not provided by an expert,
but we are confronted with a challenge we cannot handle on our own—we will
then tap into collective intelligence.

It’s more of a mindset that we need to cultivate across the entire generation, a
way of thinking—and this aspect will be important in organizing learning in the
future. This is not something new but a recurring pattern, but if we don’t keep
on emphasizing it, we might lose it again—such as with the risk to go back to
exactly how things were pre-COVID. So, after being exposed to many different
experiences, also failures, it is important to ask: what is the next step? Where can
we learn more?

Ehlers: One issue which we always come across in these conversations is that
of putting it into practice. You already mentioned that you think that the educa-
tion process needs chunks of knowledge, wisdom and values, but also peer feed-
back and Problem-Based Learning environments. You're constantly designing and
thinking about training opportunities. How do you proceed?

“What I say is: it’s not really about the headsets, it’s more about the mindsets.”

Wambeke: In university, I was still shaped in a more linear vision, not of how I
see the world, but of how we do things, taking different steps, one after the other.
Applying this to the field of educational science would be an instructional cycle
from analysis towards evaluation. Today, I would probably get stuck in the first
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phase, in a kind of analysis paralysis. We probably need to have a more non-
linear look at things, starting much faster, including feedback loops and reitera-
tions, until things become clearer. We also need to have the courage to take a step
back to do some piloting and reorganizing. However, this is often difficult to do
in an organizational context asking for clear results and steps. So, what we are
talking about is a kind of navigational capacity: how can I bring in some more
complexity-oriented tools and approaches on my path towards success? It is a big
challenge, and this is why I said my innovation journey was basically muddling
through, but always towards a larger goal. I haven’t gotten lost on my way mud-
dling through. However, tools, approaches and mindsets need to be adapted in
the whole educational sector. What I say is: it’s not really about the headsets, it’s
more about the mindsets.

Ehlers: The way we would like to see our education processes in a seminar with
our students or a lecture or a project is a very sophisticated and avant-garde vision
very close to yours, bringing in complexity and making people understand that
mindset matters. They need to develop questions and inspirations and creative
solutions. But this is kind of a cultural break, because students are socialized in
a totally different way, being agents in the process of answering safe questions.
Now we come in, with our ambition to create complex learning scenarios in
which we only want to deal with problems and questions which do not have any
answers but plausibility, feedback, debates. So, there is a clash of learning phi-
losophies, cultures and socializations—what is your approach of how to deal with
this?

Wambeke: Of course, there are different takes, and maybe I will be answering a
different question now. I started to be somewhat afraid of a challenge that I would
call info-tension. Looking at mass information overloads and what I would call
weapons of mass distraction, meaning social media, it’s like our focus has been
stolen. And the educational learning market has almost become a fast-food circus
where bite-sized learning is served just in time. This sounds sexy and understand-
able and a perfect solution when I don’t have a lot of time and I'm overwhelmed
with everything—but let’s step back.

And here again, my local environment comes in—I live in a slow-food region.
And what if we applied the slow-food movement to other contexts? There’s
already travel, but what about slow-learning? What if we start to focus again? You
can find this kind of Manifesto for Slow Thinking online—I think it says let’s
focus on questions rather than on answers, let’s move into observation rather than
immediate evaluation or judgment, let’s focus on change of perspective instead of
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your point of view. It actually is a nice narrative that fits extremely well with the
methodologies that [ would like to use.

My approach is part of a larger vision on how I see change and behavioral
change and learning, but I need to tell people about the bigger picture behind it—
and this is what we are often lacking, focusing on short-term solutions. Once you
have a vision, you have an overall purpose—but how do you translate that vision
into practical instruments, making people go with the flow?

This is one of the problems that I see with some of the tools that are hyped
now, including Design Thinking: you need extremely talented, skilled facilita-
tors that really understand the entire process of conducting such an exercise. If
this person does not have the skill set to pave the way ahead for students, they’re
going to get stuck, bored and confused very fast. We saw this happen when one
university introduced systems thinking as a topic, but in the wrong way, with stu-
dents complaining that they felt completely lost. And this was because there was
not a sound methodological process with tools, approaches and well-trained peo-
ple. This of course changes your role: you're not the sage on stage anymore, but
the guide at the side, and this requires a different kind of expertise. However, you
cannot just learn that in a workshop, but it’s a process of experience, retesting and
learning from it.

“You’re not the sage on stage anymore, but the guide at the side, and this requires
a different kind of expertise.”

Eigbrecht: You supposedly just gave the answer to my next question. In the
beginning you said that your future vision of education was an ecosystem of
intentional serendipity. If we want to create deep learning opportunities for stu-
dents and also more moments of unintentional learning opportunities—how can
we do that?

Wambeke: Ultimately, it’s making people aware that every second is a potential
learning opportunity, even if they are not aware of it—having this conversation
is already a learning opportunity. I always thought one of Einstein’s quotes was
quite interesting: I have no special talent. I am only passionately curious. For me,
this would be the only kind of attitude that I would like to ask of anyone who’s
with me on a learning journey which is not locked up into a classroom. Because
talking about informal learning or serendipity, it’s always the stereotyped conver-
sation at the coffee table that we go back to. In Italy, we drink a lot of coffee—a
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lot of potential serendipity out there. But how can we make sure that our entire
environment, including the coffee bar, becomes a space and time where we learn
from the dialogue and become conscious of it? We probably need to transform
and translate a lot of different elements from it, and this might be the only pos-
sibility to give a new shape to the definition of lifelong learning: almost every
single second until you die could be a potential learning opportunity. This should
also be translated for different targets audiences, so that being confronted with a
YouTube instructional video could make you see to something new through a new
kind of glasses. This for me would be a way to create intentional serendipity, but
again—not in a linear fashion, because then we would make the same mistakes
again. Before, you need to create an open space for these kinds of ideas to come
up and not lock them up in specific fields such as technology or governance.

Maybe we could learn from new technologies here. Currently, the debates on
new technology are completely dominated by artificial intelligence, blockchain,
et cetera, but why don’t we dive deeper again? What if you look at the underly-
ing structure of a phenomenon of blockchain? It is the first decentralized network
that could create a completely new model of how we currently learn. I would like
to see these kinds of narratives and not just the technological engineering discus-
sions around them. And this might create a fascinating future where educational
institutions might not be institutions anymore, but networks of learning with
space for slow thinking and slow learning.

“Almost every single second until you die could be a potential learning opportu-

nity.”

Ehlers: So, you have guided us to the future of learning. I always like to think
ten years back, where I was and how things were then, and ten years ahead as a
thought experiment. So, if you think ten years ahead—will we still be discussing
the future of learning in the same way, or will the future of learning need a differ-
ent discussion?

Wambeke: This is a very difficult question, and sometimes I see people try to
answer it with easy answers, such as that the future of learning is going to be
the metaverse. With this kind of attitude, I think it will almost become the meta-
perverse, in one way or another. However, the underlying discussion here is on
how we can make learning more immersive and get an experience that was not
possible ten years ago. You can get a first glimpse of that when diving into my
VR experiments, but it needs to go one step further and really make people have
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a completely different discussion about it. And that’s where we are going to be
confronted with our limitations. Today, we are certainly confronted with techno-
logical limitations, but there are still a lot of other limitations, such as the lack
of connection with neuroscience specifically in the field of learning. I find that
somewhat hilarious—that’s the instrument that we basically use to learn, but the
knowledge on it is in these extremely specialized fields and not a lot of people
have the capacity to translate it into how to make it work in order to change the
future of learning. For me, this would be a take on how to give a different twist
to how we think about the future of learning. Secondly, as the world is becoming
more diverse, we should also think about how to make future learning as inclu-
sive as possible, with a lot of people now feeling a little bit left behind, either
because of speed or access. Here again, the discussion needs to be radically dif-
ferent, with everything reduced to an accessibility discussion, whether it’s infra-
structure, technology, literacy. We need to have the courage to connect inclusion
to innovation in order to come up with radically different solutions. Again, it will
be less about headsets and more about mindsets.

And last but not least—I think this should not be only the discussion of edu-
cational specialists and stakeholders. It should become a societal type of discus-
sion with a co-creation approach—such as with the UN Sustainable Development
Goals. There is a difference here to the Millennium Development Goals where
the discussion was rather expert-driven. The Sustainable Development Goals had
a different approach, asking: what is the world we want? Having an entire popu-
lation or at least an important part of that population think about the same ques-
tion—that would be the greatest way to think about the future of education. We
would probably see different narratives, because we as education specialists are
also locked up in our own narratives—and I would also like to see different ques-
tions being addressed.

“We need to have the courage to connect inclusion to innovation in order to come
up with radically different solutions.”

Prof. Dr. phil. habil. Ulf-Daniel Ehlers is an internationally renowned Professor for Edu-
cational Management and Lifelong Learning at the Baden-Wuerttemberg Cooperative State
University (DHBW) Karlsruhe which he headed as Vice-President between 2011 and 2017.

Laura Eigbrecht is principle investigator, teacher and doctoral student at the Baden-
Wauerttemberg Cooperative State University (DHBW) Karlsruhe and holds degrees in Euro-
pean Media and Culture and Media Pedagogy.
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UNESCO International Institute for Higher Education in Latin America and the
Caribbean (UNESCO IESALC) during 2021, which was completed by almost
1,200 respondents in nearly 100 countries. This theory of change identifies the
main skills that will be needed in the future, the accelerators that will facilitate
the adoption of these skills, and the ways in which these skills and accelerators
might lead to transformation at individual, institutional, and societal levels.

9.1 Introduction

Higher education has a critical role in equipping students for future paths. How-
ever, these paths are simultaneously being shaped by major global challenges and
are unpredictable, causing ongoing concern. Calls to transform and reimagine
all levels of education have only increased as the urgency around the impend-
ing environmental catastrophe collides with the persisting inequalities being put
under the spotlight by new global crises (UNESCO, 2021). In this context, higher
education institutions ‘must impart knowledge, competencies and skills which
will enable their graduates to function effectively in our rapidly changing society
and world’ (Jelinek & Fomerand, 2013).

Thinking about the future enables the generation of policies, strategies,
and plans for the current time that can also lead to creating better and plau-
sible future scenarios (Dator, 2009; Inayatullah, 2008, 2022). This offers the
opportunity to individuals to be able to decide on possible future paths (Facer
& Sandford, 2010). Yet, the realm of education, which has as a main objective
to better prepare individuals for the future, is sometimes far from considering
how these desirable futures could be achieved. This problem is often exacer-
bated by visions generated from other parts of the world, making it important
to review future higher education scenarios that can create the conditions for
paradigm shifts towards new, more desirable, and more locally relevant futures
(Makoe, 2022).

This chapter proposes a new theory of change that supports efforts to iden-
tify the skills needed by future generations of students in higher education. It
extends the conceptualization to focus on how, through higher education, these
skills could shape and refine people and societies, facilitating the identification
of solutions to address obstacles to progress and guiding the selection of the opti-
mal strategy to reach the desired change (UNDAF, 2017). The theory of change
was developed from the findings of a global public consultation on the futures
of higher education organized by the UNESCO International Institute for Higher
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Education in Latin America and the Caribbean (UNESCO IESALC) during 2021.
Using an inductive approach, data from almost 1,200 respondents in nearly 100
countries was analyzed to generate a theory of change that identifies the main
skills that will be needed in the future, the accelerators (outputs) that will facili-
tate or increase the adoption of these skills, and the goals (outcomes) for which
these skills and accelerators might lead to transformation at individual, institu-
tional, and societal levels.

Before introducing the theory of change, the chapter provides background on
UNESCO’s major initiative on the futures of education within which UNESCO
IESALC conducted its work on the futures of higher education. The visions of
higher education to a 2050 horizon emerging from the public consultation are
presented and then connected methodologically to the identification of the future
skills, accelerators and goals that inform the theory of change.

9.2 The Futures of Education

UNESCO’s major global initiative on the futures of education aimed to ‘reim-
agine how knowledge and learning can shape the future of humanity and the
planet’ (UNESCO IESALC, 2021a, p. 5).! Begun in 2019, the initiative engaged
around one million people around the world in looking ahead to a 2050 horizon,
recognizing that there should not be a single vision of the future (hence the use
of ‘futures’ in the plural). The project centered on the transformative power of
education to support better futures for all, building on UNESCO’s track record
of rethinking the role of education in periods of societal change (Delors, 1996;
UNESCO, 1972, 2021).

As the only specialized institute of the United Nations system with a mis-
sion to contribute to the improvement of higher education, UNESCO IESALC
initiated a project on the futures of higher education within the framework of
this UNESCO global initiative. The project had three phases enabling rigorous
engagement with a range of different stakeholders in the context of higher educa-
tion. Overall, the project ran from November 2020 to May 2022.

In Phase I, an expert consultation, 25 global higher education experts were
selected from all world regions. The selection of experts was based on their expe-
rience in teaching, research, and/or enacting higher education, with considera-
tions of regional and gender balance taken into account. Experts representing a

Uhttps://en.unesco.org/futuresofeducation/
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range of knowledge traditions were invited to join the process.> Through this pro-
cess, the experts shared their understanding of the concept, goals, and functions
of higher education to propose opportunities and challenges that higher educa-
tion can resolve looking into 2050. This phase culminated in the report Thinking
Higher and Beyond: Perspectives on the futures of higher education to 2050
(UNESCO IESALC, 2021b), which was published in May 2021.

During Phase II, a public consultation, almost 1,200 responses from nearly
100 countries were collected through an online survey tool. The survey was open
to everyone and disseminated across all world regions.? Participants ranged in
age from under 15 to over 60 with 57% identifying as female, 42% as male and
1% as nonbinary. Just over half of the respondents (55%) reported their location
as being in Latin America and the Caribbean, 26% were in Asia and the Pacific,
13% in Europe and North America, 4% in Africa and 1% in the Arab states
(based on UNESCO world regions). While the survey was open to all members
of the public, 84% of respondents had some connection to the higher educa-
tion sector, whether as teachers, students, or staff. The survey was available in
English, French, Portuguese, and Spanish; respondents were also able to submit
their responses in Chinese. The public consultation demonstrated a wide range of
views and ideas on the role of higher education and the role of higher education
in societal development. This phase led to the report Pathways to 2050: Find-
ings from a public consultation on the futures of higher education (UNESCO
IESALC, 2021a), which was published in November 2021.

Phase III of the project was a youth consultation. The aim of this phase was
to raise the voices from the generations who will be the future beneficiaries and
shapers of higher education. The consultation took place in two parts, the first
being an online Global Youth Forum hosted in December 2021 and the second
being in-person Regional Youth Workshops held in China and Venezuela in April
and May 2022. Participants in the Global Youth Forum were selected through
national networks convened by UNESCO’s Associated Schools Network; the
youth participants in China and Venezuela are students in local high schools in
Shenzhen and Caracas, cities where UNESCO offices are based.

2A list of experts and further details about the expert consultation can be found at https://
www.iesalc.unesco.org/en/futures-of-higher-education/expert-consultation/.

3 Additional information about the methodology can be found in UNESCO IESALC
(2021b).
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This chapter draws from data from phase II, the public consultation. The find-
ings presented in this chapter focus on the public’s responses to the higher educa-
tion-specific questions in the consultation, highlighted in bold:

1. When you think about 2050, what are you most hopeful about?

2. When you think about 2050, what are you most concerned about?

3. How would you like higher education to be in 2050?

4. How could higher education contribute to better futures for all in 2050?

The logic of the consultation questions was to support respondents to reflect on
the futures of higher education through linking higher education to broader soci-
etal shifts, challenges, and opportunities. These two questions encouraged people
to extend their thinking on the role of higher education in reaching or addressing
their hopes and concerns.

9.3  Higher Education in 2050 and Beyond

UNESCO IESALC’s public consultation on the futures of higher education led
to the development of a holistic conception of pathways to 2050 and beyond
(see Fig. 9.1). From the general hopes and concerns for the futures as well as
the futures of higher education specifically, four interconnected pathways were
identified. These form the foundation for our futures, each pathway representing
a root from which we can grow. In quality of life (pathway one) there are healthy
humans living well and, due to social change (pathway two), we live in a socially
just society. Through care of theenvironment(pathway three), we inhabit a
flourishing planet that is better cared for; the advanced development of technol-
ogy (pathway four) supports these harmonious relations with the self, others, and
nature.

