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Editorial

It is with pleasure that | present the full papers of the Australian Collaborative Education Network
(ACEN) National conference.

Each paper represents a substantial contribution to the advancement of scholarship around work-
integrated-learning in all its defined forms, such as cooperative education, service-learning,
community engagement and participatory learning. Current trends in university practice are towards
a greater focus on graduate employability and notions of work-readiness. Models of work-
integrated-learning arguably respond to such demands with students developing across professional
attributes, technical skills and critical agency through integrating the critical studies of the
university and the practices of the worlds of work. As approaches such as these become more
significant to the way universities respond to the demands of students and employers it is
imperative that we build decisions and practices upon a sound body of research. This presents as
one of the significant challenges affecting those that work in this space at universities.

Within this overarching challenge of research-based practice, current models of work-integrated-
learning are challenged by the changing, and somewhat unknown, demands of students and
employers. Within these proceedings there presents an interesting mix of papers attempting to
unpack the experiences of students and the impact that their work-based learning experience has
had on their broader views and approaches of learning; as well as those that consider the benefits,
and challenges, of these experiences for employers. Work-integrarted-learning is most often
concluded, within these papers, as having mutual benefit for the student, university and employer.

Given that there is an emerging trend towards models of work-integrated-learning becoming
standard practice across universities and that there is evidence for the benefit of such practice, there
presents a final challenge; namely, the capacity to locate and properly allocate places for students.
Within the proceedings there are presented papers that present case studies of practices which
respond directly to this challenge. These papers have developed models which may be translated
across various institutions.

Overall, there is clear evidence of an emerging body of knowledge around work-integrated-
learning. Presented in these proceedings are 53 papers. The conference had 67 papers submitted
for review, and these proceedings therefore represent an 83% success rate upon review. The
conference overall had 121 presentations delievered from both refereed and non-refereed strands.
These proceedings represent 44% of all presentations made at the conference.

I would also like to acknowledge the contribution made by Michelle Badato who ably assisted me
in following up paper reviews, checking amendments, completing final edits of draft papers and
compiling these proceedings. Without her assistance this task would have been far too great to
have achieved in time.

Enjoy reading these proceedings and | hope that they contribute further to the advancement of ideas
around work-intergrated-learning and responding to the challenges of this space.

o

Matthew Campbell
ACEN 2010 National Conference Program Chair
Email: matthew.campbell@acu.edu.au
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Work Skill Development Framework: an innovative
assessment for Work Integrated Learning

SUE BANDARANAIKE
James Cook University

JOHN WILLISON
The University of Adelaide

The Work Skill Development Framework (Bandaranaike & Willison, 2009) was developed to inform and assess
a student’s progress in work-integrated learning (WIL) from conception to completion. The WSD is a tool that
enables both academics and employers to monitor qualitatively and quantitatively the progress of students, and
students to self assess their work skills. This paper presents a study on the use of the WSD in student
placements at both the graduate and undergraduate level. The WSD makes explicit six facets of WIL: initiative,
use of technology, establishing lifelong learning skills, reflecting on self management, skills in problem solving
and applied communication. These six facets are articulated across five levels of autonomy, from highly guided
where expectations are explained and modelled, to high levels of student determination. These facets were
focussed on by placement students initially via input in a reflective journal, a progress report and a reflective
essay. Subsequently, comprehensive interviews on each student’s progress and achievement based on the
principles of WSD were conducted, one with the student and the other with the employer. Over a six month
period 27 students and 21 employers were interviewed using the WSD to frame discussions, and to generate a
quantification of WIL measures for assessment. Student perceptions were compared and contrasted with the
employer perceptions to assess progress during the placement. The research demonstrated that the WSD facets
frequently enabled the employer to explore readily and meaningfully the performance of the student across a
comprehensive range of nationally accredited employability skills. The findings include that students have a
stronger sense of improvements in work skills after completing WIL, than do their employers, but both agree
that there is improvement, and that this varies with the specific skill set being considered. While traditional
assessment is focussed mostly on quantitative assessment, the WSD focuses on qualitative assessment as well,
giving valuable feedback to the student and assessing future employability. Students were able to review, reflect
on and so adjust their workplace engagement and receive critical feedback. It is an innovative, inclusive
measure of performance that has the potential to be adopted in numerous disciplines.

