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1. Biography
I am Professor of economic history at NHH – The Norwegian School of Economics, which is also my
alma mater. Sometimes, I tell my students that I entered the doors here at the age of 18 in 1989, and
never wanted (or managed) to leave.
My teaching experience began in the first half of the 1990s, when I received a scholarship to
participate in the Høyere Avdeling-programme in Economic History at the NHH. After two semesters
as student assistant, I gave my first ‘solo’ lecture in 1994. The subsequent year, as a doctoral student,
I had to take charge of one of the elective courses in the Siviløkonom-programme, when a colleague
fell ill. I was surprised at how much I enjoyed both the teaching situation and the responsibility.
In 2001 I was appointed Associate professor of economic history at the NHH, and since then,
I have – with the exception of sabbaticals – taught between one and three courses every semester. I
have also given guest lectures on a variety of topics in approximately twenty different institutions of
higher learning in Norway and abroad. In addition, I have developed and been responsible for full
courses at Copenhagen Business School, The University of Agder and Vietnam Maritime University.
Teaching is one of the reasons that I find my job worthwhile. I enjoy the time I spend in the
auditorium, as well as the planning before and the evaluation after lectures. As my students are a
diverse group of individuals, with varied backgrounds and knowledge, I always learn something
myself from the process; hence, for me, ‘teaching and learning’ has become a two-way street.

2. Teaching philosophy
The basis for my teaching philosophy is simple: Learning is an individual endeavour, but one which
may be greatly enhanced by a favourable social setting and good guidance.
In a bullet point summary, I would emphasise the following three points:
1) Motivation through enthusiasm: Curiosity; being aware of and engaging with each student
2) Positive learning environment: Group dynamics; narrative and variation; trial and error
3) Contents: Basis in research and sound knowledge
Motivation through enthusiasm
I believe that the key to students’ learning can be found in an individual motivation to expand their
knowledge. Ideally, before or at the start of a new course or programme, their curiosity is piqued,
and they acquire an internal drive to find out more. All activities are easier if there is a reason for
doing them.1
I have a strong belief in motivating students by showing enthusiasm. A good starting point for
a learning process is when the teacher succeeds in conveying fascination, interest and the
importance of the topic.2 Students that have been inspired to learn more about the topic, enter a
self-propelled process. Being curious and taking an active interest makes the learning more fun.
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This motivation might be internal/ intrinsic (a personal drive: ‘I want to learn more’) or external/ extrinsic (the
outcome is important: ‘I want to get a good grade’); see Deci et al. (1991) and Pittman (1998: 566). It has been
suggested that while intrinsically motivated students focus on details, processes and knowledge, externally
motivated students focus on results and rewards; (Nukpe, 2012: 12—13).
2
If the student ‘buys into this’, internal motivation might be triggered (‘When the teacher is so enthusiastic,
there must be something there’). Mahler, Groβschedl & Harms (2018) find that while the teachers’ subject-

I also think that it is important that the teacher is aware of and engaging with individual
students. My classes are relatively small, which makes this feasible. I try to engage the students in a
direct manner, and to bring their efforts and contributions into the teaching. For example: ‘Wanda
made a good point in her written assignment’; ‘Hans mentioned something that I had not thought
of’; ‘Ursula provided a fine example of this’. Such comments increase our understanding, by drawing
on our common pool of knowledge, rather than just mine. Moreover, it makes the students realise
that what they do actually matters, which is clearly a motivating factor.
There is one caveat here: How is it possible, as a teacher, to be enthusiastic about the course
contents, when the course is taught for the umpteenth time? For me, there are three keys to this.
First, the courses that I teach are based on topics in which I take an interest myself, either because
the topic is related to my research, or because I believe that there is an important message to be
conveyed. Second, by introducing new teaching ‘instruments’ and integrating new research, the
courses change from one year to the next. Finally, and in my opinion most importantly: by engaging
with the students, by listening to and using their input, there is enough variation and learning to
pique my interest, and to keep me motivated. Always something new to learn, always new
perspectives, always new insights – for the students, and for me.
My courses benefit from two types of selection bias. First, they are not compulsory. Students
actively choose them, which means that the students are more likely to have an intrinsic motivation
to learn about the topics.3 Second, the NHH is a difficult institution to get into, which limits what is
sometimes referred to as the ‘diversity problem’ of higher education. Consequently, the majority of
my students are Susans (academically committed, bright and interested students), and I encounter
very few Rogers (with limits regarding background, motivation and curiosity).4

Positive learning environment
By creating a good learning environment, it is possible to get synergies: ‘a whole’ that is greater than
the sum of its parts. The learning effect from individual efforts can be multiplied. Moreover, by
creating a feeling of safety and unity among the students, both as a collective and in smaller groups,
a ‘sense of responsibility’ is established. This ‘individual accountability’ is useful to ensure interest
and contribution.5
During the first lecture, I set aside a lot of time for the students to introduce themselves; who
are they, why did they choose this course, how can they contribute? This gives useful information for
me, but also helps them get to know each other. In addition, it means that they have already said
something in class, lowering the barrier for further interaction. In some courses I also integrate this
presentation into the teaching. For instance, the students’ presentation of their home country, is
used to analyse and discuss national stereotypes.
specific enthusiasm and enthusiasm for teaching have a positive effect on students’ performance’, there is no
relationship between the teachers’ self-efficacy and student performance. See Keller et al. (2016) for a review
of the vast literature on teacher enthusiasm and learning outcomes.
3
Either because they are genuinely interested, or to convince themselves that they have made the correct
choice. If the aim was only ‘to get a good grade’, they would have chosen a course with a lower workload and a
reputation for being ‘easy’.
4
The ‘Robert and Susan problem’ (Biggs and Tang, 2011) is often used to illustrate the challenge of broadening
the intake to higher education. In its earliest incarnation (Biggs, 1999) suggested that ‘students like Robert
probably are in a higher proportion in today’s classes’. In later versions that qualifier has disappeared. Due to
high entry requirements, the effect is likely to be smaller than in open programmes.
5
See Tran (2014) for an overview of the advantages of ‘cooperative learning’. Jeno et al. (2017: 10) find that
‘implementing active-learning approaches, such as [team-based learning] … could improve students’
autonomous motivation, competence, engagement, and learning over time’, compared with traditional
lectures.

I try to use a variety of instruments to keep the students engaged during and between
classes. Just like I have never been able to find ‘my’ political party, I do not subscribe to a particular
‘school’ of didactics. Instead, I have an extremely pragmatic approach. During lectures, I use a
combination of reflective learning (explain to a fellow student what you have learnt today) and
collaborative learning (group tasks), in addition to always trying to have a dialogue with the students,
rather than a one-way monologue. Between classes, students have short and long hand-ins,
‘homework’, individual essays and group presentations. This is not variety for variety’s sake, but to
target specific learning outcomes.
In addition to classroom activities, all my courses have relevant excursions. According to
Biggs (1999: 68), excursions create two forms of learning: experiential knowledge and interest. I
would add a third feature: it enables an informal interaction between the teacher and the students,
and among the students, which I think is very useful. Meeting the students outside a classroom
setting creates very fruitful forms of interaction that contribute to a positive learning environment.
For the last 15 years, my teaching has been based on trial and error; I am not afraid to try
‘novel’ features in class, and I actively ask the students what they think about the various aspects of
the teaching – both whether certain activities work, and the extent to which these should be used.
This is done informally, directly after activities, during breaks or as ‘homework’, but also as specified
questions during the end-of-term course evaluation. I also observe how certain activities – for
instance excursions – create enthusiasm and contribute to improving the learning climate.
I believe in the idea of a ‘narrative arc’ as a learning tool. In some of the sessions that I am
most satisfied with, the students are exposed to an element of storytelling, which excites them,
keeps them interested during the lecture, and maybe surprises them. Ideally, this should also work at
the course-level. In my courses on Norway (SAM21 and ELE429) there are long-term elements that
we re-visit and build upon; stories that the students are introduced to in the first lectures, and that
follow us throughout the course.

Contents
Teaching at the NHH is supposed to be connected to research. I adhere to this in two ways. First, by
being an active researcher within the fields that I teach, by having state-of-the-art research articles as
part of the written curriculum, and by discussing these in class. I do not see teaching and research as
opposing forces; they are two important aspects of my work.
Only in one of my courses do I use a textbook, and even then, some of the chapters are
replaced or supplemented by research articles. My experience is that if the students are primed, for
instance provided with context and guidance in advance, a research article may be more rewarding
to read than a textbook. It is bite-size, the knowledge that this is ‘new research’ gives a sense of
mastery, and it often provides a better basis for discussion and contextualisation than a textbook
chapter. The second link between research and teaching is that I let students work with a researchquestion throughout the semester – see the presentation of SAM21.
This covers two of the four research-teaching linkages: research-led teaching and researchbased teaching.6 Contents-wise, I try to blend theory and facts, but given my topics, the theory
element is usually quite light. However, I deviate from the traditional view of ‘historical knowledge’,
as a series of details: years, kings, prime ministers and wars. Instead, I encourage students’
understanding, through discussion and contextualisation. In the assessment phase, I want to give the
students a chance to show what they have learnt, rather than try to uncover what they have not
learnt.
6

The two ‘missing’ dimensions are research-informed teaching and research-oriented teaching (linked to
ongoing research projects); Healey (2005). See also Böttcher & Thiel (2018).