Nourished by these roots, higher education in the future has a number of
branches. Opening access to higher education and striving for greater equity were
key messages from respondents and discussed under the theme of higher edu-
cation for all. Respondents’ suggestions focused on student-centered future
learning processes, emphasizing quality, student choice, skills, and values.
The organization of knowledge for teacher development, what is taught, and
the place for research and innovation were also reflected in respondents’ ideas.
Respondents also envisioned higher education in 2050 as being much more inte-
grated than today and connected at multiple levels with society, with the planet,
within and across borders.
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Fig. 9.1 Pathways to 2050 and beyond (UNESCO IESALC, 2021a, p. 39)

9.4

Connecting Higher Education in 2050 to Future
Skills

The findings of the phase II public consultation and the phase I expert consulta-

tion were brought together in a joint vision for the futures of higher education
(Fig. 9.2). This shows that higher education should be accessible to all, with
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Fig. 9.2 Vision of the futures of higher education based on the expert and public consulta-
tions (UNESCO IESALC)

students at the very heart of everything higher education does and is for. This
student-centeredness is surrounded by well-trained teachers and researchers,
and flexible teaching and learning modalities. It is nurtured by intercultural and
epistemic diversity, takes active and innovative responsibility for our common
humanity, promotes wellbeing and sustainability, and is connected at multiple
levels. This common humanity recognizes that existence and wellbeing are col-
lective, and therefore that our destiny as humans is shared.

Given the importance of student-centered focus in the consultations, and tak-
ing into consideration one of higher education’s main goals in training/forming
students, this became the starting point for the inductive analysis of skills con-
ducted for this chapter. In total, the public consultation received valid responses
from 1,199 participants, each of whom provided free text input for the consulta-
tion’s four questions:
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Fig. 9.3 Future skills and beyond: Theory of change (UNESCO IESALC)

1. When you think about 2050, what are you most hopeful about?

2. When you think about 2050, what are you most concerned about?

3. How would you like higher education to be in 2050?

4. How could higher education contribute to better futures for all in 2050?

Before reaching these questions, the following explanation was provided to
respondents:

Higher education will shape the future of humanity and the planet. Regardless
of where you live and work, or whether you have experienced higher education,
you have the right to voice your opinion on the futures of higher education.

By higher education, we mean all types of study programs and courses of
study at post-secondary level. Higher education can take place in universities,
colleges, academies, conservatories, and specialized institutes. We invite every-
one to join UNESCO IESALC in exploring the futures of higher education.

This public consultation is linked to UNESCO’s Futures of Education, a
global initiative to reimagine how knowledge and learning can shape the future
of humanity and the planet.

From the total number of responses, 1,025 entries had a link to the student-
centered pathway, meaning that participants referred to the importance of student-
centered higher education in their answer. These entries were extracted from the
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dataset,* with a total of 445 entries identified in response to question 3 (as listed
above) and 580 in response to question 4. The entries were manually coded by
two people working independently, with the project coordinator reviewing the
entire coding operation. This improved reliability and reduced duplication/repeti-
tion of codes.

The coding process was conducted in two parts. The first was descriptive
and focused on identifying what respondents stated about the skills needed for
the future, i.e., the specific skills or competencies that were mentioned. The sec-
ond part was interpretive and examined the implied impact/significance of these
responses, i.e., for what purpose these skills could be used/deployed to contribute
to better futures for all. In total, 2,327 codes were generated. These were sub-
sequently grouped according to commonalities as indicated by the participants
and based on previous definitional work by UNESCO IBE (2013) and UNICEF
(2022). From the descriptive codes, a total of 31 skill categories were identified
and classified according to their frequency of occurrence (see Fig. 9.4 in next sec-
tion). These were then grouped according to the major categories of skills and
accelerators identified for the analysis.

The interpretive codes were also grouped to form the goals categories. The fol-
lowing section presents the findings in the form of a theory of change.

9.5  Future Skills and Beyond: A New Theory of
Change

The UNESCO IESALC public consultation had a forward-thinking character that
emphasized positive change. As a result, participants referred to promising and
bright futures based on their view of the futures of higher education. It was in
this context that respondents mentioned various skills, competencies, capabilities,
and qualities that would be necessary to improve performance: in everyday life,
at work, to impact society positively, to combat climate change, and for human or
economic development.

A theory of change is an approach that explains how a given intervention or
series of interventions is/are expected to result in a specified change in develop-
ment. It frequently uses a causal analysis based on available evidence (UNDAF,

4The full dataset from the public consultation is available open access at https://www.
iesalc.unesco.org/en/futures-of-higher-education/public-consultation/.
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2017). The application of this framework facilitates the identification of obsta-
cles to progress. It guides the selection of an optimal strategy to offer solutions to
address the problem effectively. It can also identify the risks that could prohibit
the achievement of the desired change.

The theory of change (Fig.9.3) derived from this analysis connects these
groups of skills to a smaller number of accelerators, and from there to a series
of goals. From the public consultation, future skills can be defined as groups
of attributes and/or abilities that can support students towards better futures and
which can be developed while participating in higher education. Future skills
include attitudes and values, pluralism and transversality, professional and tech-
nological, local and global citizenship, and innovation and foresight. In this idea
of obtaining attributes and/or abilities for those futures, participants stressed the
role of higher education in developing, enhancing, promoting, strengthening, and
sharpening the ability to think critically, solve problems, and apply knowledge.

These three areas of skills — critical thinking, problem solving, and application
of knowledge — are presented as accelerators in the theory of change, meaning
that they are tangible outputs, or results. They are produced from the participa-
tion of the higher education experience and play a fundamental role in enabling
the movement from delivering the skills to achieving outcomes. The addition of
the accelerators as a mediator between skills and goals highlights the unique roles
that higher education can play in enabling people to achieve positive personal
and societal objectives (outcomes). While the future skills could be developed in
other sectors beyond education, and the goals could similarly be achieved in other
ways, the unique factor connecting them together is higher education. More spe-
cifically, the accelerators are areas that students should expect to develop and/or
master as a result of participating in higher education.

Coupling together the skills and accelerators leads to the different goals that
could be achieved through higher education and beyond. The goals expressed by
survey respondents are: societal impact, quality of life, environmental sustainabil-
ity, peace and human rights, and economic development. They are a good reflec-
tion of the ways that people tend to think about the future(s). People may not
know precisely what they are aiming for or how they might achieve it, but they
have certain desires or ambitions which are typically stated in broad and/or high-
level terms.

Although the theory of change puts forward all factors as equally important,
some were selected by respondents more often than others (see Fig. 9.4). This
visualization helps to understand the relative prioritization of the elements within
the theory of change when examining the responses as a whole. The order in
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Fig. 9.4 Frequency of elements in the theory of change (UNESCO IESALC)

which the categorized factors appear in the theory of change also reflects this pri-
oritization, with the categories that were mentioned most higher in the list.

Figure 9.4 shows graphically how the theory of change is adjusted accord-
ing to the relevance (number of mentions) that participants gave in their answers
when referring to the competencies they felt are needed in the different path-
ways towards 2050. Values, job-specific skills, the ability to think diversely or
pluralistically, and soft skills are among the future skills most mentioned by
respondents, among others that together account for 72% of the mentions when
participants refer to the skills of the future. The skills that are developed and/
or mastered as a result of participation in higher education (the accelerators)
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account for 15% of total mentions. Finally, looking ahead, participants gave rel-
evance to future purposes (the goals) such as quality of life, societal impact, envi-
ronmental sustainability, and others that together total 13% of the mentions.

The following sub-sections walk through each of the three parts of the theory
of change, providing further detail about each area and showcasing through direct
quotes from respondents (translated by the research team into English as appli-
cable) the ways in which these categories were derived. In this way, the evidence
for the theory of change that has been developed derives both from the quantita-
tive data on frequency of elements as well as qualitative data from the free text
responses of survey participants.

9.5.1 Future Skills

9.5.1.1 Attitudes and Values

In the public consultation, the futures look inclusive, more equitable, and cul-
turally diverse. In this regard, a striking finding was the emphasis placed by
respondents on attitudes and values, the sets of skills and attributes that are less
tangible and measurable. These were the most frequently mentioned of all the dif-
ferent types of skills (28% of the total). In this category are future-oriented soft
skills, with soft skills defined as a ‘set of intangible personal qualities, traits,
attributes, habits and attitudes that can be used in many different types of jobs’
(UNESCO IBE, 2013, p. 53). In respondents’ words, this included attributes such
as communication, empathy, flexibility, and teamwork.

“Investigating problems in depth with a realistic and ethical sense and preparing
students for their reflective possibilities, for the exercise of solidarity and respect
as citizens, and for the possibility of generating multi-diverse and solid education.”
(age >60, female, Argentina)

Respondents emphasized personal qualities such as self-management, ability to
communicate assertively, to work in a team, authenticity, and sharing beliefs.
Attributes included future vision, curiosity, solidarity, listening to multiple knowl-
edge and people, ancestral wisdom for the regional and global development of
the community, non-discrimination, learning to understand the diversity of the
world and appreciate diversity, design strategies for the future; and habits such as
respect for human rights, commitment to nature, plural thinking, tolerance, capac-
ity for nondiscrimination, environmental and social awareness, understanding
how to live with others and with nature, learn how to care.
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Values, which in the theory of change are attributes that fit within future
skills, are ‘culturally defined principles and core beliefs shared by individuals
and groups that guide and motivate attitudes, choices and behavior, and serve as
broad guidelines for social life’ (UNESCO IBE, 2013, p. 60). In the consultation,
respondents discussed ethics, honesty, integrity, justice, sensitivity to the needs
of others and so on, and the importance of these in improving relationships with
people and human living conditions.

“Education based on values should be weighed more than education based on skills
or knowledge. Let humans be humans, not just tools.” (age 31-45, male, China)

9.5.1.2 Pluralism and Transversality

The second most frequent category of skills are those relating to pluralism and
transversality (19% of the total mentions). Three main skillsets inform this cat-
egory: diversity, interdisciplinarity, and creativity.

As a skill, participants discussed respect for diversity as an interpersonal
skill that ‘goes beyond tolerance and understanding to actively acknowledge and
promote the equal worth of peoples without condescension’ (UNICEF, 2022).
Respondents mentioned the need to be more compassionate, tolerant, supportive,
committed to others, to the community, to humanity and the environment and to
reduce extremism and violence, while others highlighted the importance of values
to democratize knowledge for the common good.

When respondents think about futures, they emphasized skills that generate an
understanding of themes and ideas that cut across disciplines and the connections
with different disciplines and their relationship to the world. These were termed
by participants as interdisciplinarity, multidisciplinary, transdisciplinary, transver-
sal, diversified or integral skills.

“Working together on multidisciplinary solutions to global challenges” (age 40—60,
female, Vietnam)

“Embracing inter-and transdisciplinarity from the undergraduate level to address
the complex challenges of our realities and maximizing diversity among its students
and academics” (age 31-45, female, Chile)

Creativity is seen by respondents as an essential future skill to respond adaptively
to the needs for new approaches and new products using imagination and vision,
and thinking every day about how to act collaboratively with a social focus across
different fields and with diverse applications.

“Help students increase their creativity and develop new technologies” (age 16-30,
male, China)
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9.5.1.3 Professional and Technological Skills

Most of the responses in this skill group (17% of total responses) referred to
skills that are typically connected to professions and jobs. Those who related their
response to the importance of skills training for entering the labor market stated
the importance of higher education in generating the capacity to meet industry
and market needs.

“The university must be the real vector of access to employment for graduates” (age
46-60, male, Angola)

Skills in science, technology, engineering and math (STEM) are another group of
skills that respondents associated with basic sciences, science understanding, and
the technological know-how required for the future.

“To develop technical and technological capabilities of individuals” (age 3145,
male, Ecuador)

Respondents defined digital skills as a range of abilities for e-learning, the use of
digital devices, communication applications and social networks, in general with
the purpose of greater access to digital information.

[Higher education contributes to better futures for all] “By developing digital skills
and knowledge” (age 46—60, male, Senegal)

“Equal education opportunities, as well as adaptive learning and technology use,
and digital literacy improvement” (age 46—60, male, China)

As well as digital literacy, participants also mentioned the importance of financial
literacy and how the business world works. Respondents emphasized the impor-
tance of skills not only from a labor perspective (productivity-related) but also as
instruments that enables people to progress (in the various ways that ‘progress’
can be defined) in employment. In addition to developing skills for work, par-
ticipants also highlighted the importance of this for resolving everyday problems
related to the common good and humanity.

“Educating people who can then start a career in a related research field and
develop the necessary tools we need for our future as humanity” (age 31-45,
female, Switzerland).
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9.5.1.4 Local and Global Citizenship

Participants referred to a range of skills that could help generate strong links
with society, support global citizenship, and increase collaboration (16% of total
mentions). Many respondents took an outlook that combined both the local and
global, skills to support people to be more conscious about local places or com-
munities while maintaining a global vision and looking for synergies among
them. This included the capacity to learn from the knowledge of the people
around you, the ability to understand multiple contexts and realities by addressing
the local context, without missing regional and global contexts and the ability to
generating synergies among them.

“Forming citizens able to take responsibility locally, nationally, regionally and glob-
ally with deep spiritual commitment and strong moral values” (age >60, female,
Canada).

Respondents also mentioned global citizenship as a skill integrated into the
futures, referring to the importance of being a world citizen with civic values and
developing international, intercultural, and global competencies for sustainable
futures.

“By developing skills for life (not just professional ones) and skills for responsible
citizenship (including fighting against climate change)” (age 3445, female, Roma-
nia)

In the futures, the ability to collaborate and be more inclusive was also men-
tioned, as was the possibility of appreciating the cultural characteristics of each
individual. Understanding how to reduce bias towards gender and race were noted
as relevant for the common good.

“Educating learners to become leaders of change, educating them on colonial
pasts, giving them the skills required to tackle issues, such as climate change, and
to become inclusive and respectful of others, no matter their background/origin/etc.”
(age 16-30, female, France)

9.5.1.5 Innovation and Foresight

The final group of skills covers research, innovation, practical, analytical, adap-
tive, and foresight skills (15% of total mentions). Respondents mentioned that
research and innovation skills can contribute to the overall capability of achieving
general job tasks. Research skills were also related to producing new knowledge,
transfer knowledge, or research thinking and innovation skills connected to the
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ability to turn knowledge into creating new things, with an entrepreneurial mind-
set and social impact.

Participants in the public consultation refer to practical skills. This group of
skills relate to the ability to apply knowledge that has been acquired, not only
for employment goals but also for life. This element differentiates practical skills
from other types of skills. Respondents also emphasize the importance of acquir-
ing these skills and developing the capacity to transmit and impart knowledge.

“Continue to provide for the needs to individuals and the economy through an
accessible system and teaching relevant skills” (age 31-45, male, Singapore)

Analytical skills mentioned by respondents referred to cognitive development and
applying knowledge by contributing to scientific, social, economic, and cultural
development, without forgetting the ethical component.

“Developing cognitive skills with an ethical backbone” (age 4660, male, United
States of America)

Autonomy is also one of the skills mentioned by respondents, referred to as the
ability to manage, regulate, and apply one’s learning. Autonomy empowers stu-
dents to take ownership of their own knowledge and make decisions based on val-
ues, respect, humility, and enrichment.

“Human skills development approach and self-management skills” (age 46—60,
female, Colombia)

The ability to adapt to change was also mentioned to integrate a society that
benefits itself as changes occur and the capacity to use acquired knowledge to
develop different connections at various levels in such a way that we can antici-
pate changes for the future.

“Emphasis more on cultivating ability or skills needed in future rather than the form
of thesis” (age 16-30, female, China)

9.5.2 Accelerators

The three areas of skills categorized as accelerators are, in order of their prioriti-
zation by respondents, critical thinking, problem solving, and the application of
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knowledge. While some participants referred to this specific group as skills for
the future, others emphasized the importance of higher education in accelerating
these skills during the higher education experience.

“I would like higher education to remain a place of emancipation, of critical debate,
of academic freedom” (age 31-45, female, France)
“Tailored to develop critical and innovative thinking” (age 31-45, male, Spain)

For critical thinking, respondents highlighted the importance of thinking for
themselves critically without yielding to peer pressure or believing what others
say, holding their reflection for a common future.

“Better understanding of our world, be more critical citizens and be willing to chal-
lenge the status quo in a meaningful way” (age 40—60, prefer not to mention gender,

Canada)
“A well-educated population makes better decisions and votes with critical thinking
for the long term.” (age 16-30, male, Spain)

According to respondents, problem solving is another relevant skill required to
tackle issues and orient people to act on global problems with commitment; being
resourceful to solve global issues to offer solutions for society and humanity with
the knowledge gained.