Keywords: Assessment, Work Skills, Employability, Feedback, WIL

Introduction

The challenge of university teaching lies in providing a student with the line of best fit
[employment] in a scattergram of assorted skills and knowledge. While WIL provides the conduit
to search for this linearity, the Work Skills Development Framework (WSD) provides the basis of
best fit.

The concept of learning in the workplace or WIL, is a long established practice where students
engage in learning practices that lead to the marriage [and or divorce] of theory with practice.
Reflection and debriefing on the placement is an integral component of student learning. The WSD
is an innovative conceptual tool which integrates key employability skills and graduate attributes
into WIL. It can be used effectively as a qualitative and quantitative measure of assessment in the
workplace benefitting both student and employer.

The framework was developed on the basis of research literature, institutional reports and
interviews with potential employers and past graduates. The WSD was developed as an assessment
tool in 2009 to mirror the concepts and philosophy of the Research Skills Development Framework
(RSD) of Willison and O’Regon (2006). While it aligns with the structure of the RSD, it also
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provides a platform to have seamless development from research skills to graduate attributes and
employment related skills.

The WSD is embedded in the assessment structure of Professional Placement, a WIL oriented
subject, offered in the School of Earth and Environmental Science at James Cook University,
Townsville, to both undergraduates and post graduates. Students enrolled in this subject are mainly
from the disciplines of environmental science, geology, GIS and urban planning. While post
graduates undertake an eight weeks placement, undergraduates complete a six weeks placement
either as a full time or part time placement. Students are prepared for this course through course
components in their undergraduate/graduate degrees, including reflective writing, teamwork
application etc and also briefed individually by the course coordinator prior to commencing the
placement. Communication is maintained throughout the placement through their reflective diary
entries, progress reports and e-communication. The placement is either an independent project
assigned for the duration of the placement or more often a component of a project in place. The
course is available to different disciplines within the School of Earth and Environmental Science
with students commencing their placements in any one of the 12 study periods throughout the year,
and hence the individual and customised briefing sessions.

The WSD has the advantage in that it is adaptable to evaluate different types of WIL related
assessment. For example in Professional Placement, students were asked to reflect and apply the
six facets of work to their daily Journal writing, Reflective Essay and the Progress Report. In
addition, the Interview assessment was based on the WSD. In this way there was greater uniformity
and understanding and application of the WSD concepts among students and more effective
feedback made possible.

The value of WIL assessment has been acknowledged for many years as for example, Boud and
Falchikov (2005) identified that assessment must prepare learners for a lifetime of learning and
encourage students to be “active agents in their own learning”. Newmann & Associates (1996)
stated:

Authentic (WIL) assessment involves students being expected to organise information,
consider alternatives, demonstrate knowledge of disciplinary content and processes, perform
elaborate  communication, and solve problems connected to the world beyond the classroom

WIL assessment commonly incorporates the eight employability skills listed by the Department of
Education, Science and Training (2006) - Communication, Teamwork, Problem Solving, Initiative
and Enterprise, Planning and Organising, Self-Management, Learning, Technology.

WIL assessment is also inclusive of graduate attributes. A recent ALTC report acknowledges their
role in lifelong learning as:

Generic graduate attributes are the qualities, skills and understandings a university
community agrees its students should develop during their time with the institution. These
attributes include but go beyond the disciplinary expertise or technical knowledge that has
traditionally formed the core of most university courses. They are qualities that also prepare
graduates as agents of social good in an unknown future (Barrie et al, 2009).

Others like Boles et al (2005) trialled the use of Bloom’s taxonomy to inform WIL assessment so
that it “involves facilitating a change in the students’ position from detached observers to involved
performers and active learners”

Do
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The value of a WIL assessment lies in the recognition and accreditation of life-engaged learning
outside of the classroom; the search for knowledge outcomes from university teaching, together
with the skills and knowledge required to operate in public and private enterprise.