3. Teaching and assessment repertoire
My teaching philosophy is based on a combination of experience and research. It has developed
continuously during my 25 years as a lecturer. Table 1 provides a broad overview of the courses that I
have taught, either as sole lecturer or as one of two or three colleagues working together. The table
is a simplification, but it captures the main elements of my teaching history at the NHH.7
Table 1. Courses taught at the NHH, 1995-2000
Time

1999—
2003
2000—
2004

Code
(Students)
HIS
Electives
(100—200)
HIS301
(15—20)
HIS422*
(2—22)

2005—
2018

INB428*
(15—50)

2007—
2009

VOA022*
(40—110)

2007—
2009

INB427
(20—60)

2012—

VOA043*/
SAM18
(40—60)

2018—

SAM21*
(25—40)

2019—

ELE429*
(15—20)

1995—
2010

Coursework
Lectures – passive, but some
questions to students. Large
class.
Lectures – encouraging
questions. Industry guest
Seminars. Focus on discussion,
both prepared and unprepared.
Presentation of article in class
Lectures/ seminars. Much
interaction and discussion
(prepared and unprepared)
Lectures, short individual
assignment and group work.
Lectures. Three slots devoted
to discussion of prepared topic.
Paper presentation
Lectures with interaction. Class
presentation. Excursions,
industry guest. Later years:
speed dating and ‘homework’
Lectures with much interaction.
Speed dating. Poster
presentation. Frequent tasks
(‘homework’). Three excursions
Lectures with much interaction.
Speed dating. Class
presentation. Frequent tasks
(‘homework’). Three excursions

Course
approval
Term paper
(group)
Term paper
(individual)
Term paper
(individual or
group),
Term paper
(group),
‘homework’
Assignments,
class
presentation
Term paper,
class
discussions
Hand-ins,
‘homework’,
group
presentation
‘Homework’,
essay, poster
presentation
(group)
‘Homework’,
essay, term
paper
presentation
(group)

Assessment basis
1995—2004: Two five-hour
essays, graded
2004—: Five-hour essay, graded
One three-hour essay, graded
(CEMS compulsory course)
One three-hour essay, choice
between two topics, graded
Four hours. Multiple choice
(20%), then choice of essay or
eight individual questions (80%)
Four hours. Three main
questions (with sub-questions),
graded
Four hours. Two main questions
(with sub-questions), graded
Oral exam, twenty-minute
preparation. One random topic,
one chosen topic, discussion of
term paper, graded
Oral exam, no preparation.
Choose one question of three,
test of ‘general’ knowledge,
discussion of essay/ poster.
Pass/ fail (main)
Oral exam, no preparation.
Choose one question of three,
test of ‘general’ knowledge,
discussion of essay, discussion
of term paper. Pass/ fail (main)

In the last part of this teaching portfolio, I have included an evaluation of my own educational
development. However, it might be useful at this stage to give an overview of the three ‘phases’ that
characterise my teaching at the NHH, before I give some detailed examples of how the focus on
student learning comes into play in specific courses.
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An asterisk after the course code indicates that this was a course I developed and introduced myself. Some of
the terms used in Table 1 warrant an explanation: ‘Homework’ refers to tasks that the students are expected to
do between lectures; speed dating is one-to-one presentation of something the student has written, the term
‘general knowledge’ refers to entries on Norway that the students have submitted to a class encyclopaedia,
which forms part of the reading.

Phase One: Don’t rock the boat (1995—2004)
When I first was responsible for lectures and full courses, I was in my mid-20s. At the time, I felt
extremely ‘loyal’ to the way things had been done. The focus was the syllabus, which had already
been decided by the more experienced professors. The aim was to convey this to the students in a
manner that enabled them to re-tell the facts and the arguments when they sat their exam.
The course programme was predetermined. The curriculum was predetermined. The
readings were predetermined. The requirements for course approval were predetermined. The exam
was predetermined.
I was a young teacher, and at the same time still a student myself. Consequently, my
teaching was primarily influenced by what I had already been exposed to: the traditional lecture/
recitation, enhanced by a few tricks that I had found useful for my own learning. I remember
introducing ‘timelines’ within the various topics (currencies, trade, policies) as this was a tool that I
found useful when studying. However, as I had never seen any of the other lecturers use this, I
feared that it was ‘taboo’ – that maybe it simplified the subject, that it made too easy for the
students to learn….
I have called this period of my teaching career ‘Don’t rock the boat’. My role as an educator
was determined by the environment I was in, and this was one in which I was a junior.8 Moreover, I
was unsure about my knowledge of the subjects – to put it crudely: for the very first courses, I felt
that I was never more than one chapter ahead of the students that I was teaching. This corresponded
well with my impression of what my job as a large class teacher was: prepare the lecture, go into the
auditorium, present the topics in the curriculum, repeat until the end of the semester, then make the
exam and grade the exam.
My lectures were very strictly structured. A ‘successful’ lecture was one where I managed to
go through all the material that I had planned to cover, was able to answer any questions that the
students might have, and hopefully made the students chuckle a time or two. My two big fears in the
auditorium were a) to not have enough material (ie enough slides) to last 2*45 minutes, and b) that
the students would ask questions that I did not know the answer to.9
I expect that my experience in this period was typical to new teachers. Early course
evaluations tended to be strong on structure (2.3 to 2.5 on a scale of (-3) to 3 in 2002 and 2003), but
less so on motivation (2.0 to 2.1 in the same years). While it is very easy today to see the weaknesses
of the students’ learning process in this period, I think this experience has given me a good
fundament for subsequent development.10 Classes tended to be larger than those I teach today, but I
never suffered ‘stage fright’. Also, I got the chance to see the contrast between a lecturer-focused
course, with one-way communication and up to 200 students, and a more dynamic learning process.
The contrast was HIS422, a Høyere avdeling-course that I developed and taught from 2000
onwards. The first year, only two students took the course.11 The number grew to around twenty,
and our interaction can be described as seminars, just as much as lectures. To get course approval,
the students had to present one of the articles from the readings in class. They also had to submit a
term paper, which was written in close contact with me as supervisor. In this class, for the first time, I
8

The Department of Economic History consisted of three professors, all more than 50 years old, a younger
associate professor, a secretary and me. I was in no doubt about my place in the pecking order.
9
I recently found my notes to a lecture I gave on 14 September 1994. It consists of eight densely typed pages,
mainly translated and paraphrased from the English textbook. Today, I bring – at most – a set of annotated
slides to the auditorium, but often no notes.
10
I would also characterise my courses as ‘typical’ of the NHH in this period – one-way communication was
largely what the students were used to. Learning took place in two arenas: in the auditorium and when the
student read the books on the curriculum. During their 18-month, six-course programme they received one
piece of feedback: a pass or fail on a single group term paper.
11
Both went on to get PhDs.

managed to ‘tap into’ and use the students’ knowledge. This made the sessions less predictable
(which was challenging), but also more enjoyable.

Phase Two: Interdisciplinary collaboration and new courses (2005—2009)
A reform of the bachelor programme at the NHH in the early 2000s, following in the wake of the
Bologna declaration, created a new ‘market’ situation. For me, three aspects of this new situation
had important effects.
1) The role of the traditional electives (allmenne valgfag), such as the 18-month courses, was
reduced. Due to a combination of structural changes in the programme and more random
reasons, we were no longer teaching large numbers of students (100—200). At the same
time, a new group of electives (økonomisk-administrative valgfag) was introduced.
2) Internationalisation led to more foreign students, and also a demand for courses where
English was the language of instruction. While many of my colleagues had reservations about
teaching in English, I did not. Over time, I would actively seek out courses where there was a
chance to teach in English, as these tended to have a diverse body of students.
3) It has been claimed that there was a shift in tertiary education in this period, from a teaching
paradigm to a learning paradigm.12 One of the effects of this, was that the format of the
course presentations changed. Rather than the old ‘overview of topics’, we now had to
define learning outcomes as well. This forced me to rethink, and formulate in a new way,
what I wanted to achieve in my courses.
Seen ‘from the outside’, these aspects changed my teaching schedule – from mainly large classes in
Norwegian, to smaller classes in English. They also opened new opportunities. With colleagues from
the Department of Economics I developed and established a new course Economic growth and
development, which aimed at integrating perspectives from economic history and economics.
More importantly, and seen ‘from the inside’, the changes enabled – even encouraged – the
development of my teaching and assessment repertoire. I got a chance to rethink the dialogue with
the students, the activities in the class, etc. In the new courses – and even in the ‘old’ course that I
retained – I introduced a variety of activities to motivate and engage the students. At this stage in my
career, I no longer felt ‘loyalty’ to the way things had ‘always been done’.

Phase Three: Student-oriented teaching and learning (2010 onwards)
Since 2010 I have been progressing in what I think of as the third phase of my teaching experience.
Three factors distinguish this phase from the two preceding ones.
First, I am only involved in courses that I had developed myself. There is no ‘inheritance’ that
I feel obliged to keep intact. Consequently, I can let the first element of my teaching philosophy
(nurturing student motivation by enthusiasm) shine through.13
Second, the students have quantitative (number) and qualitative (motivation and diversity)
aspects that are favourable to creating a positive learning environment (the second element of my
teaching philosophy). I try to create a safe and inspiring learning climate, with substantial interaction.
The diversity of the students’ background is used as a tool of learning in a manner that would have
been nearly impossible to implement in a class of 200 or so Norwegian students.
12

See Haakstad, 2011. This was not a solely Norwegian phenomenon. Barr and Tagg (1995) observe it in US
colleges in the 1990s, but in the Norwegian case it became more evident after Kvalitetsreformen, implemented
from 2003 onwards.
13
This is the previously mentioned positive feedback loop: my enthusiasm for the courses positively affects the
students – and their achievements and contributions affect me positively.