“It [problem solving] can increase the knowledge and skills of young people and
make them instrumental in resolving issues of climate change, poverty and unem-
ployment” (age 40-60, female, Pakistan)

“[Higher education should] have close connections with industry and motivate stu-
dents to engage in real-life problem solving” (age 34—45, male, China)

For respondents, the application of knowledge refers to the ability to provide
diverse knowledge, academic or technological, in any field for the common good
to improve the quality of life. This also includes competence, defined as ‘the abil-
ity to apply learning outcomes adequately in a defined context” (UNESCO IBE,
2013, p. 12). These are not limited to the use of theory/concepts and can also
include technical skills, interpersonal attributes, and ethical values.

“I would like to change the vertical model, where the teacher is the source of knowl-
edge and cedes it to the student and adopt a model where the student explores and
empowers his or her capacity to acquire, produce and apply knowledge” (age
31-45, male, Argentina)
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“Higher education must above all train students to think for themselves, to be aware
of diversity, to be able and willing to engage in dialogue across cultures and iden-
tities, and to be able to apply their knowledge/learning (in whatever field) for the
common good” (Prefer not to mention age/gender, Canada)

9.5.3 Goals

The nature of research on the futures of education of UNESCO lies in how
‘knowledge and learning can shape the future of humanity and the planet’ (UNE-
SCO, 2021, p. 2). From this forward-looking perspective, respondents comment
on their contribution on how the skills and accelerators mentioned can shape the
future to impact society. The skills, capabilities, and attributes will help to, in
order of relevance: improve quality of life, improve environmental sustainability,
preserve peace, and ensure human rights and economic development.

9.5.3.1 Societal Impact

Participants recognize that the purpose of higher education extends beyond
national borders and serves both global and local societies. Through ideas and
knowledge born in classrooms, students are expected to positively impact their
surroundings. This impact is realized by putting into action students’ technologi-
cal skills, their consciousness, and abilities to incorporate values in their system
of viewing the world, and awareness of environmental threats. Particularly, fur-
ther advancements in knowledge can contribute to human’s everyday life.

“Through the sophistication of knowledge and the inclusion of subjects that encour-
age and generate greater social and environmental awareness across all degree
courses. Changing the purpose of studying from monetarist to social, community
and environmental” (age 31-45, male, Spain)

Higher education is expected to nurture and help students grow into mindful,
confident, and holistic individuals. In this sense, students strengthen their agency
while obtaining their higher education qualification. Higher education institutions
contribute to the shaping of the citizen of the future by helping them understand
and know themselves better. In this sense, skills, as highlighted by the respond-
ents contribute to responsible citizenship.

“I hope the higher education can be a real garden of spirits, enhancing people’s
comprehensive abilities and letting them know themselves better” (age 31-45,
female, China)
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Understanding the human dimension in its broadest sense is an important element
of a better life. Higher education can play a critical role in preparing students for
life.

“Improve the living conditions of human beings, based on the values and the
thought of living better, in a place that we care for, protect and give us what we need
to live” (age 46-60, male, Mexico)

9.5.3.2 Environmental Sustainability

In 2050, participants hope to live in more harmony with nature. Conscious citi-
zens with skills such as values, empathy, and a sense of justice will be capable
of pursuing this goal within local and global settings. Awareness of worsening
environmental situations will alert future students to seek solutions to tackle and
prevent further damage to the planet.

“By helping all people to understand that human beings are part of nature and
therefore must learn to live in and with nature” (age >60, male, Brazil)

9.5.3.3 Peace and Human Rights

Participants highlighted the importance of developing skills for peacebuilding.
Citizens of the world with talents such as a holistic sense of humanity will con-
tribute to building brighter futures for all.

“In my view, higher education won’t be restricted to limited individuals or society
in 2050. I think higher education will create more empathy among the people and
broaden the vision of human society for the prosperity of people, the planet and
global peace” (age 3145, male, Thailand)

By placing an emphasis on human development, respondents demonstrated
their concern with the ongoing state of human rights around the world. In their
understanding, higher education has the potential to expose students to become
advocates for human rights. It is through this learning that a student obtains an
understanding and awareness of the potential violations of human rights.

Maintain a balance between technical and technological training and humanistic
and ethical training; it will not be possible to change the world if we train good
technicians and bad people (age 4660, female, Colombia)
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9.5.3.4 Economic Development

Economic development was the least emphasized purpose in the consultation.
Where mentioned, participants believe that economic development cannot occur
without human development. Higher education helps learners to become leaders
of change to help the world and the economy, both should be viewed holistically.

“Students study not just for personal living, but with a commitment to build a bet-
ter world by helping the economies of developing countries” (age >60, nonbinary,
China)

9.6 Conclusion

This chapter presented a new theory of change that moves the conversations
about future skills to the next level by contextualizing skills with three core accel-
erators that together lead to a series of goals. As the UNESCO Futures of Edu-
cation initiative makes clear, the paths ahead vary, reflecting different realities
and contexts around the world. Nevertheless, this theory of change captures an
approach towards those multiple avenues that could lead to our plural futures. In
the shared vision, higher education offers a concrete set of skills that are acceler-
ated by critical thinking, problem solving, and the application of knowledge, and
then transformed into the possibility to reach the goals. In this theory of change,
higher education institutions act as catalysts of change because it is through
higher education that the accelerators can be developed in students. In this lies the
unique role of higher education because it is higher education that provides the
accelerators that connect future skills to goals.

The theory of change devised from the results of the public consultation con-
ducted by UNESCO IESALC on the futures of higher education can be taken up
and implemented at both a theoretical and a practical level. While the public con-
sultation was wide-ranging, it was far from being universal. Its coverage could
have been diversified both in terms of regional coverage and by incorporating the
views and ideas of stakeholders without existing connections to (and therefore
‘insider’ knowledge of) higher education. As such, the first recommendation for
developing the theory of change is to see whether the future skills — accelerators
— goals links continue to hold true after sampling different population segments.

Finally, it is important to note that while this theory of change offers a unique
and novel way of deepening the future skills debates, it is equally important, if
not more so, to acknowledge diversity among different contexts. Such contexts
can be regions, countries, institutions, and even individuals. Each context has its



9 Beyond Future Skills in Higher Education: A New Theory of Change 195

own opportunities and challenges that demand specific skills that may not be as
relevant in other contexts. Contextualization in the discussion of skills is essen-
tial in providing the optimal outcomes of skill trainings. At the same time, while
one of the missions of higher education is to provide training—whether knowl-
edge-based or skill-based—it is a constant reminder for all stakeholders that
higher education offers more than this single mission. Higher education’s prac-
tices should always remain human-focused to serve the realization of the common
good for all.

Future Skills in Practice: Our Recommendations

On a more hands-on level, there are a wide range of possibilities for putting
the theory of change into practice. Here we delineate how key stakeholders
could promote the future skills, accelerators and goals put forward in the
theory of change through higher education:

e Future students: When choosing a course of study in higher education,
look beyond the subject matter to consider what skills can be obtained
during the study period. Select a higher education institution because it
can provide you with skills and accelerators to meet your personal and
societal goals as well as opportunities to practice these outside the class-
room.

e Current students: Through governance structures (student unions, rep-
resentation on committees, etc.), advocate for greater inclusion of future
skills and accelerators in all courses. Seek out students based in other
departments and faculties through cross-institutional opportunities to
learn from each other and share skills and knowledge. This inclusive
process accelerates the possibility of promoting the skills mentioned in
the theory of change, such as diverse and pluralistic thinking and inter-
disciplinarity.

e Higher education teachers: Redesign courses to emphasize future
skills but particularly to promote the accelerators. For example, where
assignments/evaluations are required, evaluate students’ progress in
developing the accelerators and not only subject expertise. Work with
colleagues in other departments to create transdisciplinary courses.
Build up links with relevant societal sectors to support students to build
up relevant skills.
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e Higher education researchers: Engage students in transdisciplinary
research, both blue skies and applied, either as part of their courses or as
extracurricular provision. Provide training to students to enhance their
abilities when it comes to the accelerators.

e Student support teams: Work with students to outline their own theory
of change, identify those skills that have yet to be developed, or even
the inclusion of those that they did not expect to develop but which as
a result of their participation in the higher education experience, they
have managed to acquire or master. Also, complementing the theory of
change, engage with students to brainstorm the new skills that could
emerge in the future.

e Institutional leaders: Conduct whole-of-institution reviews using the
theory of change to support future planning. Integrate the Sustainable
Development Goals into the institution’s strategic plans as a way of pro-
moting the connections between future skills, accelerators and goals.

e National policymakers: Review course evaluation/quality assurance
requirements for higher education institutions to integrate future skills
and accelerators. Where national development plans for higher educa-
tion exist, use the goals in the theory of change to update the mission/
objectives section, suitably adjusted to the local context.
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Partlil

Future Skills in Practice - Teaching
and Learning

Part III provides a deep dive into higher education practices in different countries
and institutions through insight into teaching and learning Future Skills. A Future
Skills expert-talk with Angela Duckworth (Character Lab) will lead the way, fol-
lowed by selected examples of Future Skills-ready higher and tertiary education
on a larger scale such as 42 Coding Schools or Team Academy.
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“If You Really Want to Change 1 0
the World, the Smartest Way
to do so is Through Education”

A Future Skills conversation with Angela Duckworth

Ulf-Daniel Ehlers and Laura Eigbrecht

Abstract

Angela Duckworth (Fig. 10.1) is the Rosa Lee and Egbert Chang Professor
of Psychology at the University of Pennsylvania and the founder of Charac-
ter Lab, a nonprofit that advances scientific insights to help kids thrive. Before
her research career, Angela Duckworth was a math and science teacher at pub-
lic schools, founding her passion for education. With one of the most-viewed
TED talks of all time and the bestselling book Grit: The Power of Passion
and Perseverance as well as as a podcast host, Angela Duckworth shares her
research to a broader audience. In this conversation, we discuss the concepts
of Future Skills and character strengths and what they can contribute to shape
the future of education.

Eigbrecht: When you think of the future of higher education or the future of edu-
cation, what are the three first words that come up to your mind?
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Fig. 10.1 Angela
Duckworth

Duckworth: Curiosity, independence and connection.

Eigbrecht: Tell us about your personal “Future Skill moment”, where you learnt
something for the future.

Duckworth: Well, I was very lucky to have the same teacher for writing twice
when I was a high school student and his name was Mr. Carr. I was very lucky
because he was so wonderful. And to have him twice, I think I had a double dose
of a teacher who really helped me discover my curiosity again.

We know today from research: many of the students are, by the time they get
to high school, really tuned out, there’s nothing in the hours of the school day that
peaks their curiosity. But with Mr. Carr, every day was an adventure. He would
come in with stories, and in one class we stood on the desks just to see what it
would be like to have a different perspective. He brought his own personal stories.



10 If You Really Want to Change the World, the Smartest ... 203

There were countless moments where I felt vividly alive again as a student. And
I believe today that, to the extent that I'm a writer, it is because I had Mr. Carr as
my writing teacher during those two years.

So, for me, the lesson of Mr. Carr is that education and teachers make enor-
mous differences in the lives of young people.

Ehlers: Angela—I am still thinking about the three words you chose before: curi-
osity, independence and connection. How do independence and connection go
together?

Duckworth: Those three words represent three dimensions of human function-
ing that all young people, especially in the twenty-first century, but frankly for
all of the centuries of humanity, need in order to thrive, to lead a good life for
themselves and for others. We already talked about curiosity, which is a strength
of mind. When I talk about independence, I think of it as a strength of will. And
when I talk about connection, I think of it as a strength of heart. Consider what
you want for a young person in life: I am a mother of two daughters, as well as a
scientist and an educator. And what would be my fondest hopes for my daughters
to live good lives for themselves and for others is to develop these strengths of
heart, mind, and will.

So, I have my stories of Mr. Carr, but there’s a lot of new science on how
important curiosity is in the most fundamental ways for learning. And when I
mentioned independence, I related to the fact that in the twenty-first century, no
matter what you end up doing, there’s going to be increasingly a need for you to
manage yourself. In other words, rather than other people managing you through
contracts, through power, I think increasingly it is our responsibility to manage
our own time, our own attention. There are infinite distractions and competing
things that we could be doing and now more than ever again, no matter what you
do for a living. You have to learn how to set goals, make plans, carry through, be
clear about what you want, make sure that what you’re doing is aligned with your
values and so forth.

And then when you think about strengths of heart, I think about the need for
people to relate to other people. So, when I talk about connection, I mean empa-
thy and compassion, social and emotional intelligence. So very briefly, that is
why I said curiosity, a strength of mind, independence, a strength of will and con-
nection, a strength of heart.



204 U.-D. Ehlers and L. Eigbrecht

We already talked about curiosity, which is a strength of mind. When I talk about
independence, I think of it as a strength of will. And when I talk about connec-
tion, I think of it as a strength of heart.

Ehlers: I would like to directly hook into that: we developed a Future Skills
model which is centering around the concepts of learning, creativity, and co-
creating. The first relates to the personal development of an individual, the sec-
ond—creativity—is a dimension which refers to creating solutions for subject
matter problems, and the third is referring to one’s ability to relate to the (social)
world—which we call co-creation. All three are similar to curiosity, independ-
ence, and connection.

Eigbrecht: Angela, please tell us a bit about how you came to work with what
you’re working with now and your pathway to this.

Duckworth: As I mentioned, I was very lucky to have not one, but a few teach-
ers who really changed my life. Then when I went to college, I was not thinking
about education in particular. I was thinking I was going to be a doctor, which is
what my father absolutely wanted me to be—in fact, he had very specific plans. I
was supposed to get an MD and a PhD and then become a medical school profes-
sor, like many people in my family.

I started out and studied Neurobiology, and that sounded like the plan was
going exactly as he wanted. At that time though in college, I started working with
children as a volunteer, tutoring them after school. I then became what we call a
Big Sister!, which is a mentor who meets with a young person every week, and
I was a big sister for five years to a little girl named Maria. And the more time
I spent in schools, the more I realized that not all students had the same experi-
ences that I had. And I glimpsed, I think for the first time, the equity gap between
the haves and the have-nots. To see it so young in life, to see a five-year-old on
the other side of an advantage, it was to me not only heartbreaking, but I thought
to myself: if you really want to change the world, the smartest way to do so is
through education—to begin at the beginning.

And if you want to solve any problem, climate change, how to help people live
longer lives, everything starts with young people and education. So, I shifted—
and I told my father that I was not going to go to medical school. Instead I was

! Big Brothers Big Sisters is a mentoring network for children and youth. For more infor-
mation see https://www.bbbs.org/.
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going to do something in education. He literally stopped speaking to me for six
months, he wouldn’t even answer the phone. He was very disappointed, because
for him coming from his background—he immigrated to the United States from
China—it was a lower status job than to be a medical school professor. So, he
thought I was in a way sort of throwing away all of the opportunities he had
worked so hard for.

So, I became a teacher. I created and I ran a summer program for low-income
children. I worked in non-profit education policy, and now I’'m a psychologist
who studies the development of young people in order to help them develop the
skill sets and mindsets that enable them to thrive.

You know, my father has now passed away, but I will say that before he died, I
think we reconciled in one very important way. He came to understand that edu-
cation was my passion. You’re right: I am burning for it. And I haven’t changed
my mind at all about the importance of education as the lever to change the
world—and I think he came to respect that. I'm very grateful to have had the per-
sonal experiences that led me to this lifelong interest in education.

To see it so young in life, to see a five-year-old on the other side of an advantage,
it was to me not only heartbreaking, but I thought to myself: if you really want to
change the world, the smartest way to do so is through education—to begin at the
beginning.

Eigbrecht: You are a podcast host and host the podcast show “No Stupid Ques-
tions”. Can you tell us a little bit about how this contributes to what you aim at
with your work?

Duckworth: 1 have a podcast with Stephen Dubner, who is a journalist. It’s
called No Stupid Questions and part of the Freakonomics podcast family. The
idea behind Freakonomics is that you can actually take any question that you
would want to, like a question about public policy or social welfare or air pollu-
tion or dogs, apply a social science lens and ask yourself what’s really going on
here. The reason why I think this is so relevant to our conversation about educa-
tion and young people is that when you think about our grandparents, our great-
grandparents and maybe even our own parents, they were raised by adults who
just used their own intuition and their own experience in this—but now we have
science. I think intuition and our own personal experience are important. But if
a teacher is trying to help young people develop a growth mindset about their
abilities or trying to help a young person overcome frustration or learn how to
get along better and make friends, there’s now science on literally everything that
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I mentioned—and more. For me, the podcast No Stupid Questions is part of a
much larger movement to introduce science into the mainstream. If you asked me
what’s my magic wand vision, it’s that every child in the world will grow up with
a psychologically wise adult in their lives. By that, I mean somebody who is say-
ing and doing things that in the wisest way possible enables that young person to
grow up well. And again, intuition is great, personal experience is great, but why
not harness modern twenty-first century science just like medicine and just like
the most vibrant areas of the economy?