The WSD designed as it is for WIL assessment, is built on all of the above — employability skills,
graduate attributes and Bloom’s taxonomy to combine qualitative and quantitative measures and
achieve the desired WIL learning outcomes. The challenge is to devise a measure of assessment
that can adequately reflect employer objectives and that of university learning outcomes as a single
measure.

The WSD is unique in that it is a conceptual measure that can be used to monitor the progress of a
student over time in WIL using a linear scale. While the framework is used mainly as a qualitative
measure it can also be quantified. The value of WSD lies in its ability to satisfy employer
outcomes, consolidate graduate attribute outcomes and contribute to student learning outcomes. As
Doel (2008) states:”if students themselves are not brought to an awareness of their own progress
and abilities ... then a real opportunity is lost for them to benefit fully from placement experience”.

Rationale

The aim of this paper is to document the trial and evaluations of an innovative marking framework
to assess WIL outcomes for students in Environmental Science, Geology and Planning at both the
undergraduate and post graduate levels.

A secondary aim is to illustrate the application of the WSD framework for WIL assessment.

The expected outcomes anticipated initially in using the WSD framework were:

- To enhance student learning outcomes from the reflective use and understanding of WSD
concepts

- To bridge the gap between theoretical learning at universities with that of practical skills
required in the workplace

- To use assessment outcomes from WSD to evaluate students’ experiences and inform
curriculum change and improve WIL outcomes

- To road test a comprehensive set of work skills that are measurable both qualitatively and
guantitatively through time

Methodology

As noted above the WSD makes explicit six facets of WIL which incorporate both DEST
employability skills and mainstream graduate attributes — Table 1.

(O8]
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Table 1: Facets of Work and SKill Requirements (WSD) Explained

Facet of Work WSD Cell Action Verb Example of Work
Description Skill

Initiative Student establishes Inquire Enthusiastic
role and adapts Focus Querying

Locate

Technology Student applies Select Identifying
technology to find and  Manage Translating
generate Innovate
information/data

Learning Student critically Interpret Projecting
evaluates their role and  Aspire Understanding

objectives to establish ~ Change
lifelong learning skills

Self Management Student reflects and Plan Organising
self manages timeand  Choose Evaluating
information Judge

Problem Solving Student synthesises Define Distinguishing
and analyses to create  Test Investigating
solutions Reason

Communication Student understands Listen Interpreting
self and others through  Network Consulting
interpersonal Negotiate
communication and
teamwork

These WSD facets need to be interpreted in the context of the discipline — for example the context
in which technology is used will vary between a geologist, an environmental scientist and an urban
planner. In this research geologists favoured the use of field technology, planners mainly
documents and IT tools and environmental scientists a mixture. It is a generic framework that
requires extra descriptors within each cell to explain the discipline appropriate expectations in work
skills at each Level of Autonomy.

Bloom et al (1956) used similar levels of progression when he classified educational goals to
identify thought processes at six different levels of cognitive ability. These were from the simple
recall of knowledge to the higher level ability of analysis, synthesis and evaluation. Others like
Dreyfus (1985) and Daley (1999) indicated that professionals progress through a developmental
continuum in which they move from novice to experts.

The WSD parallels this in a student’s progression through the Levels of Autonomy. The move from
the time the student enters the placement (before) to the time when the student completes (after) the
placement is a move from highly guided where expectations are explained and modelled, to high
levels of student determination (Table 2).

In the WSD the developmental continuum is applicable to all skill facets and therefore the
achieved level of Autonomy may vary between one facets and another for the same student thus
giving the student a more comprehensive assessment of his individual work skills. Also the student
was able to assess the change or the degree of movement before and after the placement for each of
the work facets. Employers likewise were able to assign a particular Level of Autonomy to a
student when they commenced and when they completed the placement.
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Table 2: Level of Student Autonomy (WSD) Explained

Level of
Student
Autonomy

WSD Cell Description

Example from
COMMUNICATION?