Finally, I have the ‘academic self-confidence’ necessary to ‘take risks’ when it comes to
topics and teaching methods.
I think that the best way to illustrate how my teaching and assessment repertoire has
developed by this stage, is to take a look at three of the courses that I have developed, and that I
have given regularly after 2010.

INB428: Topics in international economic history
This course was my first one in the new Master-level and the curriculum was based mainly on
HIS422. The students were primarily drawn from the International Business-profile, but with a quite
large contingent of incoming exchange students as well. INB428 has also been followed by several
students that were enrolled at the University of Bergen.
INB428 – Learning environment
For me, INB428 became a formative course; this was where I first realised that I could use the diverse
background of the students constructively in a class situation. During the more than ten years that I
taught this course, I introduced several new ‘learning instruments’– some became staples, others
were rapidly discarded. Unfortunately, the course recently became superfluous following a revision
of the course programme, including the cancellation of the INB-profile. Appendix 1a presents the
learning environment in the course, and some of the ‘non-traditional’ activities that we did.
INB428 – Assessment
The students wrote a term paper in groups, with scheduled supervision. This was a course approval
requirement, with pass or fail. A recurring question in this course was whether the term paper should
be graded and count towards the final grade, as the students put a lot of work into it. The main
reason that I did not give a grade, was that for a long time there was substantial bureaucracy
involved. For instance, I was told by the student administration that the papers had to be graded
anonymously – a ridiculous proposition, given that all groups had been supervised closely. The final
assessment was a written exam, but for specific reasons I deviated from the traditional essay format,
and also tried to ‘alleviate’ the lacking grading of the term paper; see the discussion in Appendix 1b.
INB428 – Evaluation
In the course report I submitted in 2005, I referred to the lectures in this course as my weekly
‘kosetime´. I maintained such a rosy view as long the course existed – this was a positive learning
environment, for the students and for the teacher. In 2011 I received the Master students’ prize,
awarded by Fagutvalget, for INB428. The basis was ‘sin unike evne til å formidle fagfeltet sitt på en
interessant og lærerik måte, for sitt brennende engasjement og for evnen til å involvere hele klassen i
diskusjoner.’ A facsimile of the news item and the prize is included in Appendix 1c. The course was
also chosen as a Best Practice-course by Fagutvalget in 2015; see Appendix 1d.

VOA043/ SAM18: Maritime History and Economics
This course is an elective in the bachelor programme that I developed with my colleague Siri
Pettersen Strandenes. The aim of the course is to give students a chance to learn about the maritime
industry. The main challenge in this course is the great span in the initial knowledge of the students –
there are exchange students from landlocked countries and members of Skipsfart- og
Transportgruppen, a student body at the NHH for people with a particular interest in the industry.
The course has usually consisted of 50/50 Norwegian and international students.
VOA043/ SAM18 – Learning environment
There are two main components in this course – the theoretical foundation and the factual
knowledge about the industry. From the beginning, the theory was taught in a conventional lecture

situation, though in a manner that activated the students. For the factual learning, however, we took
a different approach. We arranged excursions to a bank, a broker and a museum, and we had a guest
lecture from an industry insider (see Appendix 2a). There was also a group term paper where the
students chose an agent (shipping company, yard, etc.) to write about. Siri has now retired, and I
have been the sole responsible for the course since 2016.
VOA043/ SAM18 – Assessment
The assessment in SAM18 is a 20-minute oral exam. Appendix 2b shows how we conduct the exam
and the reasons that we have chosen an assessment of this type.
VOA043/ SAM18 – Evaluation
In 2018 I won Bronsesvampen, the Bachelor students’ prize, for this course. This is awarded to a
lecturer ‘som har utmerket seg særlig positivt og gjort en ekstraordinær god jobb for studentene på
bachelorstudiet.’ Specifically, the students emphasised ‘en svært engasjerende og inspirerende
foreleser, som virkelig brenner for faget sitt’ and lauded my ‘innsats i å bli kjent med studentene, og
sin unike evne til å tilpasse faget for å inkludere internasjonale studenter.’ A facsimile of the news
item and the prize is included in Appendix 2c.

SAM21: Norway: Economy, History, Politics and Society
This is the course that most reflects ‘the third phase’ of my own teaching evolution. For several
years, I had been of the opinion that one thing missing in the NHH course portfolio was a course on
Norway for exchange students. When I was on Sabbatical at The University of Washington, I was
affiliated with the Department for Scandinavian Studies and gave lectures on the Nordic countries.
There, I was struck by how the students were ‘handicapped’ by being in the US, how much better the
basis for their learning would have been if they had been in Norway and able to observe, rather than
just being told about it.
This was an eye opener for me – and I decided to develop a course designed with an open
question in mind: How can we best teach foreign students about Norway, utilising the fact that they
are here, able to observe and experience Norwegian culture and daily life.
SAM21 – Learning environment
In this course, I have tried to minimise the regular ‘recitation’, focussing instead on joint activities
and small and large tasks. Specifically, we have three excursions; to a museum, a historic city walk
and a walk in the mountains, which I think are extremely useful for the students’ learning experience
(see Appendix 3a). There are also two main projects. The first is an extensive encyclopaedia that the
students make, and which forms part of their curriculum. The second main ‘project’ is a researchbased investigation of certain aspects of Norway, which engages the students throughout the
semester; see Appendix 3c. This is the only of my courses with an attendance requirement
(explained in Appendix 3 b.)
I try to make a ‘narrative arc’ in SAM21, centred around the question of Norway as a ‘model
nation’.14 In three initial sessions we investigate how Norway has risen to the top of international
indices of happiness and human development. In the fourth session, which is more of a traditional
lecture, I present the flip side of the coin: the Norwegian state’s influence in people’s lives.
Specifically, we focus on ‘fornorsking’ – how throughout history there has been a systematic violation
of the rights of indigenous people and minorities. The students learn about a part of Norwegian
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Today I think of this ‘story’ as Perfect in a bad way, a phrase coined by one of the Canadian exchange
students during one of the sessions in the course. It aptly sums up one aspect of what I want the students to
learn.

history that does not correspond well with the ‘model nation’ picture. It also invites them to reflect
on their own countries in this manner.
SAM21 – Assessment
At the start of the course, I promise the students that if they participate actively, they will learn a lot
about Norway (and most likely quite a bit about their home countries as well). Throughout the
course they are required to do small tasks where they get individual feedback (for instance: a 200word comparison of the nation-building process in Norway and their home country). The final
assessment is a pass/ fail oral exam, which is presented in Appendix 3d.
SAM21 – Evaluation
I am impressed by how much the students learn about Norway in the relatively short period that
they are here. Of course, not all the knowledge comes from this course, but I think that SAM21 is an
important catalyst, affecting how they observe the country around them on a daily basis. The
external examiner claims that ‘det faglige nivået til disse studentene er jevnt over oppsiktsvekkende
godt’. He is also the co-host of the historic city walk and emphasises the positive learning
environment he observes during these excursions. The feedback from the students also suggests the
same thing, with one student claiming: ‘I have learnt the most I could about Norway in a pretty short
time period.’

4. Supervision
As part of my position at the NHH, I have supervised the theses of more than 50 students at
Siviløkonom, Høyere Avdeling and Master-level, in addition to PhD-students. I have also been
supervisor, co-supervisor and external examiner at other institutions of higher learning in Norway.15
I also spend time supervising term papers and individual assignments in courses; then I usually
organise a session where the students work together, while I walk around from group to group to
discuss their work.
The main points of my teaching philosophy also shine through when it comes to my views on
supervision. I try to be aware of individual student needs, and to make sure that the students are
motivated to undertake what often looks like an overwhelming task.
During the initial meeting, I give students what I call ‘the supervisor speech’. I point out the
importance of motivation. I suggest that when they find a research question that is interesting,
something that they would like to find the answer to, they might as well consider thirty per cent of
the job already done, as the rest of the process will be so much easier. This is followed by practical
information on writing, analysis and source use.
I then point out that I am not going to be ‘sitting on their back’ while they write their theses.
If they know that they need strict deadlines to get the work done, then that is fine with me, and we
will devise such a schedule. This is also something that I might suggest during the writing process, if
the students have trouble progressing. Otherwise, I let the frequency of the supervision be up to the
students. I then talk about the writing process, focussing on the challenges (and joys) that they are
likely to encounter. I also mention some ‘typical’ problems that I know other people have had, and
the ‘ups-and-downs’ of writing that I continue to experience myself. Finally, I point out that they are
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Examiner Master (NTNU, University of Bergen and University of Tromsø); Master-thesis supervisor
(University of Agder); Master-thesis co-supervisor (University of Bergen); PhD co-supervisor (University of
Oslo).

in a unique learning position – they are writing the curriculum themselves – and that they should try
to enjoy this.
Given that I do not have any restrictions on the amount of supervision – neither minimum
nor maximum – the amount of contact is very much up to the students. Appendix 4 shows the large
variation in the interaction, and also presents two examples from the two ends of the spectrum.

