
Northumbria Research Link

Citation:  Bowman,  Sarah,  Salter,  Josh,  Stephenson,  Carol  and  Humble,  Darryl  (2022)
Metamodern sensibilities: Toward a pedagogical framework for a wicked world. Teaching
in Higher Education. pp. 1-20. ISSN 1356-2517 (In Press) 

Published by: Taylor & Francis

URL:  https://doi.org/10.1080/13562517.2022.2151835
<https://doi.org/10.1080/13562517.2022.2151835>

This  version  was  downloaded  from  Northumbria  Research  Link:
https://nrl.northumbria.ac.uk/id/eprint/50740/

Northumbria University has developed Northumbria Research Link (NRL) to enable users
to access the University’s research output. Copyright © and moral rights for items on
NRL are retained by the individual author(s) and/or other copyright owners.  Single copies
of full items can be reproduced, displayed or performed, and given to third parties in any
format or medium for personal research or study, educational, or not-for-profit purposes
without  prior  permission  or  charge,  provided  the  authors,  title  and  full  bibliographic
details are given, as well as a hyperlink and/or URL to the original metadata page. The
content must not be changed in any way. Full items must not be sold commercially in any
format or medium without formal permission of the copyright holder.  The full policy is
available online: http://nrl.northumbria.ac.uk/policies.html

This document may differ from the final, published version of the research and has been
made available online in accordance with publisher policies. To read and/or cite from the
published version of  the research,  please visit  the publisher’s website (a subscription
may be required.)

                        

http://nrl.northumbria.ac.uk/policies.html


Full Terms & Conditions of access and use can be found at
https://www.tandfonline.com/action/journalInformation?journalCode=cthe20

Teaching in Higher Education
Critical Perspectives

ISSN: (Print) (Online) Journal homepage: https://www.tandfonline.com/loi/cthe20

Metamodern sensibilities: toward a pedagogical
framework for a wicked world

Sarah Bowman, Josh Salter, Carol Stephenson & Darryl Humble

To cite this article: Sarah Bowman, Josh Salter, Carol Stephenson & Darryl Humble (2022):
Metamodern sensibilities: toward a pedagogical framework for a wicked world, Teaching in Higher
Education, DOI: 10.1080/13562517.2022.2151835

To link to this article:  https://doi.org/10.1080/13562517.2022.2151835

© 2022 The Author(s). Published by Informa
UK Limited, trading as Taylor & Francis
Group

Published online: 09 Dec 2022.

Submit your article to this journal 

Article views: 398

View related articles 

View Crossmark data

https://www.tandfonline.com/action/journalInformation?journalCode=cthe20
https://www.tandfonline.com/loi/cthe20
https://www.tandfonline.com/action/showCitFormats?doi=10.1080/13562517.2022.2151835
https://doi.org/10.1080/13562517.2022.2151835
https://www.tandfonline.com/action/authorSubmission?journalCode=cthe20&show=instructions
https://www.tandfonline.com/action/authorSubmission?journalCode=cthe20&show=instructions
https://www.tandfonline.com/doi/mlt/10.1080/13562517.2022.2151835
https://www.tandfonline.com/doi/mlt/10.1080/13562517.2022.2151835
http://crossmark.crossref.org/dialog/?doi=10.1080/13562517.2022.2151835&domain=pdf&date_stamp=2022-12-09
http://crossmark.crossref.org/dialog/?doi=10.1080/13562517.2022.2151835&domain=pdf&date_stamp=2022-12-09


Metamodern sensibilities: toward a pedagogical framework
for a wicked world
Sarah Bowman , Josh Salter , Carol Stephenson and Darryl Humble

Department of Arts, Design and Social Sciences, Northumbria University, Newcastle-upon-Tyne, UK

ABSTRACT
This paper identifies the need for a pedagogical re-orientation in UK
higher education to prepare graduates to overcome wicked
problems. In addition to key knowledge sets, graduates need
attributes of critical self-reflection, risk-awareness and
management, collaboration, creativity, agility, reflexivity –
enabling the ability to manage the unknown. In response,
researchers have acknowledged the importance of pedagogies
that are risk-oriented, creative, and reflective to remedy
modernist banking methods. This paper acknowledges that while
such pedagogies are underutilised, an antagonistic dichotomy
between modernist banking methods (bad) and enquiry and risk-
oriented approaches (good) is unhelpful as both approaches are
necessary. This paper develops a metamodern framework to
guide pedagogic practices to facilitate a disposition among
learning strategists and practitioners which embraces oscillation
between banking and radical pedagogic approaches. In turn this
enables the development of student sensibilities, empowering
them to challenge the growing wickedness with which they must
do battle.
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1. Introduction

This paper suggests the need for a pedagogical re-orientation in UK higher education
(HE) to prepare students better for a liminal, precarious, and complex world that
affects work, civic and political life. This world has been termed wicked, a concept
from systems theory and planning (Churchman 1967; Rittel and Webber 1973) which
describe issues, such as poverty, food insecurity, and climate change, that appear to
defy collective solutions and agreement. As Grewatch, Kennedy, and Bansal (2021)
argue systems take a relational view of the living world focusing on interconnectedness,
interaction, and adaption. According to Krawczynska-Zaucha (2020), the twenty-first
century is characterised by VUCA (volatility, uncertainty, complexity, and ambiguity)
to reflect an increasingly global system that is entangled, technologically driven, and
fragmenting.
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Such wickedness presents challenges for UK HE in its role as a strategic actor in what
Barnett (2017a) suggests is a challenging complex societal ecosystem that requires gradu-
ates to be life-deep/life-wide learners, problem-solvers, and engaged citizens. We contend
the sector needs to recognise that we are educating and preparing individuals to enter the
unknown (Furr and Dyer 2014). We also suggest the concepts of wicked and VUCA are
amplified by the neoliberal condition that privileges individualism, competition, and the
market, which shackles UK HE. We argue the political economy of UK HE is character-
ised by marketisation, stratification, and performance metrics (Busch 2017; Schulze-
Cleven et al. 2017), that mitigates against embedding pedagogical practices that contrib-
ute to supporting graduates to thrive in the unknown, for example by adopting risk-
averse; emotion-free; formulaic assessment to drive metrics.

Such pedagogic reductionism (Williamson, Bayne, and Shay 2020) is one of the poten-
tial problems caused by the datafication of HE. The sector itself has recognised the need
to address how it operates in this chaotic, turbulent, and globalised environment (Kor-
sakova 2019), yet seems stuck in a form of petrifaction in what Schwab (2016) calls the
fourth industrial age. For Matthews, McLinden, and Greenway (2021) the pedagogical
challenges presented by this new industrial age requires universities to re-orientate to
become future-focused and better aligned to the expectations of students, employers,
and wider society.

This need is evidenced in literature that forefronts the importance of postmodernist
pedagogies (Ryan and Tilbury 2013) inspired by liberation pedagogy (Freire 1970) and
creative rationality (Forest and Faucheux 2009) that have at their core flexibility,
agility, and iterative processes. Such pedagogy reflects a postmodern worldview where
reality is seen as unstable and varied. However, HE is reluctant to embrace alternative
teaching and learning styles, retaining a preference for modernist approaches that
pivot towards banking pedagogies. These pedagogies are linked to certainty and trans-
mission processes reflecting a modernist worldview where reality is shaped by stability.
Yet despite extensive scholarship there are under-explored research areas; specifically,
the application of metamodernism (Vermeulen and van den Akker 2010) to explore ped-
agogical practice. Metamodernism brings together rationalist approaches of modernism,
with the multi-faceted approaches of postmodernism and, we argue, can provide a way to
reconcile competing demands on HE to unlock its petrified state.