Level 1

Level 2

Level 3

Level 4

Level 5

Student requires a high degree of structure and
guidance

Student works with less
structure/guidance/supervision

Student works independently and within provided
guidelines

Student works innovatively with limited guidelines

Student works within self-determined guidelines
appropriate to the context

Student requires highly
structured guidelines to
communicate
information

Student requires some
degree of guidance to
understand individual
role and communicate
within the team
Student demonstrates
confidence and
assertiveness in
communicating
information

Student communicates
independently and
competently showing
high degree of
understanding of
workplace culture and
professional ethics
Student negotiates and
asserts their own values
while respecting the
contribution of others
in communicating
information

! The full WSD Table can be accessed in Appendix |

The Interview, conducted separately for the students and the employer, assessed the Level of
Autonomy for each of the six work skills. Five statements reflecting the five levels of autonomy
were given to the interviewee to identify the student position before and after the placement. These
statements are listed in Table 3.

u
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Table 3: Before and After Identification on WSD Statements

Facet of Work

WSD associated Statement

Initiative

Technology

Learning

Self Management

Problem Solving

Communication

Required high degree of guidance to adapt to Role

Was able to identify Role with some degree of guidance

Adapted to Role independently, with no guidance

Adapted to role easily and fulfilled requirements

Identified future goals & projects while fulfilling original requirements

Used basic technology with high degree of guidance to find & generate information
Used technology with some degree of guidance to find & generate information

Used technology independently to find & generate a range of information

Showed complete understanding and mastery in choice of technology right from the
beginning

Showed a high degree of sensitivity in the application of media & technology to
generate information

Evaluates information at a minimum level in understanding his role
Evaluates information with some degree of guidance to generate knowledge
Critically evaluates information to match theoretical & practical knowledge
Critically evaluates information & fills gaps to generate knowledge
Critically evaluates & uses knowledge to generate lifelong learning skills

Used simple reflective practices to organise information and establish role
Used existing structures of reflective practices to master methods and practices
Used own reflective practices to evaluate and monitor performance

Used reflective practices to deliver clear projects and goals

Used reflective practice to articulate vision, goals & innovative strategies

Applied a simple structure to understand existing solutions

Applied a structured format to synthesise & analyse existing data & knowledge
Worked independently to synthesise & analyse a range of resources

Applied critical thinking and worked collaboratively to produce innovative solutions
Applied sophisticated critical thinking and analysis to initiate change & extrapolate
outcomes

Required highly structured guidelines to communicate information

Required some degree of guidance to understand role and communicate with others
Demonstrated confidence and assertiveness in communicating information
Communicated independently showing high degree of understanding of workplace
culture & professional ethics

In communicating information, student negotiates & asserts his own values while
respecting the contribution of others

The Interviews were designed to extract maximum information on the student’s engagement in
WIL. While each Work Skill was rated on the statements given above, at the beginning and
completion of the placement, these answers were then checked using surrogate questions. For
example in Communication there were questions related to the student’s role as a team member, the
challenges in working with diverse employees, manner of solving problems, engaging in speaking,

6
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listening, negotiating, empathising, sharing, persuading etc, and these responses checked against
their ratings identified on the format in Table 3. The responses were thus filtered for any
contradictions in their feedback and subject to further questioning during the interview. There were
total of 44 questions in the student interview and .a total of 28 in the employer interview

Results

This section highlights the use of the WSD to monitor the progress of a student through the
placement and assesses both qualitatively and quantitatively the changes that took place between
commencement and conclusion. A change of 1 point level is a substantial change, as for example a
move from level 1 to 2 implies the student now is more independent and works with less guidance
and structure. It must be noted, however, that the changes in the Levels of Autonomy recorded in
this research are ‘perceived’ changes, both from the students’ perspective and from the employers’
perspective. Both perspectives together, coupled with specific examples provided by employers in
interviews and students in reflections, provide a triangulated data that gives a basis for substantial
analysis.

In the analysis, facets of work are referred to by the title assigned to them in the WSD framework
as Initiative, Technology, Learning, Self Management, Problem Solving and Communication. The
results are first discussed as overall changes for the sub-group (students, employers), within each
facet and then as perceived changes by each student for individual work facets, followed by Other
useful outcomes of WSD.