If you asked me what’s my magic wand vision, it’s that every child in the world
will grow up with a psychologically wise adult in their lives. By that, I mean some-
body who is saying and doing things that in the wisest way possible enables that
young person to grow up well.

Ehlers: When I read about you and your work, the concept of character and char-
acter strengths comes out strongly. How would you describe that and why is it so
important for you? Why did you focus on this particular concept?

Duckworth: Character is a word that some people love and other people hate—I
love it. Let me tell you how I define character and why it’s important to me: to
me, character is what Aristotle said was important for a life well lived. A more
modern definition with a little more specificity is: character is how we think, act,
and feel in ways that are good for us and good for others. I think this is what Aris-
totle meant by character—and that the relevance to young people is obvious then.
That’s also why we use a phrase like character development. Some people would
say they prefer other terms like social, emotional learning, or twenty-first century
skills. Economists often talk about non-cognitive skills, or soft skills. I personally
am almost agnostic about these alternative terms—1I think there are good reasons
for each of these terms, but they can be used almost synonymously.

So, character to me goes all the way back to Aristotle, and, more recently,
Martin Luther King, the civic activist. When he was only 18 years old, he wrote
an essay for his college newspaper—he went to Morehouse College. Martin
Luther King, in so many words, had been reflecting on what education is for. And
he said: character and intelligence, that is the true purpose of education. And by
that he meant: it’s not only that we learn math, it’s not only that we learn to write
well and express ourselves. It’s not only that we learn knowledge. When we grow
up in schools, we also must learn character. We also must learn all the ways to
think, act and feel that are good for us and good for others. So, by character, I
mean gratitude, compassion, curiosity, creativity, humility, grit, a growth mind-
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set, optimism, productivity—I mean, everything that I want for my own daughters
and for myself.

Ehlers: Angela—when I talk about Future Skills in my community, there is usu-
ally an initial fascination and then people start to think about it more deeply.
They start to question the normative framework our development is based on and
want to discuss the fundamentals. So, let me ask you the same question about
your research subject: what is a good character? What is a wise person? What is
“developing well” in life and society, and to which degree can we as educators
create this idea of wellbeing and impart it on the pupil or the learner? Actually:
to which degree are we allowed to do that? Because education is, is in a way,
looking from a different perspective. It is also about this small line of educating
somebody for freedom and autonomy so that they develop their own ideas. What
is your reaction towards that dilemma? Character, in my community here, would
be understood as a very normative concept. To have a good character means: you
don’t steal, you don’t drink, you don’t lie and so on, this has this biblical, Chris-
tian heritage to it. How do you deal with that as a psychologist? Also, when you
go into a school that you tell the teachers that we are going to develop character
strengths now, how do you bring the message across without going into this dan-
ger of being seen as somebody with just another list of important things?

Duckworth: I think it’s an excellent question. There is a normative connota-
tion to character, maybe it’s even built into the definition. When you talk about
character, we mean good character, not bad character. And then the question is:
is that okay? Is there a place for that in schools? And how much agreement is
there about what is normative? If you asked parents and teachers to make a list
of the things that they would put on the good side and then a list of things they
would put on the bad side, how much disagreement would there be? If there’s a
lot of disagreement, then maybe you would say that it should absolutely not be
in schools. For example, there’s a lot of agreement that young people should be
numerate and they should be literate—so we have math and writing, and there are
not a lot of parents or educators who would disagree that numeracy and literacy
are important goals for all young people to achieve at least at some level.

So, I think for me, the question is, well, how much agreement is there first?
And then we can kind of cross the bridge of how much of a role should schools
really have in it. I think that most parents actually agree and most educators agree
that it’s better for a child to be grateful than ungrateful. A child who says ‘thank
you’ sincerely is a child who’s learning something which is good for themselves
and good for others unambiguously at really no cost to themselves. I think like-
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wise, the same for curiosity or empathy. What about honesty? When’s the last
time I met a teacher who said: ‘No, I actually like my students to be dishonest’?
Of course, everyone agrees that that’s a good thing. What about believing that you
can make a difference in the world, a kind of optimism that I think in a way is so
important now more than ever in the twenty-first century? What about hard work?
When'’s the last time I met a teacher who said: ‘Oh, I believe all children are born
knowing how to work hard’?

Teachers know that children need to learn how to work hard and how to work
smart. I think there is enormous consensus about the list of things that would go
on the good side, and then the contrary side of bad. I think the question then is:
is there a place in schools for character to enter? Because even if you agree on
that list, maybe you say that really happens in the home, that’s the job of the par-
ents. For me, like Aristotle and like Martin Luther King, and like Maria Montes-
sori, and I think John Dewey and other great thinkers in education, I think there is
absolutely a role.

Children spend more waking hours in school and doing school-related activi-
ties than pretty much anything outside of the home. And in some cases, it actu-
ally is literally more hours than hours spent under their own roof and all that time
where they are with other young people watching adult role models who are their
teachers, they’re learning lessons about how to live life, how to act, think, and feel
in ways that are good for themselves and good for others. So, to me to say no,
we don’t do character development in schools, we don’t care about helping chil-
dren learn how to be grateful, how to be honest, how to be hardworking, how to
discover their curiosity, that to me, first of all, is naive, second of all, that’s never
been the way that education has been. Simply by not talking about it just means
that you’re being unintentional, but children are still going to learn. And because
there is new scientific research, new understanding about how the brain develops,
about healthy child development, to me, it would be almost immoral not to allow
educators to make use of these new insights.

Ehlers: Super interesting, thank you. I was once visiting Bogotd in Columbia.
I was invited by the Ministry of Education to work with some school teachers
in 2004. They had just won the election and they were thinking: How can we
create better schools for our country? And what they did is that they were mak-
ing a big television campaign, newspaper campaign, and social media campaign
and asked people to call on hotlines and internet portals and tell their story about
what they believed should be taught in schools. They had 47,000 inputs coming
in within three months. Amongst the top five were learning how to live in, keep,
and develop peace, and the second one was learning to deal with technology, and
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there was learning to live together as well. These are normative objectives as
well—I think it’s just important to be explicit about the normative basis.

But there is another concept you work on which is grit. As a scientist, I had
the pleasure to work with John Erpenbeck in Germany, who is one of the big
researchers in competencies and skills. I remember a phone conversation with
him after I had done a lot of work on frameworks and questionnaires. What
he told me is that after all the years of research on competencies and how they
should be developed—subject-matter competencies, personal and social compe-
tencies and so on—one thing always came up as very important in his research
and that is what he called “activity competence”, or “action competence”. And
he said that it seemed that apart from all other competencies, this kind of compe-
tence that somebody takes the initiative, that somebody is curious, that somebody
wants to go forward, wants to learn more, wants to go beyond, is a driver which
makes people successful. Everything else doesn’t matter as much as this particu-
lar issue. Is that what you would call grit?

Duckworth: 1 would need to learn more about action competence or activity
competence—you’ve really aroused my curiosity and I would like to learn more.
In general, I think there must be some overlap, because grit is about effort. Grit is
something that, when I first started my training as a PhD student in Psychology,
I began to want to understand. It was a term, a name, a label that I gave to a spe-
cific combination that I found in my research.

From the very beginning, when I looked at super achievers, people who are in
the Olympics, for example, or win the Nobel prize, they have this combination
of two things: they have perseverance over very long periods, which is kind of
obvious, because the things they do are very hard and require long hours. They
require resilience in the face of many setbacks and failures, because how else are
you going to get to the Olympics or become a Nobel prize scientist? But they
also had passion for the same long-term goals. In other words, when you come
back to somebody who’s really gritty five years from now, 10 years from now, if
we have an interview a decade or two decades from now, and you say: ‘Wonder
what Angela Duckworth is thinking about. Maybe she’s moved on to something
else. Maybe now she wants to be a chef. You know, maybe she’s retired early
and maybe she doesn’t care so much about children and psychology and educa-
tion.” But I will guarantee you that if I am alive in 20 years, I will be interested in
exactly these topics. I will be like: ‘Oh, remember we had that conversation about
activity competence’. Like I’ve been thinking about it for 20 years. And that’s
what I find about Olympic athletes, about Nobel prize winners, about people who
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are really at the top echelons of any field. They have perseverance over extremely
long periods of time.

It’s really more about stamina than it is about intensity. And then they have
this kind of abiding devotion. It’s like they are voluntarily obsessed with some-
thing, but not just for a day or two. So that’s what I mean by grit—and when I
say that this plays into what I think must be overlapping with activity or action
competence, and that is effort, I mean that in the following way: there is the rate
at which young people or you or I learn, and that’s what is usually called talent—
so if I'm very talented, I learn so fast. I was a math teacher, and some children,
I could show them once and they would get it—so they were talented. Other stu-
dents were like, what? I don’t get it. But they would try it another time and then
eventually get it. What I actually want to say is: the rate at which a young person
or an older person learns is talent, but that is separate from how much effort they
put in.

Take that very bright student: I teach them once and they understand it. Well,
are they going to go home and try to think about their math? Are they going to
do their homework? Are they going to study? To me, these are two very different
categories of things that actually we have to develop in young people. One is tal-
ent, the other is effort. And in the effort family lives grit, that’s effort towards very
long-term goals, but also delay of gratification and self-control. Can I do things
that are good for me? That’s proactivity and initiative. Do I start the effort without
being pulled?

There are many things in the effort family, but when I look at education and |
say, what’s going to happen to young people? To me, people are not born under-
standing how to optimize their efforts. They’re not born knowing how to avoid
procrastination.

Think about phones and screens and games—young people need our help in
developing strategies to not be on their phones all day so they’re not completely
distracted. They need our help to learn how to set goals, how to make plans, how
to learn when our plans don’t work, how to take initiative.

I think taking initiative is a skill—it’s not something you’re born knowing
how to do. So, to me, whether we call it activity competence, action competence,
grit, delay of gratification, self-control—when I said that when I think of three
words that leap to mind for my hopes for twenty-first century education, when
I said independence, many philosophers and every religious tradition have said
that true freedom is to be able to rule yourself, your own conflicting desires.
That independence, self-rule, self-management, self-reliance to me is going to be
more important, not less, with the technology and changes that are coming in the
twenty-first century and that are already here.
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I think taking initiative is a skill—it’s not something you’re born knowing how
to do. So, to me, whether we call it activity competence, action competence, grit,
delay of gratification, self-control—when I said that when I think of three words
that leap to mind for my hopes for twenty-first century education, when I said
independence, many philosophers and every religious tradition have said that true
freedom is to be able to rule yourself, your own conflicting desires.

Eigbrecht: That’s an interesting aspect, the time perspective. Thinking about
character strengths, would you say they’re timeless or are they more important
now than ever—and why is that?

Duckworth: You can call them character skills—just as some economists like
James Heckman, the Nobel prize-winning economist from the University of
Chicago, in order to emphasize that they can be learned. I would say that they
are timeless and they are timely—timeless in the sense that since the dawn of
humanity, there has been a need to develop curiosity, kindness, gratitude and all
the things that we’re talking about. In every religious and philosophical tradi-
tion, going back to its very earliest writings or even its oral tradition, you can see
evidence that people were talking about these exact themes. It’s not only West-
ern traditions, it’s also Eastern traditions, every tradition. But another question
is: how are they timely? What is happening in the future of work? I have new
research that I haven’t even published yet, where we are analyzing data from mil-
lions of workers in the United States, partly from the bureau of labor statistics
kept by the U.S. government. We’re looking at wages and job growth, and at the
characteristics of jobs over more than a decade of recent history, asking what the
trends are.

To me, that’s a much more scientifically evidence-based way of thinking about
the future of work. And I will tell you that the clearest trend that we see is a trend
where the jobs requiring a, what we’re calling, “intellectual tenacity” are not only
growing, but most importantly, the wages are increasing, in a kind of monotonic,
steady way.

So, what do I mean by this? These are the jobs that require a kind of curiosity
and lifelong learning. Every day I’'m solving a new problem. I’m learning some-
thing new and I have to take some initiative, I have to keep going because these
problems don’t solve themselves. Some might have predicted that with artificial
intelligence and with automation, maybe people would not need to have intel-
lectual tenacity because computers and machines and the internet do all of our
thinking, our problem-solving for us. But I think digital technology is making it
more important, not less important, for people of all ages to be lifelong learners,
and to have that strength of will, the sort of effort to rule themselves and say:



212 U.-D. Ehlers and L. Eigbrecht

‘Okay, I could give up on this puzzle that I can’t figure out or I could keep going’.
That, to me, is some suggestion that there is a timeless, but also a timely need for
strengths of mind and strengths of will. I want to add one other piece of evidence
because it’s important research from David Deming who was an economist at
Harvard, and his research suggests that in addition to these strengths of mind and
will, or intellectual tenacity, there is increasingly a premium on social skills, these
strengths of heart, being able to relate to other people, knowing how to work with
each other, how to read others’ emotions, finding out how people are feeling. This
to me says strengths of heart, mind, and will are timeless and are timely and there
is an important role for education, from an equity perspective, to enable all young
people to develop these capabilities.

Eigbrecht: In your book on grit, you had an example of Teach for America, and
I’ve been a fellow in Germany myself for a year doing that program. It was really
nice to see in practice how it can work, promoting a growth mindset with students
that maybe normally in our school system, in Germany with being graded all the
time, is kind of hard to promote—to see that it’s possible to help people along the
way to get that idea. How would you describe the changes that have happened in
the last years for promoting character strengths, Future Skills, et cetera, and what
still needs more change?

Duckworth: When Jim Heckman won the Nobel prize in 2000 for his contribu-
tions to econometrics, things really changed for him as an economist. He started
to look at what he began to call the non-cognitive and, eventually, the character
elements of human capital. As a labor economist, he began to see that there was
an enormous, unexamined aspect of human capacity that was not being picked up
by standardized tests, that was not exactly the same thing as knowing how to do
math or how to write or read well. These dimensions are what we’ve been talk-
ing about—character. In in those 20 plus years that have passed since Jim won
the Nobel prize, shifting 100% of his scientific research towards illuminating
these other aspects of human capital that one could call character, there has been
a groundswell of research interests across all sciences, neuroscience, economics,
sociology, psychology, to try to better understand how these capabilities develop.

And I think that is the thing that needs to be done. I think we have an enor-
mously deeper appreciation that when young people grow up, when we think if
education has been successful, it can’t just be if they can do math problems. Can
they read and write well? It also has to be: can they relate to other people? Can
they regulate their own effort? Can they maintain curiosity and honesty? What
needs to be done is to now move beyond an appreciation of these capabilities
being important and getting more into how—how do we support that?
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And if you ask me like, you’ve been thinking about it for 20 years, you must
have a curriculum. You must have maybe a five-page memo that you could simply
hand out to school leaders and say, okay, this is a recipe, just do that. But I'm
nowhere close to that, and I don’t think anybody is—we’re at the beginning of the
beginning.

I think this to me is the important work—and this is why I'm so excited about
this project that you have underway, understanding how to teach these things.
Maybe it’s not even the right word, teach, it’s got to be some combination prob-
ably of modeling these things, embedding the programs within the school day, but
maybe even if it’s in sports and in music, things that extend beyond the classroom
that support growth mindset, collaboration, et cetera. So, we’re at the beginning
of the beginning and I don’t want to rush into a simplistic solution. I have no cur-
riculum to sell.

I do think, though, that it’s important to say one thing as we move into this
exciting new chapter: as a psychologist who studies the data on this, one thing to
assure those policymakers who are worried that this is going to crowd out tradi-
tional academics, saying oh, no, we can’t focus on these things, it’s very impor-
tant that our children are able to read and to write and to do math. Well, I have
two daughters and, also, I have a lot of data and I will tell you that both my per-
sonal experience and also the scientific research suggests that these are comple-
mentary. Young people cannot succeed academically without these strengths of
character. And when you have both, you’re enormously more effective, not only
as a student, but as a person.

Ehlers: That was really fascinating—thank you!

Duckworth: And there’s nothing more important than what we’re all working on
together. So, I’'m happy to be, in some ways, I say on the same team.
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Abstract

This chapter reviews and refines the concept of Future Skills before introduc-
ing and discussing a radically innovative higher education model for Future
Skills development called Team Academy. The chapter argues that Future
Skills are acquired best not through teaching but learners’ self-directed action
and reflection in authentic contexts. The Team Academy model of entrepre-
neurship education combines real-life action learning, team learning, and team
coaching uniquely to create favorable conditions for, and actively foster, the
acquisition of a range of Future Skills. Based on the example of Germany’s
first Team Academy in Bremerhaven, the chapter addresses some challenges
of implementing the model in a public higher education context and offers
first-hand learnings.