5. Pedagogical materials
The first pedagogical material that I made, was for a long time the most successful – at least in
output terms. In 1997-98 I did my national service at Norsk Utenrikspolitisk Institutt. This
government-supported think tank produced Hvor hender det?, a short bi-weekly presentation of a
policy issue, which had a circulation of more than 15.000 copies. I wrote four of these, which were
sent to comprehensive and high schools, with good pedagogical support from the editor. An
electronic version of the most recent one is still available online (Hvor hender det).
In 2010 I participated in a workshop on case-based teaching. Subsequently, I tried to write
cases based on my business history research, but I felt that I never managed to get the format right.
While I bring this part of my research into the teaching, it is more on an example basis, rather than as
full-fledged case studies.
Two years later I was editor and contributor to the book Global shipping in small nations,
which dealt with the history of Nordic shipping in the period 1960—2000. This book has been on the
curriculum, either fully or partly, in maritime courses in Denmark, Finland and Norway. Some of my
research articles have also been on the curriculum, both in maritime courses and courses on business
history.
In 2019 I published a book on Norwegian shipping in the 20th century, which I had worked on
for many years. While not intended as textbook, parts of the book are suitable for teaching. As the
book is open access, I have put it up as supplementary reading for the SAM18 course.16 In fact, in
2017 I let the students in the SAM18 class read and comment upon the drafts for the first two
chapters of the book. Around a quarter of the students in the class chose this as one of their
assignments, and were mentioned in the preface of the book as a ‘thank you.’ For me, it was
extremely valuable to get the feedback from so many different readers. I got the impression that the
students felt pride that they were listened to and that they contributed to a research project. For
many, however, the most important part might have been that they got their name on the list.
Subsequently, I have written a Norwegian version of this book, aimed at a general audience.
The book received favourable reviews of the press, and was also among the special
recommendations at Deichman, the main public library in Norway. I hope to make an audiobook of
this, which will be suitable for maritime colleges. Together with colleagues at the Bergen maritime
museum, I have made three podcasts about the book. The students have been encouraged to use
these as a supplement. Although the coverage is more detailed than what is required relative to the
learning outcome of SAM18, I have the impression that they find the alternative format enjoyable.
As part of my teaching, I have made a lot of material that has been used in lectures. Some,
like the INB428 ‘ambiguous term paper’ became stalwarts that I modified slightly from year to year,
and used for long periods. Other types of pedagogical materials – an investment case in SAM18, a
role play on international politics in INB428 – have had a much shorter shelf life. There have been
various reasons that I have stopped using them – they did not work, the students did not see the
point, the topic was no longer relevant, or I came up with a better alternative.
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It has also recently come to my attention that the book is used in the university system in The Philippines.

6. Teaching planning and contributions in own department, at NHH, etc.
In 1997, the Department of Economic History, where I had worked, was merged with (ie taken over
by) The Department of Economics. I represented the Economic History Section in the executive
committee of the department 2001—12, until a reorganisation where the Section became fully
integrated. My work involved planning the economic history courses and integrating these into the
department’s teaching, in addition to developing new courses.
I have designed six new courses at the NHH – see Table 1 and Figure 1. Half of these were
developed together with colleagues. The ‘pedagogical sparring’ that takes place during the planning
phase of the new courses, is extremely fruitful. It involves questions about readings, teaching,
activities and assessment, and often provides a chance to ‘think outside the box’. I am lucky enough
to have worked together with colleagues that share my pedagogical curiosity and have been willing
to try new forms of teaching and learning.
In the period 2009—2017 I developed four courses outside the NHH. The first was a Masters’
course in Shipping Economics for The University of Agder, which I gave on two occasions. This course
became the inspiration for VOA043/ SAM18 at the NHH. The second was an Introduction to Maritime
Economics course, developed for a new Bachelors’ programme in International Shipping and Trade at
Copenhagen Business School. This was a course for the first-year students, which I taught when I was
on Sabbatical there. I was later invited to design an Advanced Maritime Economics course that the
same students would follow in their third year. This course was taught intensively in 2016, when the
students were on internships. It was really interesting to meet the students again, and to be able to
utilise the knowledge about the industry that they had from the programme and from the internship.
Finally, I developed a World Maritime History-course for Vietnam Maritime University, a
fundamentally different experience (see Appendix 5).

7. Education leadership and management
My main roles have been within the department, and my contributions to the teaching and learning
environment have primarily been informal, but with some exceptions. In connection with the
transformation from Siviløkonom to Bachelor and Master, I was involved in the design of the minor
profile in Economic history in the Masters’ programme. From 2004 to 2006 I was profile coordinator
for this profile, before it was closed due to small student numbers.17
In 2006 I sat on an interdepartmental committee discussing the introduction of plagiarism
software, and I also drafted the report of the committee. The basis for my inclusion was a letter that I
had sent to the student administration, where I suggested that the NHH develop a clear policy on
plagiarism and make sure that the students knew about this. My letter was a direct response to the
fact that I had several international students that ‘crossed the boundary’, without knowing that the
rules at the NHH prohibited practices that were common and accepted at their home institutions.
According to NHH regulations, these students should have been expelled – for ‘crimes’ that they did
not know that they committed.18 The report that we submitted ended up ‘in limbo’, as no one
wanted to take responsibility for this issue.
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From the autumn semester of 2021 – after the submission of this report and after obtaining the title
Excellent Teaching Practitioner – I became Vice Rector for Academic Affairs at the NHH.
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Raaheim (2015:99) distinguishes between cheating and plagiarism. My impression was that the students
were guilty of the latter (unprofessional/ bad science), rather than the former (consciously breaking the rules).

I have been responsible, usually with a colleague, for ‘courses, teaching and learning’-themed
sessions at some of the department seminars. Here, we have dealt with questions related to teaching
and learning (course and profile structure, assessment, evaluation). In 2013 we organised a session
where the various research groups at the department would work together and later give a plenary
presentation of what we referred to as ‘Mitt drømmekurs’. This was the occasion where I first
suggested the introduction of a course teaching foreign students about Norway.
Last year, I was asked to sit on the committee to evaluate the teaching requirements for
promotion to full professor. This was a new arrangement, so it also necessitated a discussion of how
the criteria should be used. Before the meetings, I reached out to those faculty at the Department
that could reasonably be expected to apply within the coming years, to hear their thoughts on the
requirements. My younger colleagues reacted very positively to this – it would become a part of their
own ‘development plan’ that they knew little about.
In January 2020 we submitted our report on the first candidate at the department that had
applied under the new regime. The work in the committee was rewarding, with fruitful discussion
about teaching, learning and pedagogical qualification. I have been asked by the head of the
department to play this role in the future as well, to maintain continuity. As part of this, I am going to
follow-up the potential applicants (current tenure track colleagues), to help them reflect on their
teaching experience and hopefully ‘get over the bar’ if they apply for full professorships.

8. Evidence of student learning
I have always taken a great interest in student evaluations; this is my ‘exam’ or ‘assessment’.
Although I am in close dialogue with the students throughout the course, this is where they really
have their say.
Course evaluations can be misleading for several reasons. Aspects such as expectation,
gender, age and personality affect the evaluation of the lecturer. It is also difficult for students to
estimate their own learning.19 However, I nevertheless believe that course evaluations are an
important channel of communication. For instance, ever since the beginning of my career, I have
used the opportunity to give the students specific questions about various aspects of the courses.
My courses have tended to get good ‘grades’ in the point system, but I have been more
interested in the written comments that the students submit (see Appendix 6b). Sometimes the
qualitative assessment has inspired new topics or teaching methods. I have also won teaching
awards, in 2011 and 2018. On both occasions, it is evident that the elements that I see as a vital part
of my teaching philosophy, are the ones that the students have found laudable.
Still, while teaching awards and good feedback indicate that the learning environment is
good, these are not really evidence of student learning. Instead, I would point out three elements
that I think suggest that the students learn a lot in the courses that I organise.
First, the grades tend to be relatively good, and the fail rates are low, practically nonexistent. Given that all exams have an external examiner, this is not the result of a ‘race to the
bottom’ to attract students, but shows that the examiners think the learning outcome has been
fulfilled. I would explain this by the combination of a good learning environment, and a type of exam
that contains a ‘safety net’ for the academically weaker students.
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Second, I specifically ask the students about how much they have learnt in the course, and
this – combined with other indicators from the course evaluation – suggests that there is substantial
student learning in the courses. I think it is particularly important that in some courses, for instance
SAM21, I try to provide the students with an analytical mind-set that enhances their learning also
outside the traditional learning situation – by encouraging them to observe and reflect on a regular
basis, in daily life. There might be a misalignment between perceived and actual learning, but I do
not think that there is a systematic overvaluation of learning by all students in all my courses.
Two colleagues at the University of Bergen and Høgskulen på Vestlandet – who have
experienced the learning environment and been external examiners – suggest that they think that
students in my classes learn a lot. In particular, when the students have gained ‘imponerende oversikt
og innsikt’, in a course that is graded pass/ fail, it shows that the intrinsic motivation has been
triggered.

