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PROGRAMME  

Typical Humanities: A symposium on research in the 
field of humanities education 
 

11.00 – 11.30  Keynote Typical humanities? by prof. dr Paul Ziche 

11:30 – 12:30 Session 1: 11.30 -12.30 Humanities in society 

1. Barend van Heusden – Threefold humanities  

2. Marc Ernesti - The Elephant in the Room: Thoughts on career-relevant skills in 

the Humanities… and how to get them 

3. Catho Jacobs - ASSET-H: Employability and Self-reported Competencies of 

Humanities Students –  (ONLINE: Eline Zenner, Melina De Dijn, Liesbet Heyvart). 

12.30 – 13.30  Lunch break in Café in Parnassos  

13.30 – 14.30  Session 2: Competences in Humanities 

4. Floor Rombout - Value-loaded critical thinking: a humanities approach to critical 

thinking  

5. Ronald Blankenborg - Beyond the words: intercultural competence through 

literary education  

6. Mariëtte van den Hoven - Empowering students towards responsible conduct of 

research 
 

14:30– 14.45  Short break 

14:45– 15.45  Session 3: Teaching Humanities 

7. Vincent Crone - Disciplinary teacher identity formation of non-tenured early-

career academics in the Humanities  

8. Ana Mendes - English Studies, Imperial Entanglements, and Neoliberal “Factories 

of Knowledge” - ONLINE 

9. Ingrid Hoofd - Developing Cosmopolitan Awareness through Inclusive and 

Diversity-driven Pedagogies: thoughts and challenges  

15:45– 16.15  Closings remarks  

  Mariëtte van den Hoven & Vincent Crone 
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ABSTRACTS 

 

1) Threefold humanities 

Barend van Heusden - University of Groningen 

b.p.van.heusden@rug.nl 

 

When we discuss the humanities – a discussion framed in the debate on the societal function and value 

of the university (Nussbaum 2010; Collini 2012 and 2017; Small 2013; Belfiore and Upchurch 2013; 

Verbrugge and Baardewijk 2014) – we tend to think of a more or less homogeneous field of study, 

about which general claims can be made. This conception of the humanities as a unified domain is 

wrong, however, as I will argue in this presentation. This is not because the humanities span so many 

disciplines–from archeology and history, via linguistics and literary studies, and art criticism and - 

theory, cultural studies, to philosophy and theology. The real fault lines run much deeper, crisscrossing 

all the disciplines. My presentation aims at contributing to the discussion on a humanities education 

by arguing that the humanities do not constitute a homogeneous practice, but in fact consist of three 

separate domains, marked by, respectively, a specific attitude(reflection),a specific skill(interpretation) 

and a specific body of knowledge(culture; sense making). These domains may overlap at times, but 

differ when it comes to aims and methods of research. I will briefly characterize each domain in terms 

of a) its properties, b) its problems, and c)its relation to the university. The persisting unclarity about 

the relation between the three domains is an important reason for the recurring ‘crisis’of the 

humanities. Clarifying this relation will strengthen the position of the humanities, both in the university 

and for the general public. 

 

2) ‘The Elephant in the Room: Thoughts on career-relevant skills in the Humanities… and 

how to get them.’  

Marc Ernesti – Utrecht University 

m.ernesti@uu.nl 

 

Based on the author’s research into music-based ‘capstone’ projects within a humanities context, the 

proposed paper will investigate the role that practice-based instruction and practice-led research can 

play for (not only) vocational training in Applied Musicology, and beyond.  

Specifically, the paper will describe one example of practice-based work, the inaugural Music 

Business Day at Utrecht University, in late January 2021; examine its learning outcomes; and, in doing 

so, make a case for career-relevant training and learning opportunities in Humanities Education. In 
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particular, it will focus on the portfolio of so-called ‘transferable skills’ for student careers, and suggest 

an outline of what, across the humanities, those might be.  

 

3) ASSET-H: Employability and Self-reported Competencies of Humanities Students 

Catho Jacobs (Melina De Dijn, Liesbet Heyvaert and Eline Zenner (KU Leuven), Mirjam de Baar and 

Jeroen Touwen (Universiteit Leiden), Minna Palander-Collin and Elizabeth Peterson (University of 

Helsinki) and Vivian Roks (Randstad) 

catho.jacobs@kuleuven.be 

 

To keep up with the global economy, Europe needs high-skilled employees whose profile is aligned to 

the evolving labour market. Employers demand the right mix of domain-specific and transversal skills, 

but increasingly report difficulties in finding the right people. Tertiary education in the Humanities (as 

defined in ISCED group 22, including history, archeology, art, musicology, linguistics, literature, religion 

and philosophy) attracts particular attention in this context: Humanities graduates’ first transition to 

the labour market appears to be slower than that of other groups of students (Kangas et al. 2019; 

Universiteit Leiden Geesteswetenschappen 2020; VDAB 2020). OECD even reports a ‘field of study’ 

mismatch (horizontal mismatch) for over 70% of the Humanities students, i.e. a mismatch between 

their field of study and the content of their job (OECD 2018).  