11.1 Introduction

Almost 30 years ago, Barr and Tagg (1995) contrasted two paradigms of higher edu-
cation. The traditional, dominant Instruction Paradigm emphasizes the importance
of teachers, their actions, and their expert inputs to the student learning process.
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Institutional responsibility lies in quality teaching. On the other hand, the Learning
Paradigm emphasizes the importance of students’ experience, discovery, and active
knowledge construction. Here, institutional responsibility is co-responsibility (with
students) for learning outcomes.

Barr and Tagg (1995) criticized universities that consider teaching as their
mission for confusing means and ends. Teaching, they argued, is only one pos-
sible means to achieve the actual end, which is student learning. In their view,
the Learning Paradigm is superior because of its focus on results and its prag-
matic stance on the choice of means. Its pragmatism is not arbitrary, though, but
grounded in the psychology of learning. The Learning Paradigm shifts the focus
from the ‘what’ to the ‘how’ of learning, from content to process and context:

“In the Learning Paradigm [...], a college’s purpose is not to transfer knowledge
but to create environments and experiences that bring students to discover and con-
struct knowledge for themselves, to make students members of communities of learn-
ers that make discoveries and solve problems. The college aims, in fact, to create a
series of ever more powerful learning environments.” (Barr & Tagg, 1995, p. 15)

The paradigm shift implies a fundamental shift also in roles. “If the Instruction
Paradigm faculty member is an actor—a sage on a stage—then the Learning Par-
adigm faculty member is an inter-actor—a coach interacting with a team.” (Barr
& Tagg, 1995, p. 24)

Barr and Tagg could have made these two statements in direct reference to
the Team Academy model presented in this chapter, so aptly did they describe
some of its characteristics. The quotes also make clear how long the road to
Future Skills readiness is for many universities (Ehlers, 2020, pp. 97-103). This
is because Future Skills, at least as I understand, define, and discuss them below,
cannot be taught in any traditional sense but require action and reflection by stu-
dents in authentic contexts.

11.1.1 Team Academy

Team Academies may offer exactly this authentic context for learning through
action and reflection. A Team Academy is a radical approach to entrepreneur-
ship education from Finland. All students form teams of 12—-18 who stay together
for three years of study. Right from the start, each team builds a real company
according to their ideas. These team companies serve as experiential learning
spaces in which students test their business ideas, develop customer projects, pool
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their resources and risks, acquire practical innovation and leadership skills, and
have experiences of self-efficacy.

Challenges, problems, and the inevitable failures along the way are important
learning opportunities. Reflection, dialogue, and extensive reading and writing
complement the entrepreneurial action. The students assume leadership responsi-
bilities at project, company, and Team Academy levels. Lecture inputs are limited
to homoeopathic doses. Instead, teaching staff act as team coaches and focus on
team dynamics and process facilitation, providing methods and tools on demand,
and on accompanying their teams through ups and downs.

The kind of self-directed, team-based, feedback-intensive action learning,
which is characteristic of the Team Academy model, is probably unique in higher
education. Whether it is superior to more traditional entrepreneurship educa-
tion in supporting the students’ competence development is unclear to date due
to a lack of systematic research and comparable results. However, having taught
for 15 years in conventional business studies and having been a team coach
since 2018 in Germany’s first Team Academy at the Bremerhaven University of
Applied Sciences, I know both worlds quite well. And I am very impressed with
the progress that many Team Academy students are making in developing their
Future Skills.

In this chapter, I first take a critical look at different Future Skills concepts,
before proposing a definition as a synthesis. In the second section, I introduce the
competence model underlying Bremerhaven’s Team Academy and discuss which
competences might qualify as Future Skills according to my definition. The third
section outlines the Team Academy model to give a better idea of the particular
setting in which the students acquire and practice their Future Skills. In the two
final sections, I address some challenges of the Team Academy model and offer
first-hand learnings.

The Team Academy at the Bremerhaven University of Applied Sciences is a
three-year Bachelor’s program. Its official name is ‘Griindung, Innovation, Fiih-
rung’ (GIF), which translates as ‘Venture Creation, Innovation, Leadership’. For
the remainder of this chapter, [ will refer to it simply as GIF.

11.2 Future Skills Concept

Even though, as humans, we are undoubtedly at a critical juncture in our exist-
ence and will need different skills to meet the challenges ahead than we did to
meet past challenges, I am somewhat reluctant to summarize them under the
term Future Skills. The future can be anything between now and infinity. Every
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user of the term may have a specific time horizon in mind, and unless it is made
explicit, chances are that people refer to different time horizons without realizing
it. As Dede (2010) points out, “many educational reforms have failed because of
a reverse Tower-of-Babel problem, in which people use the same words, but mean
quite different things” (Chap. 3, page 51).

The term “skill” in (capitalized) Future Skills is also far less clear than it
may seem at first. A skill is “an ability or proficiency acquired through train-
ing and practice” (American Psychological Association, 2022) or “an ability to
do an activity or job well, especially because you have practiced it” (Cambridge
Dictionary, 2014). Skills are a constituent of competences. The OECD (2019)
Learning Compass 2030, for example, presents competences as the combination
of knowledge, values, attitudes and skills required to act responsibly and effec-
tively according to given standards of performance in a given situation. Similarly,
for Mitchelmore and Rowley (2010), competences “can be described in terms
of essential personality traits, skills, knowledge and motives” (p. 94) that lead
to superior performance. And for Bird (2019), entrepreneurial competences are
the “underlying characteristics such as generic and specific knowledge, motives,
traits, self-images, social roles, and skills which result in venture birth, survival,
and/or growth” (p. 115).

Future Skills, however, are no constituent but a particular category or subset of
competences (Ehlers, 2020; Gonzélez-Pérez & Ramirez-Montoya, 2022; Kotsiou
et al., 2022; Spiegel et al., 2021; Stifterverband, 2022). Even self-efficacy, which
is an empowering belief,’ is considered a Future Skill (Ehlers, 2020; Terngs von
Hattburg, 2021). So, skills and Future Skills are quite different concepts.

Ehlers (2020) defines Future Skills as “competences that allow individuals to
solve complex problems in highly emergent contexts of action in a self-organized
way and enable them to act (successfully). They are based on cognitive, motiva-
tional, volitional and social resources, are value-based and can be acquired in a
learning process.” (p. 53).

This definition is ‘timeless’ in the sense that the future is only implied by the
reference to highly emergent contexts of action, which are assumed to be char-
acteristic of the future. “Emergence thus defines the dividing line that separates
previous or traditional work areas from future work areas” (Ehlers, 2020, p. 54).
It is timeless also by not considering the possibility of technological obsolescence

! Self-efficacy, according to Bandura (1997), is “the belief in one’s capabilities to organize
and execute the courses of action required to produce given attainments” (p. 3).
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of human competences. I doubt that a problem-solving competence would still be
regarded as a Future Skill after smart machines have demonstrated their ability to
solve the same class of problems automatically.

Ehlers’s definition raises another question. (Why) does it exclude individuals’
competences that may enable others to solve complex problems, e.g. by provid-
ing leadership or organizing a collective problem-solving process? Of course,
one might argue that leadership is itself a complex problem, so leading a team
successfully in highly emergent contexts of action meets the criteria of a Future
Skill. But if every competence is potentially a form of problem-solving, the defi-
nition loses clarity.

Kirchherr et al. (2019) take a very different and rather pragmatic approach.
For them, Future Skills are “skills that will become more important for profes-
sional work and/or participation in society in the next five years—across all
industries and branches” (Kirchherr et al., 2019, p. 4). This definition is not time-
less but covers a specific time horizon. Its only selection criterion is increasing
future importance.

Both definitions have their merit. But for someone who is “preparing students
for jobs that don’t yet exist, using technologies that haven’t been invented, to
solve problems we don’t even know are problems yet” (Beers, 2010, p. 347), a
five-year time horizon is too short and the limitation of Future Skills to compe-
tences related to individuals’ problem-solving is too constraining.

Therefore, as a synthesis of elements of both definitions and my critique of
them, I propose the following new definition: Future Skills are competences that

(a) enable individuals to pursue demanding professional or societal goals par-
ticularly effectively and in a socially acceptable manner, across many indus-
tries or sectors of society, alone or with others, in a self-organized way and
under VUCA conditions; and

(b) are unlikely to become obsolete due to technological change in the foresee-
able future.

I agree with Ehlers that Future Skills draw on cognitive, motivational, volitional,
and social resources, are value-based and can be learned, but I prefer not to
include this part in the definition. What I do include, however, are criteria to fil-
ter out competences that are relevant only in a few specific contexts or that may
soon be automated. For reasons of familiarity, I replace Ehlers’s “highly emergent
contexts of action” with the term VUCA (volatility, uncertainty, complexity, and
ambiguity).
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11.3 Future Skills Model

In this section, I introduce the competence model underlying the GIF program.
The model came into existence only after GIF had already taken off. It is not a
model with universal pretensions, like the European Commission’s EntreComp
Framework (European Commission, 2017) or the U.S. Department of Labor’s
Entrepreneurship Competency Model (Employment & Training Administration,
2021). Rather, it is a simplified, proprietary model intended to provide orientation
for program development, program operation, and stakeholders.

The starting point for the model development was the mission statement from
2019:

“GIF aims to prepare people to live and work self-determined, productive, and
cooperative lives in a volatile, uncertain, complex, and ambiguous (VUCA) world.
To this end, GIF promotes competences in three domains: entrepreneurship, team,
and self.”

Entrepreneurship may be defined as “[t]he process by which individuals [...] pur-
sue opportunities without regard to the resources they currently control” (Steven-
son & Jarillo, 1990, p. 23). Note that, according to the GIF mission statement,
preparing for entrepreneurship is not the purpose of GIF, but a means. The pur-
pose is to prepare the students for work and life under VUCA conditions. Since
entrepreneurs operate under VUCA-like conditions, organizing GIF in parts like
a business incubator and requiring the students with practically no initial prepara-
tion to start real companies with real customers and real money is a good way of
familiarizing them with the volatilities and uncertainties of the VUCA world.

The other two domains of competence, team and self, serve the same purpose.
A team is “a small group of people with complementary skills who are commit-
ted to a common purpose, performance goals and approach for which they are
mutually accountable” (Katzenbach & Smith, 1993, p. 70). Teams can display
extremely complex social dynamics, which may paralyze them with conflict, turn
them dysfunctional or dramatically boost their performance. As the term Team
Academy suggests, GIF is entirely team-based, giving the students full exposure
to VUCA-ish team dynamics for three years.

This experience is amplified by the students’ transformation. Typically, in the
course of the GIF program, their self-concept and self-awareness, their profes-
sional and life objectives, their priorities, perception of others, reflexivity, self-
leadership and perceived self-efficacy undergo profound change. GIF makes
productive use of this ‘inner VUCA’ by providing settings, methods, and coaching
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support to address and reflect those changes and turn them into conscious learn-
ing processes and competences. Examples include dialogue sessions, the constant
use of learning contracts, learning journals and reflective essays, as well as a
vivid feedback and formative evaluation culture.

The GIF competence model is built around the above mission statement’s
‘holy trinity’ of entrepreneurship, team, and self. It comes in two forms, as GIF
Competence Diamond and as GIF Competence Matrix. In Fig. 11.1, the Dia-
mond’s four sides are meant to represent entrepreneurship, broken down into four
areas of practice in which the students are expected to plan and carry out their
activities: building new ventures, innovating to make things better, leading with
head, hand, and heart, as well as learning through action, reflection and sharing.

In each field of entrepreneurial practice, the students acquire self-compe-
tences, team competences, and world-related competences involving interactions
with customers, investors, suppliers, partners, competitors, and authorities.

Fig.11.1 GIF Competence Diamond. (Own representation)
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Table 11.1 GIF Competence Matrix

Self Team World

Basic (0) Personal initiative, collaboration, digital literacy

Learn (1) Self-directed learn- | (2) Dialogue, feedback, |(3) Learning community
ing, digital learning, generosity, diversity
reflection

Build (4) Alertness, self- (5) Project management | (6) Business and
efficacy, ambiguity marketing, financial
tolerance, persever- literacy, resource
ance, resilience mobilization

Innovate | (7) Critical thinking, (8) Innovation (9) Networking
creativity, research

Lead (10) Self-leadership (11) Team leadership, (12) Lateral leadership,

coaching ethics

The numbers in the Diamond refer to competences, which the students’ activ-
ities at the micro (self), meso (team) and macro (world) levels in each area of
entrepreneurial practice are supposed to foster. The competences are listed in
Table 11.1, with the words ‘competence’ and ‘skill” omitted for ease of reading.
The central rhombus is the only part of the Diamond which does not belong to
any single practice area. It represents competences, denoted (0), that are founda-
tional for all practice areas.

I will only provide short explanations for the less common competences in
Table 11.1.

e Dialogue (2), literally the art of thinking together, is a form of communica-
tion central to team learning. There are four dialogue skills (Bohm, 1996;
Isaacs, 1999): listening (and simultaneously perceiving our own reactions
and resistances without reacting directly to them), respecting (i.e. recogniz-
ing the other’s position, which we can never fully understand), suspending
(our assumptions, certainties, emotions and judgments to explore the question
behind the question) and voicing (what moves and engages us at the moment
without holding back part of our own truth).

e Generosity (2) in this context means actively sharing our ideas, opportunities,
skills, knowledge, experience, contacts, and other resources, as well as recog-
nition, feedback, encouragement, and moral support with our team, trusting
that this generosity will be reciprocated, strengthen our relationships, renew
trust, benefit the team as a whole and enhance our collective performance.
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e [earning communities (3) are characterized by “a culture of learning in which
everyone interacts in a collective effort of understanding” (Overbaugh & Lin,
2006, p. 206). In addition to sharing and reciprocating, relevant skills include
‘Working Out Loud’ (Stepper, 2020), giving feedback, cross-pollinating
between community groups, and other networking skills.

o Alertness (4) has been defined as “the ability to notice without search oppor-
tunities that have hitherto been overlooked” (Kirzner, 1979, p. 48) and is often
considered a quintessential entrepreneurial competence (Chavoushi et al.,
2021; Tang et al., 2012; Valliere, 2013).

e Resource mobilization (6) refers to the entrepreneurial skill of securing new
and additional financial, human, and material resources to advance their mis-
sion (Clough et al., 2019; Kotha & George, 2012).

e Lateral leadership (12) means leading ‘sideways’, i.e., without hierarchical
authority or formal power. It is a key skill in cross-functional projects, process
chains without process owners, self-organized agile environments, and net-
work structures (Kiihl et al., 2005; Strathausen, 2015).

Which of the competences in Table 11.1 can count as Future Skills? Or, to use
the words of my definition, which of these competences (a) enable individuals
to pursue demanding professional or societal goals particularly effectively and in
a socially acceptable manner, across many industries or sectors of society, alone
or with others, in a self-organized way and under VUCA conditions; and (b)
are unlikely to become obsolete due to technological change in the foreseeable
future?

Ambiguity tolerance, perseverance, and resilience are particularly valuable
in coping with VUCA-related adversities. I would therefore nominate them as
Future Skills. The same holds for self-directed learning, self-efficacy, and self-
leadership, which are important for the self-organized pursuit of goals. Social
skills will continue to be indispensable in the future when it comes to achieving
goals through collaboration. Therefore, the skills required to lead teams, coach
others, lead laterally, give and accept feedback, and network are on my Future
Skills list as well, especially since ‘soft’ leadership approaches suit the needs of
highly qualified, self-organizing knowledge workers.

Also dialogue skills are social skills. However, although dialogue is highly
effective in fostering team learning and resolving conflict, it leads a shadowy
existence in our culture. Dialogue demands that, and only works if, all partici-
pants respect and adhere to its rules of interaction. If a skill becomes effective
only when mastered by many (like a language), the barrier to it becoming a
Future Skill is high.
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Empirically, it is not clear whether ethical behavior favors or obstructs the pur-
suit of professional goals (Bazerman & Tenbrunsel, 2011; Boyer, 2002; Carucci,
2016). But since my definition of Future Skills emphasizes not only the effective,
but also the socially acceptable pursuit of demanding goals, and unethical behav-
ior is unlikely to be socially acceptable, I consider ethical competence (Kulju
et al., 2016; Pohling et al., 2016) a Future Skill.