9. Dissemination
With regard to this dissemination, I am weak on formal, but stronger on informal qualifications. I
have one published research article that deals with the question of learning, but it is based on a field
far away from the classrooms at NHH in both time and space: ‘International Transfer of Tacit
Knowledge: The Transmission of Shipbuilding Skills from Scotland to South Korea in the Early 1970s’
(published in Enterprise and Society). Based on archival sources and interviews, and helped by
Polanyi’s distinction between codified (explicit) and tacit knowledge, we set out to answer the
research question: How were skills transferred between workers who had little common language
and thus had potential difficulties communicating?20
Closer to home, I am frequently engaged in discussions about pedagogical issues, as part of
the local ‘community of practice’. Because my courses have won prizes, and I clearly enjoy and invest
a lot in teaching, there is a lot of informal interaction with colleagues. This is a very interesting and
useful part of everyday life at the department. I am also lucky enough to have a very close sparring
partner: My wife is a Vice Dean at the University of Bergen and has been responsible for the overhaul
of the five-year study programme at her department. We work in totally different fields (hers is
partly clinical), but encounter many of the same challenges in questions of teaching and learning.
On some occasions, for instance in connection with the committee work on plagiarism
software, changes in the course plan, etc. I have given seminars at the department to test the waters
and get input from colleagues. In connection with the transformation to more digital teaching, I was
asked to present the SAM18 course as a ‘Best practice’ example. An annotated version of my
presentation can be found in Appendix 7. As is often the case, there was no room for discussion in
the plenary, but over subsequent days I got feedback from many colleagues and the presentation laid
the basis for several fruitful discussions.
Two of the academic organisations that I am a member of, the European Business History
Association and the Business History Congress (US), are known for prioritising questions relating to
teaching and learning at their annual conferences. The membership is primarily made up of business
school employees, who face similar challenges with regard to courses, programmes and teaching.21
At these conferences I frequently participate and contribute in sessions and workshops that look at
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Polanyi (1962) and (1966). Our conclusion is not ground-breaking, but “Our research shows that the transfer
of tacit knowledge, across cultural barriers, from one continent to another, ultimately depends on the people
involved, their backgrounds, and their ability to absorb new knowledge through face-to-face contact.” In other
words – both the motivation and the learning environment plays a role; Tenold et. al (forthcoming)
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teaching and learning. It is evident that the challenges that I have experienced at the NHH – for
instance marginalisation of the courses – is something that colleagues at other business schools also
have to deal with. This focus on teaching and learning is a clear contrast to other academic
organisations that I am a part of, for instance within maritime history, maritime economics or
economic history, where the focus at academic conferences is solely on research.

10. Reflections on own educational development
The three phases presented in Part 3 can be used as a rough framework for my evolution. In Figure 1
have tried to make an alternative presentation of my development as a professional educator over
the last 25 years. The x-axis refers to the time when I taught the courses. On the vertical axis, a light
blue colour refers to courses that already existed when I started teaching them. The dark blue
courses have been developed by me, either alone or with a colleague.
The colour-coding of the boxes is meant to indicate the pedagogic focus of the course. It
spans from yellow, courses where the important thing was presenting the curriculum, to dark red,
which refers to student-oriented teaching and learning.
Figure 1. A schematic overview of my courses and their focus22

My 25-year journey, from ‘preaching at the podium’ to student-centred learning, is by no means
unique. Indeed, it mirrors the general development in higher education – from a teaching-paradigm
to a learning paradigm.23 As such, my changing practices become a reflection of these broader
changes in the sector. For instance, when learning outcomes were introduced as an integral part of
course presentations, we were forced to re-think this part of the course – add the ‘why’ and the
‘how’ to the ‘what’. Subsequently, I realised that the learning outcomes might be a good starting
point when presenting the course to the students – this is what we expect you to learn; this is how
we will help you.
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The first column refers to the level of the course in the NHH-programme: Siviløkonom (SØ) and Høyere
Avdeling (HA) for the pre-Bologna period, Bachelor (B) and Master (M) for the period after Bologna. The letter
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The full names of the top two courses are ELE429 Norwegian economy, history and politics (Master) and
SAM21 Norway: economy, history, politics and society (Bachelor)
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I have been lucky to work in an institution which provides a lot of freedom with regard to
teaching and learning. In terms of course structure, contents and even development of new courses,
there has been a bottom up-approach. At the same time, I am surprised by the extent to which
outside, seemingly remote, factors affect the development.
At the NHH we get freedom to manoeuvre, but there are external factors that greatly
influence the scope for teaching and learning. The structure of the educational programme shapes –
and constricts – the possibilities, and even the physical environment plays a role. For a long time,
inadequate physical facilities for ‘alternative’ teaching and learning such as group work, created
academic rigidity and reinforced the focus on ‘recitals’.
The decision to re-structure the NHH programme following Bologna affected me positively,
and almost ‘by accident’ I was directed towards a path where I teach courses in English for a largely
international audience. With smaller classes, and varied student backgrounds as an important
teaching aid, I could focus on creating a good learning environment.
Being a teacher is a big part of my identity – it is a privilege to get the chance to influence the
knowledge and thinking of other people. After 25 years I still have a tingling in my stomach before I
go into class, particularly if it is a new group of students that I know I will be working closely with
over the next months.
I would like to end this teaching portfolio with a ‘concise reflection on learning’, of the kind
that I think it is important that my students write: Constructing this teaching portfolio has been a
very rewarding and educational experience. I have become aware of the substantial efforts I have
made over the last 25 years, and how both I and my courses have changed. At the same time, I now
see that much of this development has been accidental, based on trial and error, gut instinct and
sudden ideas, rather than deeply rooted in pedagogical theory. Still, I believe that the outcome has
been relatively good, that I have managed to create a good learning environment in my courses and
also a ‘community of practice’ with my colleagues at the NHH and elsewhere.
At the same time, these latter areas are where I see the largest potential for developing my
pedagogical competence. First, I can benefit from assessing more systematically the outcomes of my
teaching practices. Specifically, it could be useful to try to disentangle the effects of the many
activities that are used during the courses, and try to evaluate their qualitative impact. Second, I can
take more responsibility outside my own courses and department. I think I have succeeded in
creating a good learning environment at the micro level, within my own courses. My new focus
should be to contribute positively to the learning environment at the macro level, over and above
informal collegiality.
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Appendix 1a. INB 428 Learning environment: class activities, term paper and context
When I developed INB428, I hoped to retain the interactive, seminar-like style of HIS422. Although
the number of students was higher, the foundation for interaction was better along one dimension:
it was extremely useful to be able to tap into experiences and examples from all over the world. One
year we had participants from more than 20 countries, representing all six of the populated
continents. Still, with a relatively high number of students, it was difficult to get everyone engaged,
and there was always the danger of one or two students consciously or unconsciously ‘monopolising’
the interaction. I tried to avoid this by asking for an auditorium where there was seating flexibility.
For some of the lectures, the students would be sitting in groups of three or four, rather than usual
‘theatre’-style, and that created room for new forms of interaction and broader participation. There
is no doubt that the physical environment is important for the learning climate. This is one area
where there has been some ‘rigidity’ at the NHH, with a lack of facilities that are flexible and
conducive to more diverse teaching and learning.
In this course, there was one compulsory lecture – about the group term paper. I made the
lecture compulsory because I wanted the students to know the (informal and formal) rules with
regard to plagiarism. From experience, I knew that students, in particular those that came from
abroad, had not been given a proper introduction to what was acceptable and unacceptable
practices.
In the discussion of plagiarism, I was not condemning: I showed the students an example of
plagiarism that I detected in the draft of one of my own papers. One of my co-authors, a renowned
international professor, had taken a short-cut, and we would have been in trouble if I had not
detected this before the paper was submitted.
Based on this personal experience, I could give the students sound advice about how to avoid
similar situations – to always be accountable, to use their own words, etc. This lecture was also a
chance to introduce students more broadly to source criticism and source use. My background as a
historian was handy in this respect, and these were abilities that I felt many students at the NHH
lacked.24
In connection with this lecture, I made an ‘educational innovation’: the ambiguous term
paper. We would go through and discuss questions about plagiarism, source criticism, etc. in the first
half of the class. After the break, I would give the students an ‘example term paper’ to read. This was
presented as a combination of ‘test of reading skills/ understanding’ and as a preparation for the
term paper they were going to write. Afterwards, they would be asked three simple multiple-choice
questions about the contents. In reality, it was also meant to be an example of the topic that we had
just gone through.
Unknown to the students, I had written two versions of the term paper – they looked
identical but differed along some crucial dimensions. The left side of the class would get term papers
where the correct answers were a, c and b, while the right side of the class would be ‘directed’
towards the answers b, a and a. After ten minutes, we went through the multiple choice together,
and the students would raise their arms when their alternatives came up. Cue: much surprise and
confusion – it was interesting to see the students’ initial response, As it dawned on them I would ask
them three questions: 1) What do you think happened? [Answer: You made us read different papers]
2) Why did I do that? [Answer: To teach us about source criticism.] 3) Which paper was correct
[Answer: usually a lot of uncertainty, before they arrived at the conclusion that both were correct].
I made the first term paper in 2005, and the exercise was used until the course was given for
the last time in 2018, with only minor modifications: I added a bit more ‘smoke and mirrors’.
Students really liked the exercise. it emphasised both the role of source criticism, and the point that
there is more than one ‘true story’. And the element of surprise makes them remember – when I
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This was not formulated in the learning outcome. I wanted it – rightly or wrongly – to become ‘a bonus’.

meet former students from INB428, this is something they bring up. I have told colleagues about ‘the
ambiguous term paper’, and I know that the idea has been used at The University of Bergen as well.
Another activity that I introduced in this course was a ‘context’-exercise. I wanted to show
the students how seemingly ‘inconspicuous’ facts could be used to illustrate more important points.
Students would write a one-page article, which was read and commented upon by another student.
An example of a topic would be ’17. September 1752’. This was one of eleven days that disappeared
with the transformation from the Julian to the Gregorian calendar. The students could then use this
‘non-day’ to expand on the topic of times, date, etc.
In 2014, in connection with the Russian invasion in Crimea, I made a role play, where the
students read up on the position of the involved parties (countries, intergovernmental institutions,
NGOs), then arranged a ‘summit’ in class where they presented ‘their’ views – based on the history of
the region. My idea was that this would be a good way to learn about the rules and conventions of
the international political regime, and at the same time be a good starting point for a discussion
about the use and abuse of history. It was a time-consuming exercise, but I think the learning
outcome was unclear, to me and the students. The students were specifically asked about this
exercise in the course evaluation.