What is it that goes wrong? Many of the so-called ‘future-oriented’ skills (e.g. reading and 

writing skills, critical thinking, creativity and media literacy, see OECD Skills for jobs and New Skills 

Agenda) can be expected to be fostered by the Humanities, but are they really, and if so, are they 

distinctive to the Humanities? In this talk, we present the results of a survey carried out among 1306 

Humanities students of the universities of Leuven, Leiden and Helsinki in the context of the Erasmus+ 

project ASSET-H. Building on a pilot study carried out at KU Leuven in 2016-2017, the survey asked 

students to gauge the extent to which they feel they acquired certain skills and competencies during 

their university education. Research has shown that graduates’ own awareness, perceptions and 

attitudes with regard to their skills greatly determine the quality of their transition to the labour 

market. The Career EDGE model (Dacre Pool & Sewell 2007) illustrates that, to be employable, students 

need to be aware of the skills linked to and acquired through their curriculum, and should be offered 

enough opportunities throughout their studies to reflect on their skills. The concept of ‘perceived 

employability’ (Forrier et al. 2009) highlights the importance of students’ own perception of their 

chances on the labour market as this perception itself has an impact on their chances. Humanities 

graduates themselves, finally, point out that being able to communicate about their skills is crucial for 

their successful transition to the labour market (Kangas et al. 2019).  
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In our talk, we sketch the methodological steps that were taken for our survey, and we elaborate on 

the skills profile emerging from it: 6 skills clusters that Humanities students themselves identify as 

being directly related to their university education. Interestingly, the results reveal remarkable stability 

in the factor structure across institutions. Together, we argue, the skills clusters form a profile of 

Humanities graduates that can be used to make students become more aware of their skills, better 

gauge their own value and chances on the labour market and acquire a way to translate their skills to 

the labour market needs.  

 

4) Value-loaded critical thinking: a humanities approach to critical thinking 

Floor Rombout – Utrecht University 

f.rombout@uu.nl 

 

In many accounts of the value of a humanities education, critical thinking plays a central role. This 

particularly prominent in my own subject philosophy, see for instance Nussbaum (2010). However, the 

large body of research into critical thinking education has worked with a rather narrow (and at the 

same time overly generalized) definition of critical thinking as logically consistent and non-biased 

reasoning (Ten Dam & Volman, 2004; Davies & Barnett, 2015). I argue that ‘value-loaded critical 

thinking’ does more justice to the critical reasoning competences that we teach our students in the 

humanities.  

Value-loaded critical thinking is defined as a three-dimensional competence: the traditional 

description of critical thinking corresponds to the cognitive dimension. The second dimension concerns 

ethics, morality, and values: critical thinking is inherently normative, focused on making moral value 

judgments about which actions are worth pursuing and why. The third dimension is metacognitive: 

critical thinking entails self-reflection and a critical evaluation of one’s own learning and reasoning 

processes, as well as one’s values and actions. Value-loaded critical thinking is a combination of all 

three dimensions: logically consistent and self-reflective reasoning focused on deciding what the right 

thing to believe or do is (Rombout, Schuitema, & Volman, 2021). 

In an educational design study, we have developed and evaluated five design principles to 

promote value-loaded critical thinking in a transfer-oriented way during whole-class discussions. To 

promote value-loaded critical thinking in classroom discussions, teacher should: 1) explicitly address 

moral values and value judgments, 2) apply values to engaging and realistic issues, 3) promote arguing 

about values. To promote transfer of value-loaded critical thinking, teachers should also 4) create 

intercontextuality and 5) provide opportunities for metacognitive reflection (Rombout et al., 2021).  
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We conducted our research in secondary education: in the development phase five Dutch philosophy 

teachers and their 10th grade philosophy classes participated in our study, and in the evaluation phase 

18 high school philosophy classes participated. The results of the evaluation study are promising with 

regard to individual students’ value-loaded critical thinking competences in essay tasks, as well as in 

the prevalence of all three dimensions of value-loaded critical thinking during classroom discussions.  

In my contribution to the symposium, I would like to focus on the latter result, because I consider this 

the most relevant to higher education. I wish to discuss how the design principles might be applied in 

higher education, how teachers can promote the metacognitive and value-loaded dimensions, as well 

as the cognitive dimension of critical thinking in their teaching, and how they can do this in a transfer-

oriented way. I will emphasize the importance of metacognitive reflection, since this seems an 

important factor in the effective teaching of value-loaded critical thinking.  