This paper is conceptual and cross-disciplinary, drawing on existing theories, to
provide multi-level insights (Gilson and Goldberg 2015). The paper contributes to knowl-
edge in three ways. First, it expands the domain of HE pedagogy by drawing on the con-
ceptual lens of metamodernism to open fresh ways of understanding teaching and
learning. Second, it argues a metamodern orientation that allows an oscillation between
pedagogical approaches which expose students to a transformative learning journey,
whilst recognising the institutional reality of a neoliberal classroom. Third, it forefronts
the notion of analytical and creative rationality in the form of a pedagogical framework
that enables the HE classroom to respond to the challenges of the fourth industrial age.

2. A wicked world getting wickeder

Wicked problems are a ‘complex cocktail of factors and conditions’ (Willis 2016, 307)
that require ongoing action and a commitment to search out solutions. These problems
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are complex with multiple stakeholder perspectives. Prior knowledge is inadequate, sol-
ution testing impossible, and there are no off-the-shelf remedies. Consequently, in work,
civic, and political life, such wicked problems demand responsiveness, flexibility, and
critical self-reflection. To illustrate, the environmental crisis demands reflection and
change in working patterns, transport, and consumption in relation to self and identity.
At a national and global level, we see increasing levels of inequality and insecurity and
fragmenting of political will to address these complex existential problems, which are
both illustrated and exacerbated by the rise of nationalism (Bobo 2017). Paradoxically,
there is a lack of respect and trust in democratic institutions and processes: conspiracy
theories and the scapegoating of vulnerable groups is rife, fuelled by political leaders
who manipulate fears to their own political ends (McNair 2018). These problems have
amplified the move toward right-wing populism, religious fundamentalism, and racial
division (Bobo 2017). These wicked problems are political issues but are frequently
understood as personal tragedies (Mills 1959).

Workers find themselves in perpetual liminality, and precarity, continually re-invent-
ing themselves to meet the challenges of a labour market based on numerical and func-
tional flexibility (Standing 2014). For Ibarra and Obodaru (2016), liminality is the
hallmark of a precarious and fluctuating work landscape. Professional fields are also
affected, with Revell and Bryan (2018) adopting the phrase ‘liquid professionalism’
where agency and engagement with a body of knowledge is unstable. Careers are now
viewed as kaleidoscopic (Mainiero and Sullivan 2005), rather than linear and planned.
This reflects liquid modernity, characterised by random connections, unpredictability
and change associated with the ‘unholy trinity’ of uncertainty, insecurity, and unsafety
Bauman (2000, 181). Standing (2011) argues an emergent ‘Precariat’ are materially dis-
advantaged, emotionally, and psychologically rendered unable to participate in political
and civic life. The OECD (2017) predicted mass workforce transitions with jobs
destroyed in some areas, whilst others emerge that reflect the impact of technology
and globalisation, or as Means (2021, 372) suggests, ‘automated uncertainties’.

To address these issues what is required is more than top-down solutions, but rather a
shift in perspective, confidence, and ability within the greater population. The latent
talents and engagement of employees, as well as those who are socially and economically
disadvantaged must be mobilised – this is a key to the transformation which would allow
us to meet these existential crises. HE must play its part.

In 2014 Ramaley claimed HE was changing to meet the challenges of ‘wicked pro-
blems’: American universities and colleges, she argued, were reflecting on all aspects of
their work, relationships with civic partners and students, changing the curriculum to
meet complex, hard to manage problems:

These challenges require us to rethink what it means to be educated in today’s world and to
explore ways to provide a coherent and meaningful educational experience in the face of the
turbulence, uncertainty, and fragmentation that characterize much of higher education
today. We have faced times like this before, and our imagination, creativity, and commit-
ment to the common good have helped us through. (Ramaley 2014, 8)

Ramaley’s optimism was misplaced. While she recognises the impact of neoliberalism on
western societies, she did not extendher analysis to its impact onHE, and consequently did
not recognise the barriers that hamper the development of solutions towickeder problems.

TEACHING IN HIGHER EDUCATION 3



In reflecting on the contemporary university, Barnett (2019) argues that institutions
cannot be immune from charges of becoming politicised, and points out that universities
have become so incorporated into the state and its audit apparatus that it has succumbed
to the non-thinking ‘trope of excellence’ (Barnett 2019, 55). Universities are increasingly
shaped by market-based competition as well as neoliberal expectations around audit,
review, transparency, and accountability (Molesworth, Scullion, and Nixon 2011).
Several inter-related political-organisational contexts contribute to this. First, the
demand from employers prompts a focus on relevance and skills that can be applied,
rather than a search for critical analysis and so-called theory. The market accords with
this shaping of delivery and students seek, and universities compete to offer, ‘employabil-
ity’ (Schulze-Cleven et al. 2017). This is not to say that there are always perfect matches
between the two as the rapid growth of, for example, criminology as a subject area in a
limited job market, testifies.

Often a university degree is reduced to a form of capital and assessment success
renders students ‘marketable’, selling the university to future students. Furthermore,
by employing a Teaching Excellence Framework (TEF), there is potential to link
future tuition fees to ‘measurable’ teaching quality (Raaper 2019). The ‘modularisation’
of programmes into digestible chunks mitigates the integration of disciplines and expan-
sive thinking. These curriculum constraints, accompanied by the impact on disciplines of
students-as-consumers, are unhelpful (Bunce, Baird, and Jones 2017) furthering the pet-
rification in HE.

Another obstacle is the perilous career trajectory of HE teachers and researchers, or as
some have defined them, ‘managed academics’ who are under constant review and per-
formance targets (John and Fanghanel 2015). Lecturers must teach, but their entry into
the profession and their career development are increasingly dominated by research (e.g.
in the UK through the Research Excellence Framework). The entry requirement of a PhD
as a starting qualification and significant evidence of publications militates against those
who are late entrants to academia or who seek to balance an academic career with other
responsibilities. This typically excludes those who have previously been in paid or unpaid
work and reduces the likelihood of their experiences and expertise being brought to the
classroom.

Research and teaching are frequently viewed as being in opposition to one another
(teaching as a break on research), yet good research draws upon good skills of peda-
gogy – asking the same questions of relevance, reliability, and impact (Graff 2003).
The pressure to publish is a direct outcome of the neoliberal drive for measurable
outputs. Barnett (2019) suggests, academic output grows exponentially each year, but
this is not an accurate indicator of increased knowledge. Rather it is a response to insti-
tutional pressure to produce papers, making much of these outputs superficial and
potentially impacting on academics’ ability to teach due to time constraints. Instead,
Zipin et al. (2015) argue, teachers ought to be able to interact within robust teach-
ing-and-research cultures. In an increasingly digital age, universities are becoming
vehicles for organising and making accessible existing knowledge rather than producing
fundamental revolutions in our knowledge frameworks (Barnett 2017a). In effect, the
career path for those lecturers interested in student-centric and innovative pedagogy
is not an optimal one. Indeed, such state pressures on universities and academics
actively hamper the development of pedagogical solutions that can nurture the
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capabilities (or sort of sensibility) necessary to support those entering employment and
engaging in civic and political life.

3. A wicked failure of pedagogy despite virtuous intentions

There is recognition that pedagogical change is required inHE to address a complex world
using flexible pedagogies (Ryan and Tilbury 2013), for example: empowering learners,
embedding interdisciplinary approaches, being future focused, decolonising the curricu-
lum, and utilising the liberating power of alternative spaces and interactions for learning
(including technology). This section provides an overview of some of the current thinking
around pedagogical change. It is our contention that there is no lack of ambition and
awareness of the need to change but because of the neoliberal barriers identified a
sufficient re-orientation of HE pedagogy has not thus far been possible. A metamodernist
framework suggested in section four allows some of these ambitions to be met.