Group Perceived Change

Responses from all Students [N=27] and Employers [N= 21] for each facet of work were averaged
to assess the perceived progress in Levels of Autonomy for each sub-group. A considerable
difference in judgement between employers and students was observed in Initiative, Technology,
Learning and Self Management, with a lesser variation in judgement in Problem Solving and
Communication (Figure 1).

Table 4 gives the average Levels of Autonomy perceived by students in each of the facets of work,
before and after the placement. For example in Initiative, students perceived an average Autonomy
Level of 2.1 Before commencement of placement and an average Level of 3.7 after completion,
giving a change of 1.6 Levels. In comparison, employers perceived students commenced at an
average Level of 2.5 and completed at an average of 3.6, giving a smaller change of 1.1 Levels.

Similar differences between students and employers in their perceived Levels of Autonomy were
observed in Technology, Learning and Self Management [ranging from 0.6 to 0.5] with Problem
Solving and Communication showing very little difference [0.2 to 0.1) between student and
employer perceptions (Figure 1).
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Figure 1: Perceived Change in Levels of Autonomy -
A Comparison between Students & Employers
Communication : :
. Employer
x Problem Solving
(@}
< Self Management ® Student
% Learning
3
L Technology
Initiative
0.0 0.5 1.0 1.5 2.0
Level of Autonomy
Table 4: Average Levels of Student Autonomy: Before and After the Placement
Initiative Technology Learning Self Problem Communication
Management Solving
Before 2.1 2.6 2.3 2.2 2.3 2.6
Student After 3.7 3.7 3.8 3.6 3.5 3.9
Change 1.6 1.1 15 14 1.2 1.3
Before 2.5 2.5 2.5 2.4 2.5 2.4
Employer After 3.6 3.1 3.5 3.2 3.5 3.6
Change 1.1 0.6 1.0 0.8 1.0 1.2

Both students and employers perceived the change in the level of autonomy in Technology to be
lower (1.1 and 0.6 respectively) than in other skills.

A paired sample t-test was conducted to assess the significance of perceived changes before and
after placement by students and employers. The result revealed that the perceived changes in the
Levels of Autonomy across all facets of work between commencement and completion of

placement, was statistically significant (p=<0.05) for both students and employers (Table 5).
Therefore it can be inferred that student work skills improved with time during the placements.

Table 5: Perceived Changes in Levels of Autonomy [Before and After Placement]
Paired samples test statistics

Mean Variance t-statistic Significance

Facet of Work student  employer  student employer student  employer  student employer
Initiative 3.6 3.6 0.9 0.5 6.6 35 0.00 0.00
Technology 3.8 3.1 0.7 0.6 3.9 2.4 0.00 0.03
Learning 3.7 3.5 0.6 0.4 6.8 3.8 0.00 0.00
Self 3.6 3.1 0.7 0.7 3.7 2.6 0.00 0.01

Management

Problem Solving 3.4 3.6 0.7 0.3 4.7 4.3 0.00 0.00
Communication 4.0 3.8 0.3 0.5 6.2 4.5 0.00 0.00
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Individual Perceived Change

Ideally students engage in WIL to apply their theoretical knowledge to the work place with the
expected positive outcomes of improving their practical understanding in the process. This analysis
focuses on individual student perceptions on the progress (change) they made during the placement.

Initiative is the degree of motivation and negotiation a student expresses when engaging in the
workforce. It measures how motivated a student is in taking on the placement and how well the
student understands and adapts to the role.

Some typical comments when establishing themselves in the placement were:

[a] At first | just watched, listened and learned as much as | could. | was reading ... to get a feel
for what | was getting into and what would be required of me in the long term ... the more I did
this, the more I was starting to form a solid “role” in the company.

[b] Despite the initial exhilaration and certain wonderment at being surrounded by experts and
individuals ... | would also come to observe and experience the realities and frustrations of
everyday work within a government department.

Initiative at times was restricted owing to time constraints, conflict between university and
placement demands and the student being unable to function at optimum levels.

I am finding it hard to concentrate on work (placement) as | have a heap of assignments to do. |
can’t help but feel that if | had got a placement earlier that it would have been better for me, not
only to learn  but also to reduce my work load.