 

5) Beyond the words: intercultural competence through literary education 

Ronald Blankenborg - Radboud University  

ronald.blankenborg@ru.nl 

 

This paper argues for the assessment of literature study and education as a preferred means to teach 

and help develop the skill paraphrased as ‘intercultural competence’ or ‘intercultural awareness’. 

Meant skill, in high demand for (future) professionals in an inclusive and international study and 

working environment, is not taught exclusively in a humanities curriculum, but the humanities do 

occupy a particularly well-fitted position to provide education focused on intercultural competence. I 

will argue that Classics as a discipline not only works with regard for the required distance between 

sender’s and receiver’s cultural environment, but also has much more in store for future educational 

use (cf. De Ferrante et al. 2015). 

In the teaching of Classics, cultural awareness has always been a core element of the curriculum 

(cf. Risager 2011): in addition to language, literature, and linguistics, ancient culture and civilisation 

have been taught as either complementary (Altertumswissenschaft) to the languages, or as an 

independent discipline (‘Ancient History’) in its own right (Nussbaum 1997). Over the past two 

decades, the notion has grown stronger that cultural awareness with regard to antiquity not only has 

a signifier and signified aspect, but a signifying as well – the receiver (Kroon & Sluiter 2010). As 

educators and scholars, we bring ourselves to the fore, and confront ourselves with otherness (Van 

Oeveren 2019). Antiquity is both estranging and wondrously familiar at the same time, giving modern 

experiencers the advantage of identifying an enormous (and potentially unbridgeable) cultural gap: 

attempts to bridge it benefit from the possibility to ‘objectify’ cultural otherness through emphasising 
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the temporal, spatial, and ethical distance (Kramsch 2011). Idealisation of the content of Classics, or 

institutionalising its presumed values, is a downright refusal to even start building the bridge, and 

ought thus to be avoided. The products of archaic poetry, and classical philosophy, science, and 

rhetoric offer a plethora of themes and challenges that present themselves as ready opportunities for 

actualisation and reflection (Alvermann et al. 2013). The study of classical literature’s content, a mirror 

image and an objectifiable comparandum from a culture that is both familiar and intangible, is a unique 

addition to the culture’s material remains: literature provides an one-on-one conversation, an 

evaluative bridging-the-gap, an irreplaceable reflective instrument (Burwitz-Melzer 2001; Benett et al. 

2003; Bredella 2008; Bobkina et al. 2014). As a learners’ tool, intercultural competence contributes to 

the set of skills conducive for professional success and personal development (Nussbaum 2010). 

Classics has come under fire because of its potential inability to change from within when facing 

the requirements of a more inclusive dialogue between teachers and learners (Johnson et al. 2015; 

Poser 2021). Its potential, of course, lies elsewhere, in an immersive movement: in the capacity to not 

only study and define intercultural competence, but rather to be interculturally competent, through 

the objectification and non-standardisation of its content (Havekes et al. 2012). Together with other 

disciplines within Humanities (Clouet 2006), the ongoing opening up and study of classical literature-

in-cultural-context guarantee the development of learners’ most demanded social competence. 

 

6) Empowering students towards responsible conduct of research 

Mariette van den Hoven – Amsterdam UMC/UU 

m.a.vandenhoven@amsterdamumc.nl 

 

As part of an H2020 project on research integrity, we have developed a competence profile that puts 

empowerment core to the teaching experience that students should have when taking courses on 

research integrity (van den Hoven & Krom, 2020). This profile is tested and integrated in training 

sessions and courses for high school students, undergraduate students and PhD students. Core to the 

empowerment of students towards responsible conduct of research (research integrity) is to stimulate 

their critical awareness, reflection on integrity issues and to stimulate an active attitude towards issues 

that they encounter in their own practices. In this presentation we show first results of a study that 

had as its core question if we can indeed observe empowerment of participants to PhD courses. We 

collected in-course data on case reflections and individual reflections on course experiences in a small 

private online course (SPOC) and additionally held interviews with several students that participated 

in the course, in which we focused on the possible empowering effects of the course on participants.  
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Even though the trainings are offered to a wide variety of PhD students in multiple European 

countries, we think that the approach we take fits in a humanities type of educational research, as we 

started the building of the competence profile from an ethical/philosophical perspective, aligning 

views on how to do a proper ethical reflection with a pedagogical view on empowerment. We will also 

address if our approach differs much from other attempts (e.g. in Watts, L.L. et al., 2017) to measure 

effects of integrity education and if so, how this more humanities-based approach could be beneficial. 