3.1. Alternative pedagogical perspectives

Illustrative of the desire for pedagogical change and innovation includes the relevance
placed on transformative capabilities ‘creating an educational focus beyond an emphasis
solely on knowledge and understanding, towards agency and competence, using pedago-
gies guided by an engaged, ‘whole person’ and ‘transformative approaches to learning’
(Ryan and Tilbury 2013, 5). Wholeness we argue equates to embodied learning that
reflects not just cognitive experiences, but bodily, sensory, discursive, and intersubjective
ones (Hegna and Ørbæk 2021) fully connecting mind and body. The neglected area of
emotion in HE pedagogy is highlighted by Connelly and Joseph-Salisbury (2019) recog-
nising that learners need to engage with the real world and the emotional responses such
engagement can bring forth. Emotions support deep learning and discomforting feelings
that can compel students to think differently (Boler and Zembylas 2003; Zembylas 2015)
unlike just-the-facts pedagogy (Garrett 2017) that aims to suppress emotionality (Sutton
and Wheatley 2003).

Bovill (2020) suggests we need to embrace relational pedagogical practices that place
relationships, between teachers and students as well as between students themselves, as
central to teaching and learning, emphasising these healthy connections lead to more
effective learning (Gravett, Taylor, and Fairchild 2021). The notion of relational pedago-
gies aims to create meaningful engagement in the classroom by cultivating more compas-
sionate student-staff relationships. Kinchin (2021) notes that these relationships are
increasingly difficult to build within a neoliberal university which is uncaring, unhealthy,
and characterised by the pressure of marketisation. Gravett, Taylor, and Fairchild (2021)
propose a pedagogy of mattering which allows us to ‘consider the impacts of a broader
range of actors upon learning and teaching and to tune into the objects, bodies and
spaces that contribute the material mattering of learning and teaching as an in-situ prac-
tice of relationality’ (2021, 5) which would allow for more embodied learning
experiences.

In its current neoliberal state, HE overlooks the importance of relationships, emotions,
and embodiment within learning environments to the detriment of relations within the
institution (Quinlan 2016).

TEACHING IN HIGHER EDUCATION 5



3.2. Constraints within the neoliberal classroom

Within a neoliberal context, education has frequently become a linear and commercia-
lised experience: to succeed students must be good at banking knowledge and reprodu-
cing it through transmission processes (Goodson 1998; Pope 2008): passing assessment
does not necessarily require critical thinking and self-exploration, even though recent
pedagogical literature suggests that students who engage with these skills are better
equipped for a liquid/fluid modern world (Blacker 2013; Goodson and Schostak 2021).

Naidoo and Williams indicate that the ‘good student’ in a neoliberal setting is no
longer required to be engaged to the extent that they follow their own individual learning
paths, potentially finding and creating knowledge unfamiliar even to their teachers. The
‘good student’ is one who ‘sticks to the contract’ (2015, 217) and does not question tra-
ditional pedagogical practices. It is hardly surprising that a pedagogy-of-safety emerges, in
which university teachers and students limit their intellectual horizons to reach the
mutually desired goal. For Feigenbaum (2007) in the neoliberal classroom, students
rely on textbooks or commercial aids; constant measurement of outcomes is problematic
as there is no space for the important impact of process. This has been driven by the pol-
itical economy of HE through marketisation, performance metrics, and stratification
(Schulze-Cleven et al. 2017) that relates to a post-massification of HE (Xing and
Marwala 2017).

The classroom is an unpredictable place with students reacting to predetermined
material in multiple different ways reflecting different learning approaches (Haggis
2003). Some engage fully whilst others pay little to no attention, and transmission peda-
gogy contests that this is due to the inadequacies of the teacher. Blacker (2013) suggests
we must cross the pedagogic boundaries that currently prevents two-thirds of students
from accessing an appropriate learning environment. Banking pedagogies can achieve
only partial success due to the nature of classroom life (Atkinson 2015). For Goodson
(1998), this leads to teachers accepting that some students will perform at higher
levels, and this is then acted out in the classroom as a self-fulfilling prophesy. Alterna-
tive/Radical pedagogy contends that the individual process of learning should be the
focus, rather than simple transmission of pre-set information. Each students’ own inter-
ests are vital in the conceptualisation of an alternative pedagogy. Learning becomes less
about mastering knowledge and more about actively reconstructing knowledge through
experience and interaction.

3.3. Pedagogy and social justice

Such flexible pedagogies challenge didactic models of education whereby knowledge is
transferred from teacher (expert) to student (receiver) in line with instructor-led peda-
gogy (Currie and Knights 2003; Freire 1970). Underpinning alternative perspectives is
the belief that HE has a role in social justice and can bring cultural and democratic
benefit (Hockings, Cook, and Bowl 2010; Williams, Black, and Davis 2010). Christensen,
Johnson, and Horn (2010) urge educators to return to the purpose of pedagogy as trans-
formational involving four aspirations: to maximise human potential; to facilitate a
vibrant, participative democracy in which we have an informed electorate; to hone
and develop the skills that will enable a prosperous and competitive economy; and
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finally, to encourage people to see things differently. Alternative/Radical pedagogies
assert that HE sustains the oppressive ideologies and structures of modernity and gain
their motivation from attempting to instil resistance in HE through empowering students
to become critical thinkers who can act with personal agency to bring about change
(Giroux 2013).

3.4. Pedagogy and transformation

A common theme in addressing uncertainty, whilst embracing the need for flexible peda-
gogy and its transformative potential, is a move away from analytical rationality that is
predicated on the application of techniques, theory, and knowledge, to creative ration-
ality (Forest and Faucheux 2009). In creative rationality, a new relationship with knowl-
edge is required to help individuals confront the unknown, unforeseen, and ambiguous.
Individuals can no longer apply knowledge to obtain a known result but must be encour-
aged to mobilise knowledge in different ways, seek out new knowledge and be more
adventurous and creative. Forest and Faucheux (2009) advocate a return to the Greek
concept of the ‘metis’ that focuses on searching things out as well as resourcefulness,
sagacity, and adaptability (Detienne and Venant 1974).

In recent years, there has been a dominance of analytical rationality embodying objec-
tivity and detachment, logic and linear approaches, formal and scientific methodology.
So, creative rationality is about open thought, making new connections and dealing
with the unexpected that Detienne and Venant (1974) conceive as a pedagogy of
adventure.

In this radical pedagogy, individuals need to move beyond their comfort zone drawing
on theories of cognitive development (see Piaget 1977) and cognitive dissonance (see Fes-
tinger 1957) with both concepts subject to both critics and defenders in terms of how it
changes attitudes and stretches individual development. As such, Brown (2008) argues
that ‘comfort zone thinking’ should not be used to underpin pedagogy, but rather as a
metaphor for getting individuals to reflect on their own feelings of disequilibrium
when confronting uncertainty. In this, it connects to the importance of difficult knowl-
edge and discomforting emotions (Boler and Zembylas 2003; Zembylas 2015) in particu-
lar, when learning about social injustice.

3.5. Pedagogical co-creation and power sharing

More recent notions of flexible pedagogy have been articulated by Konst and Scheinin
(2018) arguing that education should move from traditional knowledge-based to
mosaic-like competencies and approaches including self-evaluation. It is, they argue,
impossible to predict what knowledge and skills will be necessary in the future, so the
role of the teacher becomes one of coach, to support, encourage, and guide helping indi-
viduals to embrace life-long learning, collaboration, and drawing on and in different
expertise and experiences recognising to do this is a strength and not a weakness. The
aim of pedagogy must be to develop adaptive expertise rather than merely skills in
memory and recall (Konst and Scheinin 2018). Shifting the focus of universities from
teaching to learning creates an exciting space for ideas to flow and for an embracing
of learning identities. Konst and Scheinin (2018) talk of innovation pedagogy that
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embodies ideas around flexible curriculum able to respond to changes in society and
working life; a social and multidisciplinary learning environment; and collaborative
learning and boundary spanning.