Although there was a generally positive sentiment, the exercise was not repeated.
Many of the course evaluations in INB428 tended to emphasise the good learning
environment – this was a regular feature, from the first time the course was given until the end. I
have collected some examples below:
Spring 2009:

Spring 2010:

Spring 2011:

I have included all the comments from Spring 2013 in Appendix 6b, to show that I am not ‘cherrypicking’. The final quotes are from the last time the course was given, spring 2018:

There is no doubt that the student evaluations of the course tended to focus on a positive learning
environment, with interaction, enthusiasm and motivation. In 2014 the question of teacher-centred
versus student-centred classes was raised (I did not find this in earlier or subsequent versions of the
evaluation). The answer for INB418 was:

Return to teaching portfolio – INB428

Appendix 1b. INB428 Assessment
Based on my experience from previous courses taught in English, I knew that while some students
were very comfortable with writing essays in English, others had trouble getting their message
across. This was something that I wanted to address when I chose the assessment in INB428.
The first part of the exam, counting approximately 20 per cent, was a multiple-choice test.
Such tests often favour students that are good at memorising facts (years and names are history
stalwarts). It may thus typically work against the critical thinking that I wanted to encourage in this
course. However, I aimed at making questions that tested the students’ understanding. Moreover, I
also used the multiple choice to remind students about ‘key concepts’, which they would find useful
in the second part of the exam. In particular, the aim was to give the non-native English speakers the
confidence to use important terms.
In the second part of the exam, students could choose between two alternatives. One was a
standard essay. However, when writing the essay, students were told to provide specific examples of
their arguments, based on different countries, eras and regions. This was a direct reference to the
term papers. As the students knew that this would be expected, it encouraged participation also
earlier in the semester, when the term papers were presented. It also to some extent alleviated the
fact that the term papers were not graded.
The alternative to the essay, was eight smaller questions, from all parts of the curriculum.
One year the external examiner and I both realised that some of the best students answered the
eight questions in an ‘integrated’ manner, almost like a pre-outlined essay. For subsequent exams, I
made the questions with this in mind – students that really mastered the learning outcome, would
be able to see the interrelationship between the questions.
When I graded the exams, I made a point of grading part two ‘blindly’, without linking it to
the multiple choice. This would avoid me being predisposed by how the student had done on the first
part. However, I soon realised that there was a quite strong correlation between the two forms of
assessment. This surprised me, as I expected that they would reflect different levels of learning;
shallow versus deep. The multiple choice also enabled me to see which parts of the course the
students struggled with – in addition to summing up the score for individual students, I looked at the
number of correct answers for each question. A low score here either reflected an awkwardly put
question, or that this was a topic where the students struggled.

Return to teaching portfolio

Appendix 1c. The Master students’ prize
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Appendix 1d. Best practice evaluation
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Appendix 2a. VOA043/ SAM18 – Learning environment: class activities and excursions
In the introductory lecture of SAM18 I present the learning outcomes of the course to the students. I
also ‘interpret’ them, and say that ‘in reality’ my aim is that in December (this is an autumn course)
the students should be able to join me at the Christmas party of the Bergen Shipowners’ Association,
and engage in a meaningful discussion with the ‘industry insiders’ about current and historical
shipping markets.
Due to the focus on a particular industry, it is important that the students acquire a working
vocabulary of shipping terms early on in the course. We have tried various measures to ensure this.
For instance, we developed a multiple-choice test based on definitions, which the students had to
take. Today, I use ‘speed dating’, a method of learning that I first devised for use in SAM21, but
which I found could be applied here as well. All students write a 30–80-word definition of one term
each. I print out small cards (1/8 of an A4 page) with the definitions on. The students then explain
‘their’ term to a fellow student, and hand them the card, before they receive the other’s card and
hear their explanation. Thus, the students get the flashcard to practice the terms, but also a ‘face’ to
go with each term.25
For a number of years Bjørn Sjaastad, who has been CEO of two of Norway’s largest stock
exchange-listed shipping companies and President of the Norges Rederiforbund, has given a guest
lecture in the course. He likes ‘promoting’ the industry, and it is useful for the students to hear an
industry insider’s take on the topic. In 2020, we changed the format. All students had to submit
questions in advance, which I grouped into broader themes and went through with Bjørn Sjaastad a
couple of days before the class. We then sat down for a session in the auditorium, where I
‘interviewed’ him, asking the questions that the students had submitted. Students could also pose
questions ‘from the floor’.
In principle, there would be ‘risks’ involved in an interview such as this. However, I have seen
Bjørn’s presentation so many times, that I knew the message that he wanted to convey, and it was
useful to align this to the students’ specific questions.
In SAM18 I have tried some things that I have subsequently discarded. One such thing was
presenting students with specific questions formulated at the start of the lecture (for example: ‘What
are the four shipping markets?’) Subsequently I tried to reformulate this, almost as mini-learning
outcomes (for example: ‘after this lecture you should be able to describe the shipping market
model’). The idea was that the students could easily check if they had learnt what they should.
However, the students tended to be too focused on this, and the questions and learning outcomes
partly worked as a straitjacket. If we spent too long on an interesting and relevant discussion, for
instance, and did not cover all the questions, the students might feel short-changed.
The one thing I really enjoy about SAM18, is how it is possible to take the students ‘from 0 to
100’ in a relatively short period of time. In the first lecture we have a Kahoot-quiz, and I ask the
students to note their scores. When we do this again before the exam, most of them are surprised
about how the shipping vocabulary has become ‘internalised’, and how questions that made no
sense three months earlier now seem simple.
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Flashcards are a useful tool on their own; Golding et al., 2012. The manner that flashcards are used in this
course has two additional learning effects. First, the students have to actively explain ‘their’ term to someone
else. Second, learning is improved when visual and audio is combined, and the students also get ‘a face’ to
connect to each term. Unfortunately, a teaching practice where all students in a class interact face to face with
each other, and also hand over cards, would be irresponsible to use in the current pandemic situation.

Appendix 2b. VOA043/ SAM18 – Assessment
The exact format of the exam in SAM18 came about quite by accident. In one of the traditional
history electives we had a student who had special requirements. Rather than a five-hour written
exam, he got the question, prepared for twenty minutes, then had an oral examination. We decided
on a modified version of this format in the course. One of the elements that we wanted to remedy
was the large difference in the students’ background knowledge. From the beginning, there have
been many students who had practically no former knowledge about the topic, and were also
unfamiliar with exams in English. By having an oral, rather than a written exam, it is possible to ‘help’
students that clearly have the necessary knowledge, but need help with terms, are unsure about
whether they have understood the question, etc.
Before the exam I emphasise that the aim of the exam is that the students should get a
chance to show us what they have learnt – the aim is not to uncover whether there are any specific
‘holes’ in their knowledge. We have a ‘mock’ oral exam in the last lecture, where they examine each
other.
The format of the exam is as follows: The students enter the examination room, and get one
random topic or question. They then choose another from a list of ten topics and questions.
Subsequently they get twenty minutes to prepare. In addition to their two topics/ questions, we have
informed them that we might talk about their term paper. This is a way to ‘break the ice’ if the
students are too nervous – they can then start talking about something they know well.
In 2020 the exam was conducted via Teams, rather than in real life, due to COVID. The
students did not have the 20 minutes to prepare their oral exam. In hindsight, this was a mistake.
Some questions and topics were so broad that the students would really benefit from some time for
preparation; while they clearly knew about these topics, it might have been unclear how to organise
their presentation.
I expect that we have had some 500 students taking this exam since the beginning of the
course. In all cases there have been external examiners. Still, to my knowledge there is only one
student who has failed. I think this can partly be attributed to a good learning environment and clear
learning outcomes, but also to a form of assessment that emphasises what the students know, rather
than looks for gaps in their knowledge and understanding. It is also useful that students have been
able to ask clarifying questions, or have been ‘led back on the right path’ in a manner that would
have been impossible with a written exam.
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Appendix 2c. Bronsesvampen
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Appendix 3a. SAM 21 – Learning environment: class activities and excursions
SAM21 is formally called: Norway – Economy, History, Politics and Society. The course is almost like a
project – it is based on substantial interaction with the students, and their background and attitude
determine how the course develops. The course is currently being given for the fourth time, and it is
a very enjoyable experience. We have a lot of activities, three excursions. The students read four
research articles, and conduct a research project. They also make a Norwegian encyclopaedia, which
forms part of their written curriculum. Each student writes three entries about various Norwegian
topics – the topics are ‘handed out’ in google docs on a first come-first served basis. The
presentations are maximum one page and are handed in via Canvas, where they get feedback from
me. If necessary, I ‘clean up’ the language before publishing it to all students.
The topics are presented to other students via speed dating, where I have made flashcards
that enable them to get the ‘bullet points’ from each topic (during the pandemic this was replaced by
digital flashcards). The students are expected to have a rudimentary knowledge of the topics, and
most of the topics are ‘activated’ and ‘contextualised’ at various times during the course. An example
of the list for 2020 is given below:

The students are told that one of the encyclopaedia entries can be in an alternative format. While
most students choose to write a regular entry, some students clearly cherished the chance to do

something different. Among the noteworthy contributions have been a two-minute film about King
Haakon VII, a song detailing the life of Kygo (handed in as a recording, but subsequently performed
for the whole class) and a 12-page manga cartoon about the football club Rosenborg.
The students do not get a deep understanding of the many Norwegian terms, but they
should learn the difference between Tromsø and Trondheim, Edvard Grieg and Edvard Munch, and
Bunad and Brann. However, when the knowledge is aggregated, when the entries are put into a
context, it is evident that this is an efficient way to learn of a lot of aspects about their new,
temporary home country.
A central part of the course is the three excursions. The trip to the museum comes early in
the semester, and is a good chance for the students to get to know each other. During the historic
city walk, they get a chance to ask questions that they wonder about as we wander about. Finally, we
have a Sunday hike. The three excursions allow the students to observe, and the manner of learning
is quite different from the classroom. For instance, during the city walk (from the NHH to the Bergen
city centre) we stop at Holmefjordboden, a house that was used to store stockfish. We tell the story
of how Bergen was built as a centre of the fish trade, and the students can smell that even more than
ten years after Holmefjordboden was last used to store fish, the odour still lingers in the woodwork.
We then walk 30 metres south, and get to the international headquarters of Mowi, the world’s
largest fish farm company. Here, the entry Mowi from the encyclopedia is ‘activated’, and the
student that wrote the entry presents it again. This invites a discussion of how Norway continues to
be an important fish exporter, and some of the environmental challenges facing the industry. In
conversations during the course and in the open-ended feedback, the students often emphasise that
the excursions were useful:

The students also write a short essay, on a ‘Norwegian’ topic of their choice. Here, like in the course
in general, there is not necessarily an economics or business focus – they can write about topics
characterised by any of the four main themes – economy, history, politics and society. The important
thing is to learn about and reflect on Norway.
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Appendix 3b. SAM 21 Attendance requirement:
In my opinion, the positive effect of a well-functioning learning environment is so large, that
otherwise sub-optimal measures can be justified. For instance, in SAM21 I have a participation
requirement.
Biggs and Tang (2011) refer to MIT-professor Douglas McGregor’s classic study of
relationship management principles, The human side of enterprise. McGregor sketches two types of
organisational climate, and Biggs and Tang transfer these to a teaching situation. Theory X is based
on the idea that students can not be trusted, that they do not want to learn, and that they are prone
to cheating if the possibility of being caught is small. Theory Y suggests that students should be given
freedom. In his article, McGregor (1960) uses an analogy which is well-known: the carrot and the
stick.
Checking attendance is typically seen as a Theory X feature; one that is used in situations
where there is little trust in the students. However, I still choose to wield this stick, although I am
generally in favour of carrots.
There are two main reasons that I have introduced an attendance system in SAM21. First,
participation increases learning.26 The group dynamics that I hope to create in class, are based upon
the premise that contributions from all students are wanted and valuable. And to contribute, they
have to be present. In trying to create a positive learning environment, I also tell the students that
they are not allowed to use mobile phones in class (except when told to), and should use computers
responsibly (ie to take notes or look for information, not to use social media).
Second, student activities are an integral part of the learning process. When I know that
students have participated in these activities (excursions, class tasks, group work), I can also be quite
sure that they have attained the learning outcome.
I provide weekly updates on how the students are doing relative to the requirement (per
cent). The constraint is ‘soft’ – students that e-mail me in advance with an explanation of why they
can not come to class, are not registered as absent. Again, this is part of ‘being seen’ and
encouraging ‘individual accountability’. Part of my ‘contract’ with the students is that they do not
wake up, see the Bergen rain, and turn around to go on sleeping, rather than go to the lecture.
Sometimes, I provide students with alternatives that might promote learning. For instance,
when a group of students in my ‘Norway’-class told me that they would be absent due to a trip to
Tromsø, I encouraged them to visit the local museum to learn more about the Sami and the northern
regions of the country, rather than sit in a hotel room and follow a video of my lecture.
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Many studies have found a strong correlation between attendance and attainment; see for instance Colby
(2005).

Appendix 3c. SAM 21 – The research project
In SAM21, I try to integrate a basic ‘research’ approach to the learning process. According to the
learning outcome, students should be able to: a) present and contextualise information about
Norway; b) participate in basic discussions about the country; and c) be able to communicate about
Norway with both specialists and non-specialists. The research project helps to cover this, and it fits
Loyd, Kern & Thompson’s (2005:9) definition of classroom research: ‘Classroom research is research
that utilizes a student population and is conducted within the classroom setting’.
This work starts with data collection in the very first lecture (based on answers from the
students), which I aggregate to create a unique data set. This lays the foundation for the research
question in their group work during the semester. Finally, the groups present their research during a
poster presentation towards the end of the course, Here, students that do not follow the course are
invited to attend.
The research project starts during or after the first lecture, where the students are asked to
fill in a form, where they have to characterise Norway and their home country along several
dimensions:

I then collect the data, and based on their replies I make a worksheet, with corresponding charts,
that shows how they view their home countries and Norway. We go through this in the second
lecture – called ‘Norway – expectations, prejudices, facts and first impressions’. Here we discuss the
basis for their evaluation.

We go through the various responses, and try to explain the results. The top half shows their answers
on Norway, the bottom on their home countries. I have added some slides that show the dynamics:

For the group work, the students form groups themselves. I encourage them to create groups ‘across
country borders.’ I also invite all students that do not have a group to meet up with me in a corner of
the room during the break, so that everyone has a group at the end of the session.
Later in the semester, we dedicate two sessions to group work. The students sit with the rest
of their group. I walk around and discuss research questions, data, etc. with the various groups, while
the rest work on their topics. They are also told that I have an ‘open door’-policy, and will help
whenever they have questions or want comments.
Towards the end of the semester, the students get the large carton sheet that they will use
for their poster. They then have a lot of freedom in how they design the poster – some look
‘academic conference’-style professional, while others have the charm of a high school-project. On a
given date, published at the start of the semester, we have an ‘open class’, where the posters are
presented. I invite some of my colleagues to this event, and the students are also encouraged to
invite other students, that do not follow the course. The students take turn in standing next to their
posters, presenting to and answering questions from other students.
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Appendix 3d. SAM21 – Assessment
In SAM21 the students hand in encyclopaedia entries, shorter ‘homework’ and essays, in addition to
presenting their posters. They are given detailed feedback from me on all the material they produce.
Consequently, I have a fairly good overview of the knowledge that they have acquired even before
the exam, and whether they fulfil the criteria.
The exam in SAM21 is an oral exam of up to twenty minutes, partly after the format from
SAM18, but without time for preparation. In order to foster intrinsic motivation, the evaluation is
pass or fail. My idea was the students should not be encouraged to learn the encyclopaedia by heart
in order to give a precise recital, but rather that they should take an interest in, and be fascinated by
the country.27
The exam consists of up to four parts. First, the students are shown four questions within one
of the three main themes, and can choose which one they want to talk about. Then, we discuss some
of the encyclopaedia terms (they are presented with ten terms, and are asked to pick the two or
three that have engaged/ surprised/ interested them the most). Towards the end, we might discuss
the essay or the topic of the poster presentation.
I have worked so closely with the students in this course, that I know that if they have
participated, they have most likely met the requirements with regard to the learning outcome. It is
therefore very likely that the final assessment mainly becomes a formality – they only have to
convince the external examiner that they are worthy of a pass. For many students this happens early
on during the exam – and we tell them that we are in no doubt that they have fulfilled the
requirements. That leaves us with a lot more freedom – we can talk in more general terms about
Norway and their experiences here, they can give feedback on the various elements of the course, or
they compare and contrast Norway with their home country, which I always learn a lot from.
I have considered dispensing with the oral exam in this course, and instead have a portfolio
evaluation (still pass/ fail) of their material. However, the exam is usually a positive experience, both
for the students and for me. In the discussion about whether an exam represents a type of learning
(læringsform) or a type of evaluation (vurderingsform), the SAM21 oral exam often becomes both – it
starts out as an evaluation, but it ends with learning, for the candidates as well as for the examiner.28
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Of the 150 or so students that have followed the course so far, only one has been close to failing. Around ten
per cent of the students ask to get a grade, as a pass or fail is not accepted by their home institution. We accept
that, but the format of the exam is then stricter, as we need to be able to differentiate performances.
28
https://khrono.no/er-eksamen-laering-eller-vurdering/554823 and
https://khrono.no/hva-er-eksamen/555736

Appendix 4. Supervision – two examples from two ends of the spectrum
The fact that students have different needs when it comes to supervision, is evident from Figure 2. I
have plotted all the e-mail ‘interactions’ that I have had with the students that I have supervised. On
average there are around 40 interactions, but the span goes from 10 to 120

Figure 2. Number of e-mail interactions with students that I have supervised
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Figure 2 shows the vast array of interactions with students during supervision. The differing
supervision needs of students can be exemplified by two examples from the opposite ends of the
spectrum.
One student I supervised was given ‘the talk’ during the first session. He had already found a
topic that interested him, and I suggested he draft an outline and a list of potential sources. The
student returned after less than a week, with a very good project outline, which we discussed in
detail. I knew him from class as a very capable student, and told him to get in touch when he needed
help. After two months he returned with what was basically the first half of his thesis, and a less
polished draft of the second half. I sent him detailed comments on the written material, he read
those, and then we discussed the way forward for an hour or so. The next time I saw him was when
he came with a finished thesis that he thought would be ready to be handed in. It was – the external
examiner was in no doubt that this was an A thesis.
On another occasion I supervised a student who suffered from Chronic fatigue syndrome.
Already when we had the first meeting, it became clear that the student’s aim was to be able to hand
in a thesis, get a low pass grade and thus graduate. After two inactive years, where the student was
too ill to think about the thesis, we developed a system of ‘baby steps’, with frequent interaction. My
contribution was encouragement, more than critical comments; a focus on well-being, rather than
writing. Over a long period (five years in total), the student worked with the thesis, under close
supervision. The end result was a thesis that was given the grade B, and a student whose academic
confidence and ability to work had partly recovered. For me, this was the most time-consuming, but
also by far the most rewarding, supervision experience.