Projects have become ubiquitous in working, civic and private life. ‘Projec-
tification” (Jensen et al., 2016; Maylor & Turkulainen, 2019) is an answer to a
volatile environment. Agile project management is a response to accelerating vol-
atility or to VUCA conditions. I cannot imagine a plausible scenario in which this
tendency would reverse. Therefore, the ability to manage projects successfully in
a VUCA environment seems to be an obvious Future Skills candidate.

On the other hand, I do not include business and marketing skills, financial
literacy, and the skills to participate in learning communities in my Future Skills
candidate list. Their scope of application seems to be more limited than that of
other competences in Table 11.1.

As to digital literacy and digital learning, I am undecided. Over the next dec-
ade or so, they will probably meet the criteria of my definition. But as digital
devices become smarter, more intuitive, and better capable of processing natu-
ral language, the distinction between digital and non-digital skills will become
increasingly blurred. The appropriate, discerning, and responsible use of digital
technology will then no longer depend on digital skills, but on critical thinking,
reflexivity, self-leadership, and other non-digital competences. For me, these are
the real (and timeless) Future Skills.

11.4 Our Approach to Future Skills

Like the previous section, this one is not only about Future Skills but about all com-
petences listed in Table 11.1. The GIF program I am about to present cannot be mean-
ingfully deconstructed into parts with relevance for Future Skills and those without.

I begin by introducing the “flipped curriculum”. This design principle applies
the “flipped classroom” pedagogy? to an entire educational program. In Fig. 11.2,

>The flipped or inverted classroom is “a set of pedagogical approaches that (1) move most
information-transmission teaching out of class; (2) use class time for learning activities that
are active and social; and (3) require students to complete pre- and/or post-class activities
to fully benefit from in-class work™ (Abeysekera & Dawson, 2015, p. 3).
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Fig. 11.2 Flipping the curriculum (Holmes et al., 2019, p. 28)

the triangle on the left represents, in simplified form, a conventionally designed
curriculum. Students spend the vast majority of their time in lectures and learn-
ing-prescribed content. Only little time remains for building expertise in areas of
their interest and transferring what they have learned to new contexts.

The triangle on the right of Fig. 11.2 reverses this relationship. Students gain
access to relevant knowledge and acquire it independently outside of courses.
This makes valuable time at the university and with fellow students available for
practicing the higher-order cognitive activities of application, analysis, synthesis
and evaluation (Gary, 2018), which promote competence development. In addi-
tion, this way the students spend relatively less time on acquiring new knowledge
that tends to outdate increasingly quickly, and relatively more time on developing
and practicing competences, some of which may be Future Skills that will not be
rivalled by smart machines for the time being.

The GIF program looks almost as if it were designed with the idea of the
flipped curriculum in mind. However, the Team Academy model, on which GIF
is based, originated in Finland, where it was developed in the early 1990s. It
promotes experience rather than theory as the starting point for learning and
aims to empower the students to choose what, how, when, and with whom they
learn. Rote learning of facts, stockpile learning, and cramming theory without
personal relevance have no place here. Instead, the Team Academy’s pedagogi-
cal cornerstones are action learning, team learning, self-directed reading, and
team coaching.
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11.4.1 Action Learning

Action learning is a method of experiential learning. It is learning to act effec-
tively, which requires actual action, not theories about action or recommenda-
tions for action (Mumford, 1995). Learning is based on collective reflection on
the experiences of action. Action learning always takes place in teams, which
distinguishes it from learning by doing. The teams should consist of like-minded
people for whom the challenge to be learned from is important and new: “It is
recognized ignorance, not programed knowledge, that is the key to action learn-
ing: men [sic] start to learn with and from each other only when they discover
that no one knows the answer but all are obliged to find it” (Revans, 1997, p. 6).

In the Team Academy, the students’ team companies provide the framework
for action. They continually produce situations and questions that are new to the
students and to which they have to react. The collective reflection on their actions
takes place in the special format of team learning.

11.4.2 Team Learning

Team learning is a process of thinking together through dialogue, in the course
of which experiences, insights, knowledge, and perspectives are exchanged. Dia-
logue is neither a discussion about being right and getting one’s way, nor does
it aim at consensus (Bohm, 1996; Isaacs, 1999). I have already presented the
principles of dialogue above, so I will not go into them further here. In the Team
Academy, the members of each team company meet twice a week for three to
four hours in a circle of chairs with their team coach for team learning sessions.
According to Senge (1990), team learning is one of the five disciplines of learn-
ing organizations, which is what every Team Academy strives to be.

11.4.3 Self-Directed Reading

Students plan and decide for themselves what, when, and how they read. The use
of books plays a very important role in the Team Academy, reflecting the strong
Finnish reading culture. Books are preferred to shorter articles because they give
ideas more room to unfold and provide more context. Students choose 5—7 books
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each semester that promise to help them solve problems or answer questions
related to their customer projects, business ideas, team situations, or personal
development. They formulate a guiding question for each book to direct and focus
their attention. After reading, they produce and share an essay, podcast, video, or
give a live presentation with a book review and a report on what they see as the
most important insights from the book, how they used them to answer their guid-
ing question and, if applicable, how the transfer of key insights to their own prac-
tice went.

11.4.4 Team Coaching

Team coaching is a process designed to develop groups of people into high-per-
forming teams. In GIF, team coaches like myself take great care to create and
sustain a friendly, welcoming, and open learning environment. We are constantly
testing, evaluating, and learning how to do this better. Every rule, structure, and
process introduced since the start of GIF in 2018 was co-designed by our students
and us. Students and coaches collaborating at eye level is a key success factor for
Team Academy programs. This is why we team coaches are on a first-name basis
with the students, which is not at all common in German higher education.

Our other focus is on the teams we coach. Each team of students has its coach
who accompanies them for a year, spends six hours a week with them in a chair
circle for team learning sessions (see above), supports them for another five hours
a week in their client projects and with their business ideas, works intensively
with the team company’s executive board, helps them through impasses, conflicts,
and crises, and celebrates their successes and failures with them.

Team coaches do not usually impart their expert knowledge to students, solve
their problems, or deliver solutions for them. This would be teaching or consult-
ing. Coaching, as Team Academies understand it, is “the art of facilitating the
performance, learning, and development of another” (Downey, 2003, p. 21). We
want the students to shed their fear of not knowing something, overcome their
initial helplessness when faced with new problems, strengthen their initiative, and
cultivate their self-directed learning. We help them by asking good questions, not
by giving the answers (Stanier, 2016).

Figure 11.3 summarizes the Team Academy’s four pedagogical cornerstones
just described and the relationships between them.
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Fig. 11.3 Pedagogical cornerstones of the Team Academy. (Own representation)

11.4.5 Teams, Companies and Leadership

The Team Academy model is not oriented towards the ideal of the outstanding
individual, the heroic entrepreneur (Boutillier & Uzunidis, 2014; Papi-Thornten,
2016; Pilotta, 2016), but towards the ideal of high-performing teams (Katzen-
bach & Smith, 1993) and entrepreneurship for everyone (Faltin, 2015). To prevent
birds of a feather from flocking together, the team coaches put together the stu-
dent teams of 12-18 students each, ensuring maximum heterogeneity and com-
plementarity within each team. Factors we take into account include age, gender,
work experience, region of origin, and the results of a Belbin team role test (Bel-
bin, 2010).

Regardless of business ideas, each team sets up or takes over a real company
(cooperative) early in the first semester. These team companies act as the stu-
dents’ learning environment, laboratory for experimentation, and formal bond
with each other for the duration of their studies. In Germany, establishing a coop-
erative requires no specific initial capital. Liability risks are limited to the com-
pany’s funds. Moreover, to limit risk, the team companies may not borrow money.

The teams move into a co-working space that is available to them around the
clock. The students’ spatial proximity to each other ensures lots of informal com-
munication. Meeting rooms, an event area, a reference library, and a large kitchen
are part of the infrastructure. Almost from day one, the students work in client
relationships, which are initially helped by the team coaches. All students are
expected to complete regular visits to actual or potential clients to learn from and
with them, co-create business ideas and build productive, lasting relationships.
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Fig. 11.4 Typical evolution of team companies. (Own representation)

The students generate their first sales with simple offers that are within their
experience horizon and possibilities (e.g., hosting parties and organizing e-sports
tournaments at corporate events; drop shipping; creation and search engine opti-
mization of websites; setting up pop-up stores; mapping processes for service
companies). With growing experience and increasing sales, they specialize in
certain sectors, products, and processes. Figure 11.4 illustrates team companies
evolve ideally.

Not all students in a team work for the same client, on the same product, or
even in the same industry. Rather, each team company has a spectrum of projects
at any given time, which take place independently of each other, involve different
people, but are decided, financed, controlled, and evaluated jointly by all mem-
bers. In this way, the students can pursue their different interests, try out a variety
of business ideas and learn from one another.

The team companies do not form isolated learning units. On the contrary:
The spatial, organizational and curricular conditions of the GIF program work to
ensure that the teams network with each other, share ideas, knowledge, and com-
petences across cohorts, share resources, coach each other, cooperate and create
an open, dynamic, self-organizing ecosystem for entrepreneurial learning.

In GIF, with its 150 students, nine team companies, a plethora of projects and
a large network of external stakeholders, leadership is needed everywhere all the
time. Some students are elected CEO, CFO or to the supervisory board of their
companies and assume legal responsibility. Others manage client projects, organ-
ize a Rocket Day (one-day learning and community building events for the whole
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Team Academy) or a Learning Circus (a team trip lasting several days to several
weeks, during which companies, conferences, and other Team Academies are vis-
ited), or act as Academic Leaders (ensuring their team’s academic progress). All
students take turns hosting team learning sessions. We team coaches interfere as
little as possible.

11.4.6 Self-Leadership

The Team Academy is designed to give students plenty of freedom to pursue their
personal learning and development goals and business ideas and to respond to the
needs of their team companies and clients. However, freedom comes with respon-
sibility and the expectation of serious commitment. This is a tough lesson to learn
for many because parents, school, and work typically do not prepare them for
freedom. In fact, for most students, the biggest leadership challenge is their self-
leadership.

As a support measure, we require all of them before the beginning of each
semester to draw up a personal learning contract for the next six months, in which
they answer the following five questions (Cunningham, 1999):

Where do I come from?

Where am I now?

Where do I want to go?

How do I get there?

How do I know that I have arrived?

NS

The students discuss their draft contracts with their team coaches, coordinate
and agree on them with their team, and sign them. When taken seriously, learn-
ing contracts are an effective tool for the students to reflect on themselves and
to practice goal orientation, focus, commitment, and evaluation of own progress.
During the semester, learning contracts serve as a basis for conversations with
the team coach. In addition, Academic Leaders use the learning contracts to keep
track of their whole team’s progress and to coordinate support within the team for
students who are struggling.

An important role model for self-leadership is students’ corporate clients.
From them, they can (ideally) learn what professionalism, productivity, and relia-
bility mean. The best clients are those who demand exactly this from the students.
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11.5 Challenges for the Team Academy Model

There are many challenges to setting up and running a program like GIF in a
bureaucratized, risk-averse public higher education institution. In this section,
however, I will address three challenges we face in GIF concerning the develop-
ment and assessment of the students’ Future Skills.

11.5.1 The Challenge of Letting Go

In the introduction, I pointed out the importance of action, reflection, and an
authentic learning context for the acquisition of entrepreneurial competences and
related Future Skills. By an authentic learning context, I mean a learning environ-
ment in which it is natural for students to do the things that promote their compe-
tence development. Giving a talk in a seminar, having an appearance in front of
the camera in a public speaking course, or discussing an ethical dilemma as part
of a case study are not natural situations but artificial ones, producing artificial
behavior, which may or may not be transferred to real-world situations outside
the classroom.

The Team Academy works differently. Everything is real or as close to real as
possible. If a client project is due to be completed, the students work very hard
to meet the deadline, not because a team coach tells them so, but because it is
their client, their project, and their ambition. If three students want to start a new
project and need the financial support of their team, they pitch their project idea
in front of their peers, respond to their questions and concerns, and show how
everybody will benefit. They do this to gain support and not to practice their pres-
entation skills that might be useful later in life. And eventually, when the students
are fed up with their chaotic way of running projects, they begin to impose disci-
pline on themselves for proper project management. They learn this lesson for life
without any intervention by a team coach.

One rule of thumb for team coaches is therefore to “grant them their mess”.
Mess is part of the authentic learning environment in a Team Academy. It makes
the students realize what they want to avoid in the future and start looking for
improvements and solutions on their initiative. For us Team Coaches, however,
watching students struggle with their mess or driving projects against the wall can
be hard to bear, and I am often the first team coach who shows mercy. Not saying
no, just letting go and trusting the process, is not for the faint at heart.
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11.5.2 The Challenge of Unlearning

Learning from mistakes takes time. However, getting new students to just go
ahead and try something that may fail, takes even more time. In their first months
in the GIF program, many are hesitant to experiment because they expect to
receive guidance, to need permission, or be discouraged from pursuing their
ideas. The belief that they must learn something before being allowed to do it
is as common as it is limiting. In addition, a deficit-oriented self-image gets in
the way for some, leading them to focus on their weaknesses rather than their
strengths.

Another big challenge for students, besides dealing productively with free-
dom, is unlearning. The socialization by parents and school may have prepared
them for a well-defined job in a stable, hierarchical organization, but not for expe-
riential, entrepreneurial, failure-prone learning in a self-organizing, frequently
messy environment. They need to unlearn the way they used to learn at school.
They need to unlearn the idea that every question has one correct answer, that
there is a certain body of knowledge to be mastered, that learning is the mental
stockpiling of knowledge and that everyone in GIF has to learn the same things.
They have to unlearn the idea that they must be able to do everything themselves
because that is exactly what does not apply in complementary teams. They have
to unlearn that someone else is responsible for them, makes decisions for them,
and tells them what to do. And they have to unlearn their fixation on grades, for
otherwise they will never take risks, make courageous decisions, look for new
ways and grow as entrepreneurs.

11.5.3 The Challenge of Balancing Assessment
and Authenticity

Grades bring me to our third major challenge, namely the assessment of the stu-
dents’ competence levels and gains fairly and comparably. In GIF, the vast major-
ity of assessments take the form of portfolio examinations.

During the semester, the students collect evidence for everything they do in the
context of GIF. Evidence can be project or product plans, budgets, pitch decks,
websites, web shops and apps created, results of own market research, prototypes,
minutes of client talks and internal meetings, correspondence, offers sent out,
order confirmations received, contracts, client feedback, team feedback, etc. At
the end of the semester, the students decide which modules they want to complete
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with the documentation of their activities. For each module, they compile the evi-
dence required, explain each piece of evidence, and write a reflective piece on
their learning journey in the course of the module.

So, in GIF, we wholeheartedly share Mintzberg’s (2005) credo of “using work
rather than making work™ (p. 313) for assessment. The downside is, however, that
while portfolios are a great way to make learning and demonstrated competences
visible, no two portfolios look even remotely alike. This is because no two GIF
students pass through our program in the same way. Some may work on the same
projects for the same clients, but in different roles. Some look for business oppor-
tunities at their doorstep in Bremerhaven, while others seek opportunities abroad.
And since team dynamics vary greatly among the teams, the CEOs of our nine
team companies typically face very different leadership challenges, which are
reflected by their equally different portfolios.

One consequence of this is that implementing fair assessment standards is
extremely difficult. The students who are the most successful in identifying busi-
ness opportunities, managing projects, or creating a positive team culture may
not be the best with words. On the other hand, the most impressive portfolios
by academic standards often come from students who would probably excel in
more traditional, structured study programs and who know how to present their
minor entrepreneurial activities in the best light. Moreover, if we team coaches
evaluated portfolios purely based on the desired learning outcomes specified in
the module handbook, we would have to disregard other valuable competences
the students may have developed or applied successfully. The more we stick to
the formalized intended learning outcomes, the more we reduce the perceived
freedom to experiment and the authenticity of the GIF learning environment. We
tend to deal with this trade-off by using ‘soft’ assessment standards; focusing on
the strong points of each portfolio; and giving students extensive development-
oriented written feedback.

11.6 Three Learnings

In this final section, I share three learnings from the design and implementation
of GIF over four years, which may be valuable for those planning to develop or
adopt a Future Skills oriented curriculum.
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11.6.1 Higher Education is Changing

A frequently heard argument against originality in program design is that (not only)
German higher education laws and accreditation regulations are too restrictive, hos-
tile to innovation, and do not allow anything other than the established program
formats. However, in view of something as radical and unorthodox as a Team Acad-
emy being a reality, this argument seems more like a protective assertion.