The critique set out here of the current system, combined with the concern for social
justice as an outcome of engagement with HE, leads to consideration of the pedagogies of
Freire. Freire (1970) advocates an engaged ‘problem solving’ education which draws on
the knowledge and experience of those that seek to learn as opposed to the transmission
and banking of knowledge:

Problem solving education which breaks with the vertical patterns characteristic of banking
education, can fulfil its function as the practice of freedom only if it can overcome the above
contradiction. Through dialogue, the teacher-of-the-students and the students-of-the-
teacher cease to exist, and a new term emerges teacher-student with student-teachers.
The teacher is no longer merely the-one-who-teaches, but one who is himself taught in dia-
logue with the students, who in turn while being taught also teach. They become jointly
responsible for a process in which all grow. In this process arguments based on ‘authority’
are no longer valid. (Freire 1970, 80)

Co-creational pedagogy is central to the transformative teaching and inner confidence
that emerges from self-knowledge and one which is vital in continually moving social
and political contexts.

3.6. Pedagogy as process

Pedagogical discussion continues to appraise approaches that embrace transformation to
support learners as they tackle the unexpected and rapidly changing nature of work, pol-
itical, and civic life – a wicked world. These strategies embolden notions of self-aware-
ness, imagination, and identity as part of a continuous learning process that give
primacy to emotion, embodiment, and experience in underpinning knowledge. In this
it echoes approaches to education put forward by process philosophers (Evans 2005;
Whitehead 1967/1929) who conceptualise reality as always on the move with individuals
in a permanent state of ‘becoming’. Indeed, the concept of becoming is reinforced by
Hanney (2018) suggesting a re-orientation of project-based learning away from simply
doing to embracing extreme reflexivity focused on process rather than outputs. Taylor
and Bovill (2018) assert that process philosophy is underdeveloped in HE scholarship
and has much to offer those exploring pedagogy as it connects to concepts of instability
and uncertainty and places emotion central to the learning experience.

3.7. The ecological university

The need to change has been amplified by Barnett (2017a) talking of the need for univer-
sities to be more connected through the creation of the ‘ecological university’; this is not
just desirable, but it is inherently sustainable – rejecting metrics in favour of compassion,
truth, unity, transcending discipline boundaries to construct a fairer society. Yet we argue
too little of this alternative way of teaching and learning makes its way into the HE class-
room contributing to a form of petrifaction across the sector because of the neoliberal
condition in which it operates. Though as Barnett (2019) has suggested, there may be
glimpses of the university becoming more civic, publicly engaged, and ecological. The
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pedagogic scholarship is reflecting these sentiments as we move toward a HE that chal-
lenge frontiers and introduces critical reflexivity to develop more rounded graduates who
have skills to solve wicked problems. The HE sector can only respond to calls by bodies
such as the World Economic Forum (2018) for a reorganisation of the skills ecosystem
and learners needing an agile mindset by changing itself.

Some have proposed (see Goodson and Schostak 2021) that the COVID-19 pandemic
is the perfect opportunity to test alternative forms of pedagogy which will broaden the
spectrum of skills with which graduates leave HE. Increasingly, pedagogic scholarship
is asking the question of how we might rethink education in the wake of this pandemic
which offers opportunities for radical change (Peters et al. 2020). Universities have had to
shift to online learning which has presented its own challenges for both teachers and stu-
dents but creates an avenue for a future learning experience which may better engage stu-
dents and give them the skills to adapt to a more complex world.

3.8. A modelling of pedagogical theoretical approaches

To challenge and move beyond petrifaction in HE and to establish a pathway that can
establish pedagogies to tackle wickedness, we need to critically engage with contempor-
ary approaches and understand the relationship between them. Drawing on the work of
Barnett (2017b) we position pedagogical approaches between a modernist/postmodernist
axis (juxtaposing stable and unstable environments) and a superficial/deep axis (juxta-
posing) the depth of intended learning (Figure 1).

‘Functional Banking’, reflects the majority of HE academic approaches to learning
where information is transmitted, primarily by a tutor in a position of authority, to be
recalled later through assessment. While functional banking has faced heavy criticism
from Freirean theorists, we recognise that the transmission of foundational knowledge
is essential for higher level learning. Formal lectures, delivering foundational knowledge,
provides the basis of learning. This may deliver knowledge essential to future employ-
ment if that market was stable. This knowledge is expected to be recalled, often in
exam situations and essays.

‘Radical Banking’, reflects the process of functional banking but seeks to challenge
orthodoxy and provide alternative perspectives. Within the banking model hierarchical
relationships continue to exist. Formal lectures delivering radical ideas such as Marxism
and Feminism which superficially expose students to alternative views which challenge
orthodoxy.

‘Functional Enquiry’, reflects active enquiry (sometimes beyond the physical bound-
aries of the university) but within the constraints of the neoliberal classroom. Orientating
towards the stable and known without aiming to disrupt existing relations. External
organisations providing a problem or challenge (live brief) and students expected to
address them based on their existing university learning.

‘Radical Enquiry’, reflects active enquiry orientating towards the unstable and
unknown with the purpose of deep transformative learning and critical reflection.
Such an approach pivots towards embodied and emotional learning that is both
deeply personal and collaborative. Student-centred learning which accepts risk, uncer-
tainty, and potential failure as a valuable part of the learning journey. Assessments are
personal and therefore both emotional and unique.
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This framework presents the apparent options available from both a modernist and
postmodernist approach: in this fixed representation it is static, and is reflective of
dichotomy and polarity, suggestive of the mistaken view that banking methods are of
no to little value. This is not the case as all forms of learning have a value in appropriate
settings. For HE to action and animate this framework in a more holistic way, a fresh
iteration is required that accommodates fluidity and adaptability for an unknown
world within an ecological sensibility.

4. Adventures through a wicked world – a metamodern pathway

These pedagogical orientations point to an amplification of postmodernist transform-
ation approaches in HE which recognise the need to support students better, we argue
these often fail to get implemented fully within the HE classroom because of the neolib-
eral condition in which HE operates. That said, we recognise that modernist approaches
can have a legitimate place in the classroom when factual knowledge needs to be trans-
mitted and learned so that higher levels of application and experimentation can be devel-
oped in line with the original thinking of Bloom (1956) and revised by Anderson and
Krathwohl (2001). We contend that by adopting a metamodern lens the modernist

Figure 1. Adaption of Barnett (2017b) reflecting a framework of modernist and postmodernist ped-
agogical orientations.
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and postmodernist pedagogical tension can be navigated allowing HE to prepare students
to confront a wicked world. It provides a pathway to responding to the call by graduate
employers for more adaptable, focused, and aware employees who are currently viewed
to be in scarce supply (CBI/Pearson 2019; Institute of Student Employers 2018).

As Vermeulen and van den Akker (2010) have defined it, metamodernism is a struc-
ture of feeling that has become the prevailing logic of western capitalist societies since the
turn of the century. In the Internet age, Abramson (2015) states that postmodern think-
ing can no longer be suited to understand the uncertainty and liminality of metamodern
life. Postmodernism is deeply rooted in Marxist philosophy and therefore concentrates
on the conflict inherent within capitalism e.g. class struggle. To a postmodernist, every-
thing is a zero-sum game with distance between a clearly defined winner and loser. As
Abramson (2014) eloquently suggests:

Metamodernism seeks to collapse distances, especially the distance between things that seem
to be opposites, to recreate a sense of wholeness that allows us to— in the lay sense— trans-
cend our environment and move forward with the aim of creating positive change in our
communities and the world (Abramson 2014)

Metamodernism is not in a fight with modernism and postmodernism but is, with, and
beyond both movements (Kilicoglu and Kilicoglu 2020). Metamodernism (Vermeulen
and van den Akker 2010) seeks to bring together rationalist approaches of modernism
(underpinned by scientific thinking, functional approaches, and enthusiasm that leans
towards stability that we argue gravitates towards banking approaches), with the multi-
faceted styles of post-modernism (underpinned by critical thinking, challenge, and
irony that leans towards instability reflecting ecological and courageous forms of peda-
gogy). Metamodernism oscillates between the two, drawing insight from both traditions
allowing for a better understanding of the contemporary world sitting between ‘hope
andmelancholy, naivete and knowingness, empathy and apathy, unity and plurality, total-
ity and fragmentation, purity and ambiguity’ (Vermeulen and van den Akker 2010, 5–6).
In this oscillation we argue, situates metamodernism within the ontological tradition of
process philosophy recognising that reality is dynamic requiring reflexive approaches.