The psychologist Paul Thomas Young distinguished between directing and energising
behaviour in his book on motivation and emotion.29 I might now be oversimplifying a grand theory in
vast field of study, but I think there is a clear parallel to the supervision situation. For the first
student, I functioned as a road sign; I indicated that he was on the right track, but his move from A to
B was totally self-driven. For the second student, my role was that of ‘the fuel’, enabling the student
to gradually move in the right direction.
I have similar experiences from PhD-supervision. For instance, one candidate needed help to
find and formulate relevant research questions. We spent the majority of the time at the outset, with
the research design, before the job was very competently done. Another candidate had so many
research questions that he wanted to answer, and new ones kept cropping up during the writing
process. My task primarily became to ‘keep him in line’, directing his efforts towards the question in
hand and making sure that he did not ‘disappear down rabbit holes’.
I have had some ‘bad’ supervision experiences. Situations where there was a misalignment
between the students’ needs and my perception of their needs. Situations where the students have
been overambitious or too impatient, and I have been able to provide guidance, or make them see
the value of my guidance. On two occasions, the students have given up, and not handed in their
theses.30
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Young (1961), quoted in Pittman (1998:549).
One of these was a student who became too discouraged when I pointed out that large parts of the thesis
was plagiarised, the other one withdrew for personal reasons.
30

Appendix 5. An Asian detour
This appendix has been redacted from the public version of my teaching portfolio.

Appendix 6a. Evidence of student learning – peer reviews
This appendix has been redacted from the public version of my teaching portfolio.

Appendix 6b. Evidence of student learning – course evaluations
I have always been very interested in the student evaluations. Together with the exam, and more
informal interactions, it gives an important feedback on the effects of my teaching and learning
efforts. I have always used the evaluations to get information about how the students view various
aspects of the teaching, by adding specific questions. Below is the evaluation form given to students
in HIS422– I have emphasised in red the questions that I added myself. In addition to information
about the course per se, I wanted to see if there were differences in the evaluation based on the
students’ academic background – hence the last question.

My first evaluations were paper-based, handed out in class. Before I handed them on to the Head of
Department, I would go through them, calculating the scores (initially there was no free-form
feedback). The facsimile below is based on the course evaluations in 2001. Not only did I enter the
data (from 55 students), I also compared this with previous semesters and other courses that I was
teaching. At this time, the evaluations had one question which directly addressed student learning:

Subsequently I would add other pieces of statistical analysis to my data. The evaluation of HIS422
from 2003, below, can illustrate some of the advantages of adding specific questions – the signals
that the teacher gets about the specific elements of the course can be very useful.

The flip side of the students’ evaluation is the instructor’s report. I have included two course reports
from INB428 – from 2005 and 2011. The purpose and format of these reports have been unclear, and
unfortunately I have therefore at times treated the reporting as an unecessary bureaucratic
procedure. The examples below show that some of the challenges in the course remain, and also

that the report has a dual role as a means of communicating with the student administration (about
the timing of the exam).

Today, I actively seek out an assessment of the course through the use of specified open-ended
questions. The questions below are from recent evaluations in SAM21 and SAM18. The SAM21
questions are the ‘regular’ ones, while those for SAM18 are specific questions that I wanted to ask
the students.

SAM21, Spring 2020:

SAM18, Autumn 2020:

Below is one question from the SAM18-evaluation that directly addresses students’ perception of
their own learning. This question has been phrased in this specific manner, because I wanted to
gauge the learning of students with different backgrounds – did I manage to teach both students
who were new to shipping and those with experience, or was it too basic or too difficult? The
number of answers is small, but the trend in the answers is encouraging.

I have included a summary of my course evaluations in Figure 3. Unfortunately, due to changes in the
reporting regime I do not have full information about all my courses. I have also had to ‘interpret’ the
results. Broadly, the chart shows two types of results. The columns show the scores that I got as a
lecturer. Specifically, these are questions such as ‘Stig Tenold presented the curriculum in an
adequate way’ or ‘Instructor presentation of curriculum’. The markers show the corresponding
evaluation of the course, and includes questions such as ‘Overall, how satisfied are you with this
course’ and ‘I believe the content of this course has been useful and relevant to my degree’. The
number of replies varies from five to 57, representing from 20 to 64 per cent of the students. The
scale is 1—5 (but only showing 3—5 in the table).
Figure 3. Scores for lecturer and courses31
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INB428 - instructor

SAM18 - instructor

SAM21 - instructor

INB428 - course

SAM18 - course

SAM21 - course

Missing data are due to changes in the manner in which course evaluation data were collected, and
sabbaticals.

There are weaknesses with student evaluations, for instance with regard to the response rate. In
addition, students might misunderstand questions or simply put the cross or circle in a different
point on the scale from what they intended. 32 The following facsimile from my INB428 course report
in 2010 might illustrate this:

The score given by the students is an easy-to-compare, but somewhat simplistic, measure of how
they view the course. I am much more interested in their open-ended answers, and I always
encourage the students to answer these. This is partly because it provides a better fundament for
adapting the course in the future, partly because they are interesting to read. Below are the
comments from INB428 from 2013. These gave me a new idea for the subsequent year: I presented
the ‘What could you have done differently to improve your own learning’-answers for the new
students in the very first lecture. As seven out of nine students emphasised that they should have
read more, I expected a positive effect. However, the subsequent year, the proportion of students
that read ‘too little’, according to their own evaluation, was almost the same…

32

The two low instructor scores in INB428 – 2015 and 2018 – both reflected a limited number of replies and
students whose numerical score (1) greatly differed from the written assessment of the course.
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Return to presentation of INB428 in Appendix 1A

Appendix 7. Dissemination – the digital transformation, presentation to department
In connection with the transfer to a new teaching and learning regime as a result of the COVIDrestrictions, pedagogical questions received a lot of attention. Some seminars dealt with new
technology, other with more explorative teaching and learning aspects. Among my contributions was
a presentation that I gave to my colleagues at the Department of Economics during one of the few
meetings in person that we had in 2020. Three ‘Best practice’-courses were presented, and I have
enclosed my slides, with some comments on the side.
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Final illustration: Three course plans from three different eras
I have included three course plans from three different periods to show how the focus on student
learning can be seen in practice. These show the difference in the manner in which the initial
communications with the students have taken place. The first one is from 1999. The amount of
information about the course only deals with practical aspects.

There is no information about learning outcomes or assessment here. The latter element is not
surprising: according to the course structure, these students would have another two semesters of
teaching before their exam. After 18 months of teaching, with six courses like this one, the students
were evaluated based on two five-hour essays.
The second course plan is from the spring of 2016. This was the first year that I had sole
responsibility for SAM18. By then, the students knew from the start what was expected and how
they would be assessed.

I have also included the most recent plan for this course, autumn 2020 (for space reasons, the middle
part of the plan is shown as a facsimile). This outline was heavily influenced by the COVID-challenge.
We were unlikely to meet in a class setting and the bank excursion was cancelled even before the
course began. My fear was that the students would react negatively to the isolated learning
situation. I therefore made a detailed schedule, and increased the number of hand-ins with feedback
to improve the interaction between me and the students . In hindsight, this scheme, and the level of
detail, was too comprehensive. It might have helped some students. However, others might have felt
their ‘freedom’ to work as they wanted taken away.

Some of the new aspects of this course I want to keep – in particular, Short Hand-In #5, the reflection
piece, was very useful. The Q&A lectures also worked well. In general, however, this course plan is
too detailed; it is characterised by ‘controlling’ rather than ‘autonomy-supporting’.33 However, there
was also another lesson for me this semester: Students had to hand in six short pieces of ‘homework’
(but could hand in ten). The course description says that the students should spend around 45
minutes writing these, and I also said this in class. This was supposed to be a ‘soft target’ (only one of
the around 200 hand-ins was not accepted, and many students handed in all ten pieces). However,
one student complained after the course that these had been too time-consuming. I then realised
that neither in the course outline, nor in the Assignment part on Canvas, had I communicated the
‘appr. 45-minutes rule’. The best laid plans of mice and men….
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Controlling behaviour is less likely to lead to intrinsic motivation (Deci et al., 1991). Looking at the plan now, I
see that even students that were interested to learn about shipping, might have felt that the detailed plan
suffocated their motivation.