So, the first lesson is that public higher education in Germany is changing!
Change may be painfully slow compared to the agile world around, but there are
windows of opportunity for innovative, unconventional Future Skills oriented
approaches to learning.

11.6.2 Start with Why

When I set out to convince management and committees at my university to
establish Germany’s first Team Academy as a degree program, I was confronted
with the argument that coaching was not academic teaching and that GIF was too
much about procedural knowledge (know-how) and too little about declarative
knowledge (know-that) (Berge & van Hezewijk, 1999; Herz & Schultz Jr, 1999;
Jiamu, 2001).

The same argument might be used against the introduction of practically
any Future Skills-related curricular elements. Therefore, it is important to real-
ize that the argument is flawed because it confuses the means and ends of educa-
tion (see the introduction). The end is student learning. Teaching is a means, just
like coaching. The choice of the means should be determined by effectiveness to
achieve the given end, not by personal preference or historic conventions.

To counter the above argument, it is important to first focus on the purpose
of the study program and get everybody to agree on it. In the case of GIF, I pre-
sented to my skeptical colleagues the draft of the program’s mission statement
(see the Future Skills Model section). It was well received, especially for its
entrepreneurship aspect. Next, I explained the particular nature of entrepreneur-
ship and how it differs from business studies or engineering. This made it much
easier for management and committee members to agree that GIF needed a tai-
lored pedagogical approach. People began to accept my point that coaching was
the most authentic way and lectures were largely optional. Mentally, they had
made the shift from the Instruction Paradigm to the Learning Paradigm (see the
Introduction section).
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So, when faced with resistance against the curricular integration of Future
Skills, “Start with Why” (Sinek, 2019). Move on to How only after the purpose
has been agreed upon explicitly by decision makers. Then derive How from Why
with a watertight argument.

11.6.3 Let the Medium Be the Message

Learning Future Skills requires students to be active, to do something and prefer-
ably in a setting that does not feel artificial but authentic. As mentioned before,
artificial situations generate artificial behavior. For this reason, special attention
should be paid to the design of the setting or learning environment.

When McLuhan (1964) stated that “The medium is the message” (p. 7), his
point was that the particular technology used to communicate a message will
affect the content of that message. From a pedagogical perspective, the state-
ment can be read as advice to align the medium of a study program, i.e., how its
content is mediated, with that content, so that the medium supports the intended
message, rather than contradicting or changing it (Yazon et al., 2002; Zvonimir,
2018). An example of how not to do it is a frontal lecture to prospective teachers
on why frontal teaching in schools is a poor practice from a pedagogical perspec-
tive. Unfortunately, this example is not fictitious.

I think of the pedagogical medium broadly as a composite of the processes
and methods of program delivery, physical spaces and objects, technology, formal
and informal rules and roles, rituals, the use of language, and more. Ideally, all
elements work together to ensure that students naturally engage with the intended
message of their study program. Ask yourself what medium could trigger, guide,
and sustain student learning without the need for any further message. How could
you design the medium so that students acquire Future Skills all by themselves?
Then, the medium becomes indeed the message, as McLuhan suggested.

Future Skills in Practice: My Recommendations

The decreasing half-life of knowledge and its ubiquitous availability will
lead to a significant shift in the focus of (higher) education from knowledge
to future-proof competences, especially future skills. Based on my experi-
ences with the Team Academy approach in Germany, I have five recom-
mendations to get the change process off the ground.
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1. Let us not wait for political initiatives, new higher education laws, more
money or anyone’s approval to begin working on Future Skills oriented
learning programmes. We can get far with what we have and control
today, as the Team Academy example shows. The most limiting factor is
the belief that the familiar is all that is possible.

2. We should be clear and stubborn about desired learning outcomes, but
flexible about the methods to achieve them. Functionality and effective-
ness need to take precedence over convention and habit.

3. The transition from the old to the new requires creativity, experimenta-
tion, courage and occasional non-conformity in the design of learning
environments, curricula and interaction with students. We can invite
them to be our ‘beta testers’ and co-developers.

4. Let us systematically prepare and empower students to take greater con-
trol of their learning. Self-directed learning is a Future Skill, and as this
chapter has argued, learners acquire Future Skills best by acting and
reflecting in authentic contexts.

5. Empowering students in this way will affect our role and professional
identity as academic teachers. Actually, the term teacher with all the
authority and power distance it implies will become increasingly inad-
equate to characterize what we do. Since language creates reality, we
should identify or invent more suitable terms and use them on ourselves.
This is why Team Academies have team coaches, not lecturers and pro-
fessors.
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Development: Cognitive, Collaborative
and Ethical Skills

Carmen Paunescu and Mary McDonnell-Naughton

Abstract

This chapter focuses on the cognitive, collaborative, and ethical skills that the
future higher education student will need to acquire to meet the skills wanted
for the future. It explores learning methods that may be of interest in this field.
The encouragement of reflective practice will encompass the competencies
that will help to make sense of new concepts and policies underpinning good
critical thinking. This will lend itself to the student gaining a competency
level to drive efficient and effective decision making, thus ultimately contrib-
uting to society. The students themselves, through a thirst for knowledge and
skills, will become self-directed learners, and learn how to work collabora-
tively with colleagues, all of which is essential for the Future Skills society.
Based on two case studies, the chapter illustrates how the students develop
their Future Skills and connect their learning experiences to explore various
opportunities, whilst thinking and working in an ethical manner, adhering to a
code of practice.
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12.1 Introduction

As the future needs of the global economy change it is imperative that education-
alists must also adapt and identify what has to be achieved to equip students with
Future Skills and attributes that are fit for purpose. It is important to develop criti-
cal thinking, problem solving, ethical skills and competencies that they will need
to lead and manage the innovations of the future.

Critical thinking, for instance, calls for a persistent effort to analyse and eval-
uate any form of knowledge, belief or experience that leads to reasoning and
decision-making (Ehlers, 2020). Reasoning, sensemaking and, further, problem-
solving draw on individuals’ existing understandings, worldviews, and collabo-
rative interactions (Muiiiz, 2020), with the purpose to create new meanings that
ultimately lead to innovation. The development of these cognitive skills will be
on a continuous growth curve as the student moves through higher education.

This chapter explores the cognitive, collaborative and ethical skills that the
future higher education student will need to develop. It illustrates some learning
methods that may be critical to developing Future Skills. The study adopts a qual-
itative research approach: (1) a case study at a public university business school
in Romania with participation of students in a master course of Entrepreneurship
and Sustainable Business Development, and (2) a discourse on the importance of
ensuring that nursing students gain ethical knowing whilst completing a BSc in
Nursing, in Ireland. The chapter introduces good practice examples of alternative
teaching and learning methods that support the development of student Future
Skills, through discussions, reflections, cooperative efforts, and collaborative
practical work. Awareness is also placed on how students encourage the making
of associations between problem, place, entrepreneurship, and ethical knowledge.
The knowledge presented in this paper has been gleaned from a case study based
on practice and a reflection on gaining competent knowledge within an ethical
framework. The expansion of both of those areas is an example of development
and knowledge-building in specific areas of expertise. However, upon reflection,
lessons can be learned that can be replicated in other areas of education.

The chapter is structured as follows: the coming section introduces an oper-
ational definition of the term ‘Future Skills’ and its structural components.
Sects. 12.3 and 12.4 illustrate how development of cognitive and ethical skills is
sustained in two different situations, one practical and the other reflective. Prac-
tical implications and further recommendations regarding implementation of
Future Skills in practice follow.
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12.2 Future Skills Meaning and Understanding

Promoting and acknowledging the importance of cognitive, socio-emotional and
ethical skills to student success is paramount to higher education governing poli-
cies, educational leaders and legislators (Portela-Pino et al., 2021; Radwan et al.,
2021; Torrence et al., 2017). These are evolutionary components of the Future
Skills framework for future higher education created by Ehlers (2020), which beg
the question as to how educators, students or researchers examine and make sense
of new concepts, new phenomena, or new policies.

As the future needs of society change, it is imperative that higher education
institutions must prop students to become self-directed learners, engage in knowl-
edge exchange and work collaboratively in an ethical manner. The knowledge
gained through self-learning, exchange and collective work will assist the stu-
dent with clearer thinking and logical reasoning, including self-reflection and an
opportunity to practice those skills within the confines of an academic institution.
These practices can encompass real-life problem-solving, role-play and various
case scenarios, under the watchful eye of accredited educators. Therefore, gain-
ing cognitive independence becomes critical to skill development success (Espi-
noza Freire, 2021). Rouleau and Balogun (2011) claimed that critical thinking
and sensemaking skills for middle managers underpin discursive competence and
lie in an intimate knowledge of the setting and a good understanding of multi-
ple interactions. As such, relational context and collaborative mindsets are very
important (Hendarwati et al., 2021).

Moreover, ethical competence has an emerging requisite to be embedded in
all higher education programmes in the twenty-first century. It begs the question
as to what we understand by being ethically competent. Underpinning this con-
cept is the “human quest for knowledge and action that defines right and wrong
behaviour” (Menzel, 2016, p. 4). Ethical competence is an attractive, powerful,
and promising concept, with several advantages for research and practice (Schri-
jver & Maesschalk, 2013 in Cooper & Menzel, 2013) and is also a fundamental
but complex concept for learning (Dierckx de Casterlé et al., 2008). Most ethi-
cal competencies have arisen mainly from healthcare ethics (Koskenvuori et al.,
2019). These comprise character strength, ethical awareness, moral judgement
skills and the willingness to do good (Kulju et al., 2016).

Following the preceding conceptions and ideas, the current chapter describes
Future Skills as a term that encompasses three types of skills: (1) cognitive inde-
pendence (such as critical thinking, logical reasoning, sensemaking, decision-
making, problem-solving skills), (2) collaborative (relational) and (3) ethical
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Cognitive
independence

Collaborative
skills

skills (Fig. 12.1). Accordingly, Future Skills integrate those competencies that
enable individuals to independently and flexibly use their knowledge to meet
complex demands and handle compound situations, whilst thinking and work-
ing in an ethical manner, adhering to a code of practice. These Future Skills are
aimed to increase employees’ prospects for success, being more adaptable to
increasing complexity of their work.

Fig. 12.1 Future Skills conceptualization

12.3 Blending Problem-Based Learning with
Place-Based Education to Develop Cognitive
Independence

12.3.1 Developing Cognitive and Collaborative Skills in
Entrepreneurship Education

Entrepreneurship education has rapidly emerged as a topic of high importance
in multiple domains of knowledge in higher education institutions and con-
tinues to have a significant role for promoting job creation, innovation and the
growth of national economies (Mohamed & Sheikh Ali, 2021). Higher educa-
tion institutions are striving to equip their graduates with entrepreneurial skills
that will elevate their capacity to pursue a self-employment career (Rasiah et al.,
2019), whilst also developing students’ capabilities to become future generators
of sustainable value for business and society at large (Igwe et al., 2021). Devel-
oping entrepreneurship and other future work-ready skills, for enhancing entre-
preneurial intentions of students to start successful businesses, raises continuous
challenges. As such, the physical closure of higher education institutions due to
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COVID-19 shed a brighter light on the need to implement alternative teaching
pedagogies (Morgado et al., 2021) that allow the Future Skills development in
an online or a blended learning context. An earlier work of Sdnchez Contreras
and Murga Menoyo (2019) stressed the importance of adopting adequate learning
methods that support the students’ acquisition of meaningful abilities and skills,
but also values and characteristics of a citizenship consciously and actively com-
mitted to the great challenges posed by the existing socio-ecological crises. A
hybrid system that combines online Problem-Based Learning (PBL) and onsite
Place-Based Entrepreneurial Learning (PBEL) can be considered a viable setting
for developing Future Skills when utilized within the specific context of entrepre-
neurship education. A recent work published by Wong and Kan (2022) stressed
that PBL is an effective teaching pedagogy for knowledge acquisition and cog-
nitive skill development (such as problem-solving, critical thinking, and logi-
cal reasoning), encouraging students to become self-directed learners, exchange
knowledge and work collaboratively. Also, Takano’s (2022) study outlined the
importance of gaining learning and developing sensemaking skills through partic-
ipation in meaning-making processes and by being exposed to real-life contexts,
as this proved to have an impactful result in practice later.

Real-life problem-solving and collaborative skills are essential and valuable
in entrepreneurship education. Problem-Based Learning is a broadly used peda-
gogical method to encourage interactivity, stimulate learning, construct reason-
ing, improve the learning outcomes and enhance the overall student’s experience
(Espinoza Freire, 2021; Wang et al., 2021). The collaborative, sensemaking, and
problem-solving skills are very important Future Skills for students, necessary to
organize the division of tasks in solving entrepreneurial problems, and work on
solutions jointly and innovatively (Hendarwati et al., 2021).

The switch to online or blended learning due to the coronavirus pandemic
stressed the need for inventing new combinations of alternative teaching pedago-
gies that enhance lifelong learning. One solution is online PBL. Recent research
(Wong & Kan, 2022) found that online PBL stimulates self-directed and col-
laborative learning and knowledge-sharing behaviour of students that conse-
quently lead to enhanced problem-solving skills. Yet, current studies uncovered
that the students’ engagement in offline and online PBL did not show signifi-
cant difference (Kristianto & Gandajaya, 2022). This is possible when using the
PBL approach, as it requires the students to be actively engaged in gaining and
exchanging knowledge to advance meanings, while collaboratively working in
teams and interacting with their peers and educators.

The concept of Place-Based Entrepreneurial Education was established only
recently, the intention being to develop entrepreneurship education that takes
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the environmental, cultural, socio-economic, and political challenges of a place
into account (Sesigiir & Edeer, 2020; Wright et al., 2021). It blends Place-Based
Learning and Problem-Based Learning within the entrepreneurship educational
settings and context of university to develop student skills that matter. Yet, the
importance of place for entrepreneurship education has received little attention
by higher education institutions (Larty, 2021). There is still a lot of work to do in
connecting students to places and engaging them in understanding the relation-
ship between entrepreneurship, local communities, and their challenges within
the entrepreneurship curriculum. Recent research by LaDuca et al. (2020) exem-
plifies how universities use place-based community engagement in developing
student reasoning and sensemaking skills, by extending partnerships with com-
munities that create meanings and make sense to address critical twenty-first-
century challenges. They showed that applied creativity and transdisciplinarity
acted as valuable ingredients in fostering reciprocal partnerships, aimed at creat-
ing value, benefits and a long-term impact for all involved. Cincera et al.’s (2019)
study stressed that Placed-Based Education in programmes for sustainable devel-
opment increased the teachers’ self-effectiveness, developed the students’ socio-
emotional competence, and improved the atmosphere at the schools involved.
Also, research by Thomas (2020) showed that place-based inquiry situated in the
students’ outdoor surroundings can provide high relevance in classrooms for crit-
ical skill development, by connecting the curriculum content that can be highly
standardized with the systemic dilemmas that challenge communities.

The coming section of the paper illustrates how the theoretical approaches
underpinning the PBL and PBEL methods sustain the development of cognitive
and collaborative skills as Future Skills required in entrepreneurship education.
These are valuable Future Skills in other areas of education alike.

12.3.2 Reshaping Learning Methods in Entrepreneurship
Education

To foster innovation and allow future skill development, higher education institu-
tions need to internalize new forms of education. These can extend from blended
learning, online work, practices with enterprises, volunteering to experiential
learning trips among other, as formal practices that engage students in organiza-
tions. Students are expected to work closely with the local actors, either public,
private sector or civil society, to develop their skills and increase their aware-
ness and understanding of the local place (Sanchez Contreras & Murga Menoyo,
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2019). The collaborative work with local actors enables students to develop and
practice their entrepreneurial skills in a safe environment and contribute to com-
plex problem solving. In this way, higher education institutions help them secure
future entrepreneurial skills and potentially become tomorrow’s entrepreneurs.

An example of a course that offers students opportunities for developing and
practicing their cognitive and socio-emotional skills is “Entrepreneurship and
Sustainable Business Development (ESBD)”, taught at a public university busi-
ness school in Romania. The course aims at producing work-ready graduates with
entrepreneurial skills. Following a classroom action research approach, ESBD
was developed as an intensive five-week graduate course (with four teaching and
learning hours per day) aimed at a cohort of business students in the first year of
study of their master programme. The course is run in collaboration with part-
ner-companies, communities, or other organizations from the local environment
in which the university is embedded. As part of their course assignments, stu-
dents are demanded to examine, evaluate, and solve a real-life business dilemma
defined by the partner-organizations, by employing a Design Thinking methodol-
ogy (Teodoro, 2021). The learning process considers integration of the interests
of all actors involved, use of technology, and the requirement for business suc-
cess, and uses systemic reasoning, sensemaking and intuition to explore the most
desirable alternative solution to the problem.