Neither is metamodernism a convergence of modernism and postmodernism, nor is it
a balance between the two perspectives. It is not a compromise. Instead, each has rel-
evance depending on the issue in hand, recognising how precarious and broken human-
ity is, but progresses with optimism (Abramson 2018). It is neither a philosophy nor a
movement but a ‘sensibility’ (Vermeulen and van den Akker 2015, 56) to respond to eco-
logical complexity and entanglement reflecting emotional, socio-cultural, and techno-
logical influences. A metamodern sensibility has faith in rationality (science and
knowledge) but not without questioning and reflecting. A metamodernist deconstructs
modernist approaches, learns from them, and reconstructs new possibilities by joining
different and often contradictory positions (Abramson 2015).

In a wicked, liminal, and precarious world, individuals are often at the intersection of
polarities and opposing forces needing to navigate contradiction and paradox (Piro 2018)
in both work and life. A metamodernist orientation points to navigating complexity
through reflection: an ecological recognition of interdependencies and pragmatic
problem-solving. This opens new ways to think about pedagogy and the neoliberal insti-
tutions in which teaching is situated, allowing for reconstruction of the HE classroom.
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Drawing on the ten characteristics of metamodernism identified by Abramson (2015),
we suggest a reconstructed form of pedagogy applicable to a wicked world. The section
below provides an indication of how these interconnected characteristics can be brought
into the classroom to nurture a metamodern sensibility, or disposition, to allow students
to acquire knowledge, reconcile knowledge uncertainty, thrive in the unknown and
complex, support them to cope with and tackle wicked problems and to operate in an
uncertain world.

4.1. Negotiation between modernism and postmodernism

Context: Underpins metamodernism, a form of oscillation, that moves between the two.
Application: No one form of pedagogical approach is superior. At module and pro-

gramme levels students should be exposed to a variety of pedagogical approaches
drawing from both traditions. Both are viable within their own constraints, but pedagogy
is richer for using both. Assessments to use either modernism (standard essay, set case
study or exam) or postmodernist approaches (reflective, self-sourced, collaborative,
experimental) but no single approach dominates. Can be used in combination to
deliver learning outcomes.

4.2. Dialogue over dialectics

Context: Dialectical thinking championed by postmodernism assumes opposing forces,
no middle ground. Metamodernists recognise complexity, focusing on overlaps
between different opinions that can lead to collective action.

Application: Introduce complexity: breakdown positions by getting students to articu-
late opposing views; explore overlaps and connection; learning outcomes to reflect
appreciation of ‘other’ and ‘sagacity’ in finding solutions drawing on other disciplines,
organisations, and collaborators. Assessments where the process of completing the assess-
ment is as important as the final output.

4.3. Paradox

Context: Metamodernism embraces paradox including the universality associated with
modernism versus the contingency of postmodernism; recognises various forms and
levels of truth.

Application: Confront: individuals with their own paradoxes and biographies; conflict-
ing truths within and between subjects; the certainty of HE-learning and uncertainty of
life-long learning; balancing planning and improvisation; tension between knowing and
not knowing. Assessments that identify and explore paradox through simulations invol-
ving negotiation, conflict, and time pressure.

4.4. Juxtaposition

Context: Relates to one thing being superimposed over another when it could be con-
sidered separate and arises when an individual feels detached.
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Application: The juxtaposition of individuals holding multiple and often contradictory
identities. From a teacher perspective – teacher-practitioner, teacher-researcher; teacher-
student. From a student perspective – student-teacher, student-employee, student-past-
self. Multiple identities to be normalised through sessions that welcome experiences,
challenge, and critique one-dimensional notions of self – for both teacher and student.
Assessments reflect upon how individuals ‘become’. This enables focus on the world
beyond the classroom through the lens of their chosen discipline.

4.5. Collapse of distance

Context:Metamodernists reflecting the digital age recognise we often feel surrounded by
strangers, yet also close to people allowing us to create connections. Digital interaction
also leads to false intimacy and confused self-identity.

Application: Embed digital literacy through critique and challenge of content veracity
and ownership; students to evaluate their own digital experiences in relation to manipu-
lation in the context of their subject areas; explore the global and political impact on indi-
vidual self and discipline identity. Assessments to explore digital determinism, related
power, and vested interests; digital analysis, critique, collaboration, and fact checking.

4.6. Multiple subjectivities

Context: Modernists orientate towards stable capabilities and identities, whilst postmo-
dernists gravitate towards evolving identities to accommodate fluid contexts. Metamo-
dernists argue individuals hold simultaneous identities that are always complex and
provisional.

Application: The exploration of multiple realities, truths and ethical dilemmas shaped
by how different identities perceive given situations. Assessment explores situations
through different identity lenses that prompts ethical discussions.

4.7. Collaboration

Context:Metamodernism encourages dialogue over dialectics that in a world of complex-
ity and opposing forces requires collaboration, rejecting absolutes, and embracing imper-
fection where appropriate.

Application: Embed collaborative approaches moving beyond traditional group work
and live briefs (though these have value). True collaboration works across disciplines,
partners with those outside of HE, addresses complexity and challenges comfort zones.
Assessments move beyond the university with uncertain outcomes requiring an ecologi-
cal and networked understanding.

4.8. Simultaneity and generative ambiguity

Context: Although oscillation is a fundamental concept of metamodernism, there is a rec-
ognition that individuals often simultaneously hold different positions and identities and
not just move between them.
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Application: Teachers and students are simultaneously teaching and learning. Each
carry multiple identities and roles that may or may not be in conflict. Assessments recog-
nise students as learners and educators and this enables the teacher and student an
insight into the challenge the other faces.

4.9. Return to metanarratives

Context: Metamodernists recognise the value of hope and optimism which are inherent
within a metanarrative that suggests problems can be conceptualised and solutions found.

Application: Provide space to explore competing power differentials, inequalities and
quantify local, national, and global patterns in the attempt to make sense out of chaos and
complexity. To evaluate pathways to overcoming power inequalities. Support students’
confidence to challenge the inevitability of the status quo. Assessments based on challen-
ging inequalities within society and finding solutions which create positive change.

4.10. Interdisciplinarity

Context: Social, political, and environmental challenges are a result of complex forces
which require nuanced understanding of a range of disciplines. It requires an openness
which softens discipline boundaries and lessens competitiveness and silo thinking
between disciplines and institutions.

Application: Students to understand the distinctiveness of their discipline and how
other disciplines contribute to solving wicked problems. Assessments deliberately
explore the boundaries and tensions between disciplines and demand conscious aware-
ness of the application of a range of disciplinary concepts on a focused issue. Being open
to ideas beyond a singular discipline.

Taken together, we argue these characteristics applied to the HE classroom will better
equip students to develop the sensibilities to thrive and survive in an era of wickedness.
Sensibilities are complex (Wickberg 2007), but they embed the importance of acute per-
ception, responsiveness, or a disposition. In this, they are the foundational way individ-
uals understand who they are (Schussler and Knarr 2013) and how they engage with the
wider environment.

At the same time, metamodernism allows us to recognise the challenges in HE. Taken
together, we suggest a re-conceived pedagogical framework that empowers teaching
teams to oscillate between modernist and postmodernist pedagogical approaches to
establish optimum module and programme structures (Figure 2).

We propose the original pedagogical orientation (Figure 1) requires the superimposi-
tion of metamodern characteristics, to ensure a balanced programme that nurtures three
interwoven sensibilities necessary for the fourth industrial age: growth, humility, and
resourcefulness.