At level 1 the student ‘requires a high degree of guidance to identify and adapt to the placement’.
At level 5 the student is able to identify ‘future goals and project while fulfilling original
requirements’.

Overall a massive 89% (N=24) indicated a high degree of motivation between the time they took on
the placement and completed it. Only 11% (N=3) indicated there had been no change in their
motivation before and after the placement. For example, students 6 demonstrated no perceived
change in Initiative, whereas student 7 perceived that there was a change from level 1 when he
commenced placement to level 5 when he completed (Fig.2).

Figure 2: INITIATIVE - Perceived Level of Student Autonomy
Before and After

m Before

ittty =

123456 7 8 9101112131415161718192021222324252627

Level of Autonomy
O B N W b 01 O

Individual Students




Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

Technology is the student finding and applying specific skills to select, manage and innovate within
the workplace. This will obviously vary across disciplines and industry structure. Students were
expected to reflect on how well they adapted to the use of technology in their given role.

When questioned on the adequacy of their technical competence in the workplace, typical responses
were:

Other than computing skills, almost useless. The meters we used were all far more advanced in
the workplace. | had never even heard of, let alone seen a portable PID/FID and | was being
taught how to service and calibrate it.

Initially a lot of things learnt very useful. Some things ... no idea like learning how to calculate
sewerage depths ... Took only a few days because user friendly. First awed but then moved on.
Others responded they had to adapt their existing skills to workplace demands as the following
student quoted:

My existing knowledge and understanding of these programs enabled me to have a basic
understanding of how to utilise the new programs within my job.

A student who operates at level 1 in Technology will ‘use basic technology with a high degree of
guidance to find and generate information/date’. At level 5 the student ‘shows a high degree of
sensitivity in the application of technology to generate information/data’.

Figure 3: TECHNOLOGY - Perceived Level of Student Autonomy

Before and After
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Student responses indicated that Technology reflected the lowest change in the Level of Autonomy
between commencement and completion of placement. The percentage change was only 44%
compared with76 % for Initiative.

Even though approximately one fourth of the students [26%] indicated there had been no change in
their progress with Technology, the balance three fourths perceived they had achieved some degree
of improvement in their Technological Skills during the placement, with 6 students perceiving they
were operating at the most proficient level 5.

Learning refers to a measure of how well the students articulated their visions /goal and able to
understand and apply that learning to future goals. The students were expected to think on how well
they critically reflected on their role and objectives to establish lifelong learning skills.




Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

A student operating at Level 1 will ‘evaluate information at a minimum level to understand their
role through to level 5 where a student ‘critically evaluates and uses knowledge to generate lifelong
learning skills’. This was one of the most difficult facets for students to comprehend and this
became evident in the student and employer responses. Examples from different employer and
student:

Employer: ... (He) understood the science based environment, but not the public service
environment”

Student: Uni had prepared me for the science, but not the legislation and certainly not the
politics involved in the industry.

Yet, overall most students indicated they had changed their attitudes to lifelong learning skills
between the time they took on the placement and finished. There are some anomalies in students
who perceived that no change took place. For example Student 24 (Fig 4) took on the placement
after she had been in the workforce a couple of years and therefore perceived there was no change
in the work she undertook. She was confident she ‘knew it all’. In contrast however, her employer
perceived a change in the levels of autonomy in Learning and some other facets. These
discrepancies and innuendos can be easily accounted for via the more detailed comments collected
in the WSD assessment.

Figure 4: LEARNING - Perceived Level of Studnet Autonomy
Before and After
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Self Management reflects organising and evaluating oneself and the need to plan, and acquire
information. Self Management was measured using a series of questions directed at how well they
engage in reflective practices to manage and organise themselves in their role.

In this facet a student commences at level 1 by ‘using reflective practice to organise information
and establish roles using a simple format’ to move into level 5 where a student ‘uses reflective
practice to articulate visions, goals and innovative strategies’.

11
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Figure 5: SELF MANAGEMENT - Perceived Level of Student Autonomy
Before and After

Level of Autonomy
w
i
|

M Before
2 0 111 1 After
1__ o BN = | - .
0 T T T T T T T T

123456 7 8 91011121314151617 18192021 22 2324 25 2627

Individual Students

In this segment 67% admitted they had weak reflective practices and minimal monitoring of their
work. Typically a student would admit:

I’m very bad at meeting deadlines ... I try to timetable myself but it just doesn’t work. I get
interrupted.