 

7) Disciplinary teacher identity formation of non-tenured early-career academics in the 

Humanities 

Vincent Crone – Utrecht University 

v.c.a.crone@uu.nl 

Teacher identity formation is crucial for the professional development of teachers and essential for 

improving the quality of education. This also applies to university teachers, whose teacher identity, as 

part of their academic identity, gives guidance on how they function in their educational role. A 

growing interest and investments in educational quality and teacher professionalization create a 

greater emphasis on how academics fulfil their teaching task. This is especially relevant for early-career 

academics, who increasingly must formally qualify as teachers to get tenure and are at the beginning 

of the formation of their teacher identity. Based on a thematic analysis of 47 portfolios of aspiring non-

tenured, early-career Humanities scholars, I will demonstrate how the discipline of the Humanities 

shapes a teacher identity that is in accordance with the cultural rules of the academic disciplinary 

community which they seek to access. 

8) English Studies, Imperial Entanglements, and Neoliberal “Factories of Knowledge”  

Ana Cristina Mendes - University of Lisbon 

anafmendes@gmail.com 

Calls for decolonising the curriculum and deparochialising the subjects of English studies (Chaka, 

Lephalala and Ngesi 2017) ask us to think anew the entanglement of this field with the history of the 

British empire. At its root, the field of English studies developed because of institutional and societal 

factors beyond an “an organic consequence of advances in knowledge” (Moran 2002, 13), namely the 

growth of a professionalised bureaucracy that was necessary to sustain the British empire in the 

nineteenth century. The disciplinary commitment of English studies to an instrumentalised model of 

knowledge production, dissemination, and reproduction – which exemplary reflects the structural 

power inequalities of knowledge production and the geopolitics of that production – precedes 



 
 
 

8 

neoliberalism. It resonates with an idea of the university as a “factory of knowledge” (Raunig 2013) 

that produces “human capital” to service the economy – an idea from which I borrow for the title of 

this paper. The neoliberal version of Adam Smith’s “human capital” theory sidelines fields of 

knowledge with a perceived little direct economic contribution favouring those that are more easily 

instrumentalised. An example of the former is English literary studies and of the latter communication 

studies and English language teaching within which, following a “neoliberal attitude toward 

multilingualism”, languages are treated “as individuated commodities, to be discretely enumerated 

and labeled like items of jewelry or parcels of real estate” (Chow 2014, 31).  

English studies itself has also been critically engaging with topics such as cultural imperialism, 

extractive capitalism, and the effects of the flows of international capitalism in the neoliberal university 

(Docherty 2011; English 2012; Warner 2014; Warner 2015; Bunds and Giardina 2017; Dawson 2019; 

Kennedy 2020). At the same time, we are witnessing the establishment of Anglo-American outpost 

campuses in Asia (e.g., the global network of New York University which comprises NYU Abu Dhabi and 

NYU Shanghai), reflecting a shift to the East of the former Euro-North-America axis, and, overall, the 

adoption of quantitatively informed corporate-driven models of the university that put pressure on 

English departments to boost “productivity” and enhance the “visibility” and global reach of their 

“research”. This pressure is set against the increasingly exploitative and precarious job market for 

faculty positions in English departments, while the few inside these academic institutions work 

solitarily on their publications and grants track record to maintain economic and institutional relevance 

in academia.  

Speaking to “reflexive propensity” (Culler 2005, 38) as typical to the humanities and exemplary of 

English studies, this paper asks: Can the decolonisation and deparochialisation of English studies even 

be achieved within the neoliberal university?  

 

 

9) Developing Cosmopolitan Awareness through Inclusive and Diversity-driven Pedagogies: 

thoughts and challenges 

Ingrid Hoofd, Dept of Media and Culture, Utrecht University 

i.m.hoofd@uu.nl  

 

This presentation will discuss several of the potentials and pitfalls around developing a course on the 

‘global humanities’ in order to facilitate the skills of ‘cross-border and cosmopolitan thinking’ for 

Utrecht University students. Nurturing such ‘cross-border thinking’ and cosmopolitan awareness is, 
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the presentation will argue, crucial for providing future graduates with the necessary skillset for 

venturing into their future careers, and is furthermore essential for helping them grow into well-

rounded individuals. Nonetheless, in our increasingly globalised society, universities are the prime 

locations in which ideas of global citizenship are often merely tacitly passed on. The danger hence is 

that the privilege-enhancing and elitist aspects of cosmopolitanism will be reproduced. The 

presentation will outline such dangers, and ponder how teaching cosmopolitan awareness can be done 

in a more reflexive and holistic way in such a ‘global humanities’ module.  

 
 