Growth is an embodied and emotional experience which relates to embracing the
belief that individuals are never fully formed; always becoming. This requires critical
self-reflection, openness, curiosity, playfulness, ambition, courage, and the propensity
to accept risk as potential opportunity.

Humility has an emotional orientation and relates to acknowledging the unknown,
knowledge is never static and is always dynamic. The recognition that failure is an
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opportunity for learning and is inevitable as part of a social interaction where knowledge
is to be investigated. A recognition that other perspectives have value and appreciate the
emotional condition of others.

Resourcefulness relates to the acknowledgement of instability and uncertainty, navigat-
ing, and where necessary, utilising or mitigating it in a robust manner. Sagacity, the
ability to improvise, to be discerning, sound in judgment, and farsighted. The ability
to apply foundational knowledge in innovative ways, in many instances by creating
new knowledge.

There is a need to embrace modernist and postmodern approaches to develop these
graduate sensibilities. Teaching teams require a consciousness that prompts an open dia-
logue between themselves and students about the evolution of their programmes, and an
exploration of this framework and what it provides in relation to the development of
essential sensibilities.

The superimposition of metamodernism allows for pedagogical concepts such as
process, mattering, adventure, and creative rationality to be implemented rather than
merely theorised, as it allows oscillation with modernist banking methods to reduce
the neoliberal fear of change. In this, metamodernism is part of an emerging body of
scholarship that is seeking to challenge HE and what it offers is a theoretical position
that responds to the traditional trajectory of modernity-focused related social theory.

It elevates co-creation within the classroom where ‘staff and students work collabora-
tively with one another to create components of curricula and/or pedagogical
approaches’ (Bovill et al. 2016, 196) working together to challenge and mitigate wicked-
ness. As suggested by Barrineau, Engström, and Schnaas (2019) students wish to become
more deeply engaged with their learning suggesting barriers to change do not necessarily
exist with the student body. It was reported that students felt by being involved with
decision-making it would enable them to see how they have an important role within
the learning process.

Figure 2. Adaption of Barnett (2017b) reflecting a framework of modernist and postmodernist ped-
agogical orientations through a lens of metamodernism.
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5. Conclusion

Returning to the aspirations of this paper, we have (a) expanded the domain of HE peda-
gogy by drawing on the conceptual lens of metamodernism to open fresh ways of under-
standing teaching and learning; and (b) presented a case for a metamodern orientation
which allows an oscillation between pedagogical approaches that exposes students to a
transformative learning journey, whilst recognising the institutional reality of a neolib-
eral classroom. Pedagogical approaches are to be utilised in conjunction with one
another, banking models are not discarded.

In doing so, we forefront the notion of both analytical and creative rationality in the
form of a pedagogical framework that enables the HE classroom to respond to the chal-
lenges of the fourth industrial age. We purposefully use the term sensibilities because it
reflects the language used by Vermeulen and van den Akker (2010), encapsulating what
can be achieved through engagement with this framework.

Wehave avoided previous pitfalls of demonising pedagogic positions, but rathermake a
virtue of polarity that together allow a comprehensive and applicable learning experience
for the challenges of the contemporary age.We recommend the emergence of normality in
the oscillation between different forms of pedagogy that enables a classroom repertory that
facilitates the development of sensibilities to empower citizen graduates to challenge wick-
edness. Our approach returns to the spirit of the ‘pedagogue’, whose role was to coach and
facilitate a young person’s development rather than act as expert teacher. This spirit cap-
tures the human reflexive experience of life-focused education.

In respect of limitations, we acknowledge the context in which universities operate
and that this may produce significant barriers to an actualisation of these ideas. We
also accept the cultural shift needed to invoke these changes may unsettle both teachers
and students, this involves risk, the unknown, emotional engagement, all of which is both
demanding and dangerous. This paper seeks to stimulate debate about the relevance and
effectiveness of standardised HE pedagogies in a precarious world challenged by the
emergence and persistence of wicked problems and offers an alternative framework.

Disclosure statement

No potential conflict of interest was reported by the author(s).

ORCID

Sarah Bowman http://orcid.org/0000-0002-9279-4762
Josh Salter http://orcid.org/0000-0002-8937-9541
Carol Stephenson http://orcid.org/0000-0002-6072-9296
Darryl Humble http://orcid.org/0000-0002-4665-8380

References

Abramson, S. 2014. “Metamodernism: The Basics,” Huffington Post, October 13. https://www.
huffpost.com/entry/metamodernism-the-basics_b_5973184

Abramson, S. 2015. “Ten Basic Principles of Metamodernism,” Huffington Post, April 27. http://
www.huffingtonpost.com/seth-abramson/ten-key-principles-in-met_b_7143202.html

16 S. BOWMAN ET AL.

http://orcid.org/0000-0002-9279-4762
http://orcid.org/0000-0002-8937-9541
http://orcid.org/0000-0002-6072-9296
http://orcid.org/0000-0002-4665-8380
https://www.huffpost.com/entry/metamodernism-the-basics_b_5973184
https://www.huffpost.com/entry/metamodernism-the-basics_b_5973184
http://www.huffingtonpost.com/seth-abramson/ten-key-principles-in-met_b_7143202.html
http://www.huffingtonpost.com/seth-abramson/ten-key-principles-in-met_b_7143202.html


Abramson, S. 2018. “On Metamodernism.” April 16. https://medium.com/@Seth_Abramson/on-
metamodernism-926fdc55bd6a

Anderson, L. W., and D. R. Krathwohl. 2001. A Taxonomy for Learning, Teaching and Assessing: A
Revision of Bloom’s Educational Objectives. New York: Longman.

Atkinson, D. 2015. “The Adventure of Pedagogy, Learning and The Not Known.” Subjectivity 8
(1): 43–56.

Barnett, R. A. 2017a. The Ecological University. A Feasible Utopia. London: Routledge.
Barnett, R. A. 2017b. “The Coming of the Ecological Learner.” Paper presentated at the VII

International Forum on University Innovation, Vigo, July 12-14. https://pdfs.
semanticscholar.org/477f/03a469740ae9c2986e4b7ea2c1d27dbd0eff.pdf

Barnett, R. A. 2019. “The Thoughtful University: A Feasible Utopia.” Beijing International Review
of Education 1 (1): 54–72.

Barrineau, S., A. Engström, and U. Schnaas. 2019. An Active Student Participation Companion.
Uppsala: Uppsala University. www.diva-portal.org/smash/get/diva2:1286438/
FULLTEXT02.pdf

Bauman, Z. 2000. Liquid Modernity. London: Polity.
Blacker, D. 2013. The Falling Rate of Learning and the Neoliberal Endgame. Alresford: John Hunt

Publishing.
Bloom, B. S. 1956. Taxonomy of Educational Objectives. Handbook 1: The Cognitive Domain.

New York: Longman.
Bobo, L. D. 2017. “Racism in Trump’s America: Reflections on Culture, Sociology, and the 2016

US Presidential Election.” The British Journal of Sociology 68 (S1): S85–S104.
Boler, M., and M. Zembylas. 2003. “Discomforting Truths: The Emotional Terrain of

Understanding Differences.” In Pedagogies of Difference: Rethinking Education for Social
Justice, edited by P. Tryfonas, 110–136. New York: Routledge.

Bovill, C. 2020. Co-creating Learning and Teaching: Towards Relational Pedagogy in Higher
Education. St Albans: Critical Publishing.

Bovill, C., A. Cook-Sather, P. Felten, L. Millard, and N. Moore-Cherry. 2016. “Addressing
Potential Challenges in Co-Creating Learning and Teaching: Overcoming Resistance,
Navigating Institutional Norms and Ensuring Inclusivity in Student-Staff Partnerships.”
Higher Education 71 (2): 195–208.

Brown, M. 2008. “Comfort Zone: Model or Metaphor?” Australian Journal of Outdoor Education
12 (1): 3–12.