Even though it wasn’t typical, sometimes an employer would comment on how students conduct
themselves in the workplace like “She would interrupt a professional conversation by answering
her mobile phone!” and another employer commented “She dressed professional but attitude not
professional. She wasn’t motivated to work here. She has no professional skills”.

Most students hesitated with their responses when they were questioned on their goals and visions.
The typical response was: “l don’t know to be honest”; “I’'m not quite sure”; or would focus more
on more pecuniary visions like “I want money to pay off my house”.

The highest percentage perceiving no change took place ‘Before’ and ‘After’ placement was in Self
Management (33% or N=9). Yet, those that perceived there was no change rated themselves at level
3 and above [Fig. 5]. Employers likewise generally perceived less change in Self Management than
most other facets between the time students entered and exited the placement.

12
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Fig 6: PROBLEM SOLVING - Perceived Level of Student Autonomy
Before and After
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Problem Solving assessed the student’s ability to engage in synthesising and analysing with a ‘high
degree of guidance’ (level 1) to that of applying sophisticated critical thinking and analysis to
initiate change and extrapolate outcomes’ (level 5).

Students varied in their approach to problem solving with some engaging more successfully than
others. For example:

Student 1: | have been successful ... | had to reconfigure the landfill layout and adopt a new
approach to landfill design. I also chose to impose new restrictions...
Student 2: | am better at using prescribed info rather than being creative.

This facet together with Communication not surprisingly, recorded some of the lowest differences
in ‘Before’ and ‘After’ change. Approximately a third (30% or N=8) recorded no change had taken
place in their skills of problem solving (Fig.6). Most students commenced around autonomy level 2
and completed their placement at level 3. Therefore it can be inferred that Problem Solving requires
further training prior to entering the workforce.

The role of communication was to measure the progress of a student from having a ‘structured
guideline to communicate information‘[level 1] to ‘negotiating and assessing their own values
while respecting the contribution of others in communication information’ [level 5].

Even though statistically there was a significant change in levels of communication before and after
placement, several comments at the interviews and in reflective journals and essays indicated there
was a considerable conflict in this facet.

13



Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

Figure 7: COMMUNICATION - Perceived Level of Student Autonomy
Before and After
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Employer on negotiation: “I would like to see more communication from XXX. Would like to have
been kept in the loop more.”

Student on diversity in the workplace: “I feel a bit reserved because working with white people. But
didn’t feel uncomfortable at all”

Student on feedback: “Couple of inquiries from managers confused me. I sent it (report) to them
and never had any feedback from them. I didn’t feel confident to ask for feedback”

Student reflection on understanding: “Sometimes felt I didn’t have a full understanding of what he
(supervisor) wanted from me. May be my expectations were different?”

Despite these issues, seventy four percent [N=20] perceived they operated at a higher Level of
Autonomy in Communication, when they completed the placement. According to student and
employer responses most students commenced at level 2 and completed at level 4 indicating
considerable progress in Communication. This facet shows the highest degree of agreement in the
perceived scores of student and employer (Fig 7).

Based on the above individual responses it was possible to identify three categories of students.
Students were grouped according to their perceived level at completion of the placement was higher
or lower than that of the employer.

[a] The Over Confident [overall predictions higher than employer] N= 18 (67%)

[b] The Under Confident [overall predictions lower than employer] N=8 (30%)

[c] The Neutrals [overall predictions show no change] N= 1(3%)
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Other Outcomes of WSD

The WSD enabled students to reflect not only on their before and after outcomes, but also to
articulate their strengths and weaknesses.

Students realised that pursuing a goal wasn’t easy in life and this student learned it the hard way by
engaging in the workplace and reflecting on WSD facets such as Initiative and Self Management.

I had a passion for land management and knew this is what | always wanted ... but had to be patient.
Had to compromise between family commitments and financial support to get to this goal.