The ESBD course combines two teaching methods: Place-Based Entrepre-
neurship Education and (online) Problem-Based Learning. This combination of
teaching methods increases the motivation of students, inviting them to become
more actively involved in the problem-solving process. Also, it allows them to
approach the given situation rigorously and professionally. Additionally, the
methodology allows the educators to improve the relevance of teaching by inte-
grating specifics of the place in the learning process. For instance, Wang et al.
(2021) found that PBL significantly improved students’ self-learning abilities in
the theoretical framework of the course. At the same time, employing PBEL as
a teaching method helps the students diagnose the real problem, generate alter-
native timely solutions and develop concrete action plans that consider the local
context.

Working in groups of four to five members, by using their cumulative knowl-
edge and applying the Design Thinking tools, the students can provide creative
business solutions to the problem identified. Initially, the students describe the
core problem and subsequent relevant issues taking into consideration the existing
challenges of the local place. The solutions they come up with latter are framed in
a hybrid learning environment that combines online learning for problem expla-
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nation and onsite learning for problem exploration and resolution. The collabo-
rative work that the students undertake include successively clarifying priorities,
doing required field work, acquiring and exchanging new knowledge, designing
creative solutions and developing concrete action plans embedded into the local
context (Fig. 12.2).

Educators play a facilitating role aimed at supporting and guiding students
with their learning, more deeply and effectively, through their individual study
and peer-to-peer interaction in a group. Partner organizations support the field
research with real-time feedback, data collection, interviews, and validation of the
intermediary and final results. Five to six different real-life scenarios are devel-
oped each academic year and the students, as teams, traverse the real factory vir-
tually and/or onsite to assess the situation. The live online classes are carried out
both via the PBL approach and via teacher-based methods by using the Zoom
application. Group work for problem definition and solution generation is organ-
ized using breakout rooms.

The employment of online PBL combined with onsite PBEL demonstrated the
improvement of students’ self-directed learning, for which they were willing to
take full responsibility, which led to improved critical thinking, logical reasoning
and decision-making skills. These are skills that characterize cognitive independ-
ence (Espinoza Freire, 2021). Moreover, the students’ problem-solving abili-
ties improved through the well-planned intervention of both educators and local
partners, containing clear guidelines for student learning and their involvement
during the process, and through regular group discussions held via various chan-
nels (Wong & Kan, 2022). Students generally reported positively on the use of

(Online) Problem-Based Learning

Define the -
Plan field

rch

most implementa
valuable options tion

Co-design

challenges research

Place-Based Entrepreneurial Learning

Fig.12.2 Learning Method Design
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a blended learning environment. Also, students found that while teachers were
indispensable to implementation of the PBL process, the local partners played a
key role in helping students understand the PBEL context.

There were some tension points reported in the integration of the learning
principles of PBL along the different phases of PBL, given the variety of stu-
dents’ individual preferences, learning priorities, or understandings of the topic.
These were mainly reported during the group formation and distribution of tasks,
problem definition and analysis, and alternative solution prioritization. Other
research also reported similar obstacles (Hermann et al., 2022). Additional ten-
sions were registered during the validation of the learning insights gained as a
result of the PBEL exploration process. To tackle these tensions, the teachers sug-
gested early integration of formative feedback in every step of the learning pro-
cess and progressive problem analysis and resolution. All the above highlights the
importance of learning principles in relation to PBL. However, it is also impera-
tive that those principles are grounded in ethical knowledge which lends itself to
ethical knowing.

12.4 Developing Ethical Competence

12.4.1 Conceptual Understanding in Nursing Ethics
Education

Ethics education reflects on ethical decision-making, professional and research
practices (Torrence et al., 2017). Ethics as a discipline addresses moral issues at
the junctures of health care delivery, medical, nursing and health research, tech-
nological advancement, and environmental studies, to name a few. Access to eth-
ics training is important for all future and practicing professionals. Nurses, for
instance, should be well versed in the ethical implications of their actions as
clinicians (Purtilo & Doherty, 2011). Nursing is a practice-based discipline and
clinical placement is a vital part of nursing education in Bachelor programmes
(Plathe et al., 2021). Advances in health science and technology have led to pro-
found changes in nursing practice and nursing education (Park, 2012). Nurses, in
delivering care for patients, resort to their ethical knowing. It is well recognised
in educating nurses that they must be also prepared to be ethically competent in
their practice and decisions making (Park et al., 2009; Ujvarine, 2008). A nurse
develops over time in their role as a responsible health care professional (Fowler
& Tschudin, 2006). At times there may be a lack of critical reflection amongst
students. At all times, critical reflection must be nurtured and encouraged.
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The prerequisites for ethical competence such as professional virtues and ethi-
cal knowledge (Robichaux, 2016) is inherent in the skills deemed necessary to
be taught to higher education students. Knowledge regarding ethical concepts
and ethical knowing has enormous benefits for instructional effectiveness (Watts
et al., 2017). An example of such a programme will focus on theoretical concepts
such as ethical reflection and ethical decision-making (Lechasseur et al., 2018)
amongst other skills such as analysis and judgement (Paganini & Yoshikawa
Egry, 2011). The work will have a Future Skills profile as ethical leadership is
needed to be at the forefront for an ever-changing future society. It is essential
that the graduate of the future has the critical skills and knowledge to make deci-
sions based on ethical reasoning. It is envisaged that a specific purpose module
in ethical competences will ensure that the participants of an educational pro-
gramme will acquire the essential components of ethical competence and aware-
ness whilst ensuring that they safeguard the vulnerable in society. This is already
embodied within the discipline of nursing and could also be replicated by other
disciplines within higher level education.

Education in ethics (reasoning) and values (ideals) is important in every phase
of life (Nirupama & D’Souza, 2021; Singh & Stiickelberger, 2017). The devel-
opment of ethical reasoning in an individual is essential to the development of
society (Simkins & Steinkuehler, 2008). More importantly, ethics underpins how
we live and treat each other. All educational institutions have the responsibility
to educate their students in an ethical way. Socrates placed emphasis on ethics
as a branch of philosophy that dealt with morality and stressed that it was more
important than a religious, moral, or legal concept (Wilberding, 2014).

The idea of ethical competency development also involves acknowledging
multiple perspectives, whilst allowing for deeper reflection upon an individual’s
ethical values (Ward, 2020). In teaching ethics, it is important to reflect on differ-
ent backgrounds and be respectful of different cultures. Cultural competence is
important in relation to ethics. Deardorff (2006) defined intercultural competence
as “the ability to communicate effectively and appropriately in intercultural situa-
tions based on one’s intercultural knowledge, skills, and attitudes” (pp. 247-248).
He also reflected on the personality component in the definition with emphasis
placed on openness to and respect for other cultures. This is essential in the ethi-
cal component of educational programmes.

The importance of research ethics training has led academic institutions
to require that students obtain such training at various stages of their careers
(Ahmed & Nebeker, 2021). This also extends to other ways of knowing regarding
ethics and ensuring that there is an increased awareness around the value of eth-
ics education. Resilience and mindfulness were positively correlated with moral
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competence and work engagement with reference to the use of experiential dis-
covery learning practices and high-fidelity simulation (Rushton et al., 2021). This
assists in empowering individuals and building their confidence to assist them in
making sound ethical decisions.

12.4.2 Teaching and Learning Approach in Nursing
Education to Support Ethical Skills Development

Theoretical concepts underpinning key ethical theories with specific reference to
various disciplines ought to be embedded in all undergraduate programmes. Criti-
cal reflection and the utilisation of ethical knowledge is evident and documented
in various tertiary modules that will equip the student with the appropriate skills
for the future in dealing with complex issues. An example of the format for teach-
ing ethics is undergraduate nurses completing a BSc in Nursing in Ireland. It is
taught in year one where the student works on specific ethical concepts, year two
on their application, with years three and four critically reviewing, analysing and
synthesizing the concepts and merging the theory into practice. The students are
supported by having the concepts explored in a simulation laboratory. It can also
be brought into the concept of Problem-Based Learning such as devising a simu-
lation within a lab scenario and giving challenges for the student to solve. This is
then reviewed, so that the students demonstrate the necessary knowledge, skills
and ethical competences in the area. This in line with the Quality and Qualifica-
tions Ireland accreditation (QQI, 2022).

There are opportunities to practice ethical competence with other disci-
plines. Another practical example may be through the development of e-health.
According to the eHealth Action Plan 2012-2020 of the European Commission
(2012), “eHealth can benefit citizens, patients, health and care professionals but
also health organisations and public authorities. eHealth—when applied effec-
tively—delivers more personalised ‘citizen-centric’ healthcare, which is more
targeted, effective and efficient and helps reduce errors, as well as the length of
hospitalisation. It facilitates socio-economic inclusion and equality, quality of life
and patient empowerment through greater transparency, access to services and
information and the use of social media for health”. The Faculties of Engineer-
ing (Designing the Technology), Science (Exact recordings to be taken), Busi-
ness (Budgets and costings) and Healthcare (Interpretation of results) can be all
involved in reviewing the ethical issues underpinning these concepts. This, too,
can be taught in a simulation lab and reviewed by a panel of experts as part of an
overall assessment.
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It is not unusual to witness a lack of critical reflection amongst students (Ben-
ner, 2012). This must also be taught with an ethical component. Strengthening
cognitive skills and reflection strategies within a programme can be effective and
a robust approach to learning (Ravik, 2020). It also lends itself to teaching ethics.
The concept of scaffolding plays a crucial role in shaping the quality of class-
room learning with the utilisation of a classroom discourse analysis approach as
shown by Li and Zhang (2022) with a different topic.

Enriching skills with reference to ethics and ethical conflict also needs to
focus on enabling inclusiveness and empower individuals with the right ability
so that they can make decisions based on evidence. Ethical conflict such as moral
uncertainty, moral dilemma, moral distress and moral outrage (Falc6-Pegueroles
et al., 2015) must be discussed and developed within a case scenario. An ethi-
cal conflict is defined as a problem that arises when one senses that the idea of
“good,” “right” or “doing the right thing” with reference to other people’s best
interests are being compromised (Falcd-Pegueroles et al., 2016). Influences such
as e-health and digitalisation have an impact on education in relation to ethics.
Scenarios inclusive of these topics need to be developed and embedded in third-
level education. Codes of ethics and malpractice law must also review computer
software recognising that professional ethics of software developers are scruti-
nized within the classification of computing as a profession under U.S. tort law
(Choi, 2021). In principle, a module is developed throughout each year of an
undergraduate programme. As the student progresses through the programme,
their knowledge is built upon in line with the National Qualifications Framework
which allows for levels of education from level 6 to level 10 (see www.qqi.ie).

Ethical challenges in practice affect frontline nurses, which can undermine
safety, quality, and compassionate care (Rushton et al., 2021). For instance, the
key elements that underpin professional conduct and ethics for Registered Nurses
and Registered Midwives in Ireland are respect for the dignity of the person, pro-
fessional responsibility and accountability, quality of practice, trust and confiden-
tiality and collaboration with others (NMBI, 2021). These principles are taught
in each year of the undergraduate nursing programme and built upon inclusive of
various legislative frameworks in line with the European Convention on Human
Rights.

Educators, in imparting ethical knowing, may use a framework to teach and
assess the range of critical knowledge and skills for ethical decision-making. Eth-
ics education in nursing should promote the development of moral sensitivity
amongst reasoning skills based on codes of ethics, ethical principles, and profes-
sional responsibilities (Gastmans, 2002; Jaeger, 2001; NMBI, 2021). The Ethical
Competence Framework (Berghofer & Schwartz, 2011) is also a tool that may
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assist educators, and the use of experiential discovery and simulation scenarios
can be effective in addressing moral adversity (Rushton & Sharma, 2018). It may
also provide a rigorous assessment tool that can improve the understanding for
what is required to achieve and gain ethical competence. Findings from research
by Koskenvuori et al. (2019) revealed that healthcare professionals’ ethical com-
petence is a limited research area in relation to assessing conceptualization, meas-
uring, and realization of the ethical competence. An example of instruments to
measure ethical competence in terms of moral competence is offered by Asahara
et al. (2015). Reflection on and in practice is very important to ensure that compe-
tent caring practitioners work in a professional manner. Therefore, allocating time
during a working schedule on reflection is vital.

12.5 Challenges and Practical Implications

The COVID-19 pandemic has demanded changes to students’ learning expe-
riences and Future Skills development across all domains of knowledge. The
jobs and companies of the future might not have yet been created, but there
is a need to understand what will be necessary for a graduate to be consid-
ered qualified in the future. Higher education is very beneficial to any country’s
economic and societal development, accompanied with a demand for financial
and productivity accountability (Waller et al., 2019). Higher education students
are expecting to be engaged in learning environments that better acquaint them
not only with discipline-specific concepts and principles, but more importantly,
with relevant practices and competencies regarded essential for their future
(Kruskopf et al., 2021).

Our synopsis informs higher education institution leaders and, particularly,
entrepreneurship education faculty about how to explore their own curricula,
educational settings, and institution’s context. Also, it encourages educators to
explore how Placed-Based Education can combine with Problem-Based Learn-
ing to create opportunities to teach students about innovation and develop Future
Skills. Although PBL and PBEL have different focuses, their combination can
enhance teaching effectiveness in various domains of knowledge and practice.
Our methodology was effective in terms of enhancing students’ interest in entre-
preneurship and resulted in improved learning, but also in better preparation for
the job market. The scenario presented contributes to the debate on Future Skills
development within the entrepreneurship education literature. The scenario can
also serve as an inspiration for entrepreneurship course designers in higher educa-
tion, but also for other knowledge areas alike.
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From ethical knowledge perspective, the work that the students engage in
mirrors what takes place in clinical practice and in real acute hospital and com-
munity-based healthcare scenarios. They can utilise an ethical decision-making
framework and explore and address relevant ethical issues. The element of reflec-
tion and reflective practice can also be utilised to encourage ongoing learning in
this field. It is in the interest of everyone to develop an ethical code of profes-
sional conduct. It is also vital that empirical evidence is collected regarding ethics
education, and that there is a sharing of professionals’ experiences of teaching
ethics. Pedagogical research relevant to diverse healthcare professionals will
provide essential evidence as to how to teach this so that future generations are
grounded in ethical knowing. It is vital that retaining the brightest nurses in the
profession is an ethical mandate (Rushton et al., 2021). This is becoming more
difficult in an era where nurses are leaving the profession due to the stress of the
service demands.

The implications are that unfortunately different countries have different codes
of ethics and practices. Implementing one programme across Europe may not suf-
fice but it is important that ethical education respects the rights and dignity of all
human beings. Ethics education inherent to upholding research integrity is differ-
ent to ethical knowing essential for various professional disciplines. It is essential
for society that it is taught properly and respectfully in all higher education insti-
tutions.

It is extremely important to ensure that the future graduates are compe-
tent practitioners, who work in a professional and ethical manner. This can be
achieved through participation of the students in meaning-making learning pro-
cesses and by exposing them to real-life contexts. Moreover, allocating time for
reflection during a training course schedule is vital. This time may be challenging
to attain in different environments, but students who are afforded this opportunity
will perform better. Within a classroom environment, time needs to be allocated
to sense-making and reflection. In educational programmes that have a profes-
sional qualification along with an academic award, it is imperative that reflection
is part of the programme and time is allocated to it in practice.

Future Skills in Practice: Our Recommendations

e Regardless of the areas of knowledge in higher education, Future Skills
should encompass cognitive independence (such as critical thinking,
logical reasoning, sensemaking, decision-making, problem-solving
skills), collaborative (relational) skills and ethical (character strength,
ethical awareness, moral sensitivity, willingness to do good) skills.
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e [t is essential that the graduate of the future has the critical skills and
knowledge to make decisions based on ethical reasoning.

e Adopting adequate learning methods (e.g., blended learning, online
learning complemented by onsite work), relevant to different areas of
education, is crucial to support the students’ acquisition of meaningful
abilities and skills.

e Higher education institutions must encourage students to become self-
directed learners, actively engaging in gaining and exchanging knowl-
edge to advance meanings, while collaboratively and flexibly working in
teams and interacting with their peers and educators.

e Higher education institutions must develop students’ Future Skills
through their participation in meaning-making processes and by being
exposed to real-life contexts.

e In educational programmes that have a professional qualification along with
an academic award, it is imperative that reflection is part of the pro-
gramme.
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