Bunce, L., A. Baird, and S. E. Jones. 2017. “The Student-as-Consumer Approach in Higher
Education and its Effects on Academic Performance.” Studies in Higher Education 42 (11):
1958–1978.

Busch, L. 2017. Knowledge for Sale: The Neoliberal Takeover of Higher Education. London: MIT
Press.

CBI/Pearson. 2019. “Education and Learning for the Modern World: Education and Skills Survey
report.” CBI. https://www.cbi.org.uk/articles/education-and-learning-for-the-modern-world/

Christensen, C. M., W. W. Johnson, and M. B. Horn. 2010. Disrupting Class: How Disruptive
Innovation Will Change the Way the World Learns. 2nd ed. New York: McGraw-Hill.

Churchman, C. W. 1967. “Guest Editorial: “Wicked Problems”.”Management Science 14 (4): 141–
142.

Connelly, L., and R. Joseph-Salisbury. 2019. “Teaching Grenfell: The Role of Emotions in Teaching
and Learning for Social Change.” Sociology 53 (6): 1026–1042.

Currie, G., and D. Knights. 2003. “Reflecting on a Critical Pedagogy in MBA Education.”
Management Learning 34 (1): 27–49.

Detienne, M., and J. P. Venant. 1974. Les Ruses de L’intelligence, la Metis des Grecs. Paris:
Flammarion.

Evans, M. 2005. “Process, Teaching, Learning.” Process Studies 34 (2): 171–177.
Feigenbaum, A. 2007. “The Teachable Moment: Feminist Pedagogy and the Neoliberal

Classroom.” Review of Education, Pedagogy and Cultural Studies 29 (4): 337–349.
Festinger, L. 1957. A Theory of Cognitive Dissonance. Stanford, CA: Stanford University Press.

TEACHING IN HIGHER EDUCATION 17

https://medium.com/@Seth_Abramson/on-metamodernism-926fdc55bd6a
https://medium.com/@Seth_Abramson/on-metamodernism-926fdc55bd6a
https://pdfs.semanticscholar.org/477f/03a469740ae9c2986e4b7ea2c1d27dbd0eff.pdf
https://pdfs.semanticscholar.org/477f/03a469740ae9c2986e4b7ea2c1d27dbd0eff.pdf
http://www.diva-
https://www.cbi.org.uk/articles/education-and-learning-for-the-modern-world/


Forest, J., and M. Faucheux. 2009. “Creative Rationality and Design Education: Towards a
Pedagogy of Adventure.” Paper presented at the Icsid World Design Congress: Design
Education Conference, November 2009, Singaour, Singapore. https://halshs.archives-ouvertes.
fr/halshs-00486955/document

Freire, P. 1970. 2004 Edition. The Pedagogy of the Oppressed. New York: Continuum.
Furr, N., and J. H. Dyer. 2014. “Leading your Team into the Unknown.” Harvard Business Review,

December. https://hbr.org/2014/12/leading-your-team-into-the-unknown.
Garrett, J. J. 2017. Learning to be in the World with Others: Difficult Knowledge and Social Studies

Education. New York: Peter Lang.
Gilson, L. L., and C. B. Goldberg. 2015. “Editors’ Comment: “so, What is a Conceptual Paper?”.”

Group and Organization Management 40 (2): 127–130.
Giroux, H. 2013. “Interview with Truthout Magazine,” March 6. https://truthout.org/articles/a-

critical-interview-with-henry-giroux/
Goodson, I. F. 1998. “Towards an Alternative Pedagogy.” In Unauthorised Methods: Strategies for

Critical Teaching, edited by J. L. Kincheloe and S. R. Steinberg, 27–41. New York: Routledge.
Goodson, I. F., and J. F. Schostak. 2021. “Curriculum and Coronavirus: New Approaches to

Curriculum in the Age of Uncertainty.” Prospects. Advance Online Publication 51 (1–3): 29–
45, doi:10.1007/s11125-020-09523-9.

Graff, G. 2003. Clueless in Academe: How Schooling Obscures the Life of the Mind. New Haven: Yale
University Press.

Gravett, K., C. A. Taylor, and N. Fairchild. 2021. “Pedagogies of Mattering: Re-Conceptualising
Relational Pedagogies in Higher Education.” Teaching in Higher Education, 1–16. doi:10.
1080/13562517.2021.1989580.

Grewatch, S., S. Kennedy, and P. Bansal. 2021. “Tackling Wicked Problems in Strategic
Management with Systems Thinking.” Strategic Organization, 1–12. doi:10.1177/
14761270211038635.

Haggis, T. 2003. “Constructing Images of Ourselves? A Critical Investigation Into “Approaches to
Learning” Research in Higher Education.” British Educational Research Journal 29 (1): 89–104.

Hanney, R. 2018. “Doing, Being, Becoming: A Historical Appraisal of the Modalities of Project-
Based Learning.” Teaching in Higher Education 23 (6): 769–783.

Hegna, H. M., and T. Ørbæk. 2021. “Traces of Embodied Teaching and Learning: A Review of
Empirical Studies in Higher Education.” Teaching in Higher Education. Advance Online
Publication. doi:10.1080/13562517.2021.1989582.

Hockings, C., S. Cook, andM. Bowl. 2010. “Learning and TeachingWithin Two Universities in the
Context of Increasing Student Diversity: Complexities, Contradictions, and Challenges.” In
Improving Learning by Widening Participation in Higher Education, edited by M. David, 95–
108. London and New York: Routledge.

Ibarra, H., and O. Obodaru. 2016. “Betwixt and Between Identities: Liminal Experience in
Contemporary Careers.” Research in Organizational Behaviour 36: 47–64.

Institute of Student Employers. 2018. The Global Skills Gap in the 21st Century. QS Global
Employer Survey.

John, P., and J. Fanghanel. 2015. Dimensions of Marketisation in Higher Education. Abingdon:
Routledge.

Kilicoglu, G., and D. Kilicoglu. 2020. “The Birth of a New Paradigm: Rethinking Education and
School Leadership with a Metamodern ‘Lens’.” Studies in Philosophy and Education 39 (5):
493–514.

Kinchin, I. M. 2021. “Towards a Pedagogically Healthy University: The Essential Foundation for
Excellence in Student-Staff Partnerships.” In Exploring Disciplinary Teaching Excellence in
Higher Education, edited by M. Heron, L. Barnett, and K. Balloo, 183–197. Springer Nature,
Cham, Switzerland: Palgrave Macmillan.

Konst, T., andM. Scheinin. 2018. “The ChangingWorld has Implications on the Higher Education
and the Teaching Profession.” On the Horizon 26 (1): 1–8.

Korsakova, T. V. 2019. “Higher Education in a VUCA World: New Metaphor of University.”
European Journal of Interdisciplinary Studies 5 (2): 31–35.

18 S. BOWMAN ET AL.

https://halshs.archives-ouvertes.fr/halshs-00486955/document
https://halshs.archives-ouvertes.fr/halshs-00486955/document
https://hbr.org/2014/12/leading-your-team-into-the-unknown.
https://truthout.org/articles/a-critical-interview-with-henry-giroux/
https://truthout.org/articles/a-critical-interview-with-henry-giroux/
https://doi.org/10.1007/s11125-020-09523-9
https://doi.org/10.1080/13562517.2021.1989580
https://doi.org/10.1080/13562517.2021.1989580
https://doi.org/10.1177/14761270211038635
https://doi.org/10.1177/14761270211038635
https://doi.org/10.1080/13562517.2021.1989582


Krawczynska-Zaucha, T. 2020. “What is the Philosophy of Education Needed in the XX1
Century?” Culture-Society-Education 18 (2), Poznan, 2020, 467-478.

Mainiero, L., and S. Sullivan. 2005. “Kaleidoscope Careers: An Alternate Explanation for the “Opt-
out” Revolution.” The Academy of Management Executive 19 (1): 106–123.

Matthews, A., M. McLinden, and C. Greenway. 2021. “Rising to the Pedagogical Challenges of the
Fourth Industrial Age in the University of the Future: An Integrated Model of Scholarship.”
Higher Education Pedagogies 6 (1): 1–21.

McNair, B. 2018. An Introduction to Political Communication. London: Routledge.
Means, A. J. 2021. “Hypermodernity, Automated Uncertainty, and Education Policy Trajectories.”

Critical Studies in Education 62 (3): 371–386.
Mills, C. W. 1959. The Sociological Imagination. New York: Oxford University Press.
Molesworth, M., R. Scullion, and E. Nixon. 2011. The Marketisation of Higher Education and the

Student as Consumer. London: Routledge.
Naidoo, R., and J. Williams. 2015. “The Neoliberal Regime in English Higher Education: Charters,

Consumers and the Erosion of the Public Good.” Critical Studies in Education 56 (2): 208–223.
OECD. 2017. Future of Work and Skills. Paper presented to the 2nd Meeting of the G20

Employment Working Group, February 15-17. https://www.oecd.org/els/emp/wcms_556984.
pdf

Peters, M. A., R. Rizvi, G. Mcculloch, P. Gibbs, R. Gorur, M. Hong, Y. Hwang, et al. 2020.
“Reimagining The New Pedagogical Possibilities for Universities Post-Covid-19: An EPAT
Collective Project.” Educational Philosophy and Theory, 54 (6), 717–760.

Piaget, J. 1977. The Development of Thought (Translated by A. Rosin). New York: Viking Press.
Piro, J. S. 2018. “Integral Education Within Metamodernism.” Educational Philosophy and Theory

50 (14): 1466–1467.
Pope, D. C. 2008. Doing School. New Haven, CT: Yale University Press.
Quinlan, K. M. 2016. “How Emotion Matters in Four Key Relationships in Teaching and Learning

in Higher Education.” College Teaching 64 (3): 101–111.
Raaper, R. 2019. “Students as Consumers? A Counter Perspective from Student Assessment as a

Disciplinary Technology.” Teaching in Higher Education 24 (1): 1–16.
Ramaley, J. A. 2014. “The Changing Role of Higher Education: Learning to Deal with Wicked

Problems.” Higher Education Paper 167. https://digitalcommons.unomaha.edu/slcehighered/
167

Revell, L., and H. Bryan. 2018. Fundamental British Values in Education: Radicalisation, National
Identity, and Britishness. Bingley: Emerald Group Publishing.

Rittel, H. W. J., and M. M. Webber. 1973. “Dilemmas in a General Theory of Planning.” Policy
Sciences 4 (2): 155–169.

Ryan, A., and D. Tilbury. 2013. Flexible Pedagogies: New Pedagogical Ideas. UK: Higher Education
Academy.

Schulze-Cleven, T., R. Reitz, J. Maesse, and J. Angemuller. 2017. “The New Political Economy of
Higher Education: Between Distributional Conflicts and Discursive Stratification.” Higher
Education 73 (6): 795–812.

Schussler, D. L., and L. Knarr. 2013. “Building Awareness of Dispositions: Enhancing Moral
Sensibilities in Teaching.” Journal of Moral Education 42 (1): 71–87.

Schwab, K. 2016. The Fourth Industrial Revolution. First U.S. ed. New York: Crown Business.
Standing, G. 2011. The Precariat: The New Dangerous Class. London: Bloomsbury Academic.
Standing, G. 2014. A Precariat Charter: From Denizens to Citizens. London: Bloomsbury

Academic.
Sutton, R., and K. Wheatley. 2003. “Teachers’ Emotions and Teaching.” Educational Psychology

Review 15 (4): 327–358.
Taylor, C. A., and C. Bovill. 2018. “Towards an Ecology of Participation: Process Philosophy and

Co-Creation of Higher Education Curricula.” European Educational Research Journal 17 (1):
112–128.

Vermeulen, T., and R. van den Akker. 2010. “Notes on Metamodernism.” Journal of Aesthetics and
Culture 2 (1): 56–77.

TEACHING IN HIGHER EDUCATION 19

https://www.oecd.org/els/emp/wcms_556984.pdf
https://www.oecd.org/els/emp/wcms_556984.pdf
https://digitalcommons.unomaha.edu/slcehighered/167
https://digitalcommons.unomaha.edu/slcehighered/167


Vermeulen, T., and R. van den Akker. 2015. “Utopia, Sort of: A Case Study in Metamodernism.”
Studia Neophilologica 87 (sup1): 55–67.

Whitehead, A. N. 1967/1929. Science and the Modern World. New York: Macmillan.
Wickberg, D. 2007. ““What is the History of Sensibilities?” On Cultural Histories, Old and New.”

The American Historical Review 112 (3): 661–684.
Williams, J., L. Black, P. Davis, et al. 2010. “Keeping the Door Open to Mathematically Demanding

Programmes in Further and Higher Education.” In Improving Learning by Widening
Participation in Higher Education, 109-123, edited by M. David. London: Routledge.

Williamson, B., S. Bayne, and S. Shay. 2020. “The Datafication of Teaching in Higher Education:
Critical Issues and Perspectives.” Teaching in Higher Education 25 (4): 351–365.

Willis, P. 2016. “From Humble Inquiry to Humble Intelligence: Confronting Wicked Problems
and Augmenting Public Relations.” Public Relations Review 42 (2): 306–313.

World Economic Forum. 2018. The Future of Jobs Report, September. https://www.weforum.org/
reports/the-future-of-jobs-report-2018

Xing, B., and T. Marwala. 2017. Implications of the Fourth Industrial Age for Higher Education.
The_Thinker__Issue_73__Third_Quarter_2017. https://ssrn.com/abstract=3225331

Zembylas, M. 2015. “Pedagogy of Discomfort and its Ethical Implications: The Tensions of Ethical
Violence in Social Justice Education.” Ethics and Education 10 (2): 163–174.

Zipin, L., S. Sellar, M. Brennan, and T. Gale. 2015. “Educating for Futures in Marginalized Regions:
A Sociological Framework for Rethinking and Researching Aspirations.” Educational
Philosophy and Theory 47 (3): 227–224.

20 S. BOWMAN ET AL.

https://www.weforum.org/reports/the-future-of-jobs-report-2018
https://www.weforum.org/reports/the-future-of-jobs-report-2018
https://ssrn.com/abstract=3225331

	Abstract
	1. Introduction
	2. A wicked world getting wickeder
	3. A wicked failure of pedagogy despite virtuous intentions
	3.1. Alternative pedagogical perspectives
	3.2. Constraints within the neoliberal classroom
	3.3. Pedagogy and social justice
	3.4. Pedagogy and transformation
	3.5. Pedagogical co-creation and power sharing
	3.6. Pedagogy as process
	3.7. The ecological university
	3.8. A modelling of pedagogical theoretical approaches

	4. Adventures through a wicked world – a metamodern pathway
	4.1. Negotiation between modernism and postmodernism
	4.2. Dialogue over dialectics
	4.3. Paradox
	4.4. Juxtaposition
	4.5. Collapse of distance
	4.6. Multiple subjectivities
	4.7. Collaboration
	4.8. Simultaneity and generative ambiguity
	4.9. Return to metanarratives
	4.10. Interdisciplinarity

	5. Conclusion
	Disclosure statement
	ORCID
	References


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles false
  /AutoRotatePages /PageByPage
  /Binding /Left
  /CalGrayProfile ()
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /sRGB
  /DoThumbnails true
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 524288
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments false
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo false
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings false
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Remove
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages false
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages false
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 300
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects true
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /Description <<
    /ENU ()
  >>
>> setdistillerparams
<<
  /HWResolution [600 600]
  /PageSize [595.245 841.846]
>> setpagedevice