For some students the WSD triggered choices in future employment, as quoted by this student:

Reflecting on my work skills and where I would like to be in the future, I found that working at
the Council is heavily customer service based, and working for the community can be stressful
and difficult to deal with at times. Future employment areas I’d consider would include
working for a consultant agency, private companies or in the mining and industry.

Others reported the WSD assessment motivated the student to return to university studies full time.
I didn’t have a job. I lost interest in uni studies. I was not motivated to finish. It was just me ... |
lacked self confidence. | took 6 months off and the re-enrolled in this subject (Professional
Placement) and one other. The placement helped me to think about what I’'m doing ... what | want
in life etc ... | have now enrolled in seven subjects and ‘am more organised and motivated.

The WSD via the Interview, extracted personal information that made the student responses more
comprehensible. A student from a mining background said:

Growing up in a mining community | could see the benefits to a small community. | can now apply
that  (experience) to my own ... | see an environmental and economic balance in mining. From
the money you get from mining you can improve the environment.

The above results indicate that the WSD can be used as a specific tool to engage the students in
reflective thinking and assess their potential contribution in the employment market while engaging
in self assessment of the progress they make through their placement.

Discussion

This research had four initial outcomes:

- To enhance student learning outcomes from the reflective use and understanding of WSD
concepts

- To bridge the gap between theoretical learning at universities with that of practical skills
required in the workplace

- To use assessment outcomes from WSD to evaluate students’ experiences and inform
curriculum change and improve WIL outcomes

- To road test a comprehensive set of work skills that are measurable both qualitatively and
quantitatively through time
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Enhance Student Learning Outcomes

The WSD provided an opportunity for students to articulate and reflect on their strengths and
weaknesses in terms of employability. In a set of generic work skills students were able to observe
and identify their level of performance in each skill and also rate their performance through time.

Overall student learning outcomes measured using the WSD was very positive indicating a
significant (p=0.05) change in their Levels of Autonomy before and after the placement. These
perceived changes were higher with students than with employers. This could be a result of students
having little confidence when entering a placement, and once they find their feet becoming more
confident and perceiving a larger change. This possibly exaggerated their perceived Levels of
Autonomy. Employers being more experienced with their workforce, assign more moderate scores
at the end of the placement.

The Interview component was most effective in assessing learning outcomes in that it allowed
personal contact and was conducted impromptu. Body language, facial expression, voice
modulation, and overall level of confidence in responding were observed and incorporated in the
assessment. The interview also provided an opportunity to discuss strengths and weaknesses in
learning outcomes and project future employability.

Bridge the gap

The research demonstrated that the WSD provided a framework for employers to explore the
performance of the student across a comprehensive range of nationally accredited employability
skills and identify gaps.

Despite the improvement in Levels of Autonomy in all facets of work, student feedbacks indicated
the poor capacity to articulate goals and visions (Self Management) and reflect on lifelong learning
skills (Learning). This is a possible outcome of academic teaching which focuses on immediate
outcomes (success in degree program) rather than long term goals (employability).

Although one in three students [74%] perceived they had achieved some degree of improvement in
Technology, individual comments indicate that there were glitches. While the universities cannot be
expected to possess the latest Technology for all industries students seek placement, it is possible to
teach the students how to apply their knowledge to find and generate information or data, when
engaging in new Technology.

The above outcomes illustrated the observed gap between theoretical learning that takes place in the
classrooms and practical work experience in industry. This gap can be articulated further by
collecting feedback on the practical value of each subject/course undertaken (by the student)
towards the placement; this research is currently ongoing.

Evaluate Student Experiences

The initiative to engage gainfully in a placement was restricted at times owing to the timing of the
placement and conflict with other academic courses. It was observed that those students who
participated in the placement fulltime completed their placement with higher Levels of
Achievement.

With further research, the three categories — Over Confident, Under Confident and Neutral - can be
extrapolated to student background characteristics to give a better insight to student placement
performance and evaluate their experiences.
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In extrapolating student experiences to curriculum change, this research has identified areas of
strengths and weaknesses from both the student and employer points of view (Table 4). While
problem solving and self management are perceived by students on relatively lower levels of
autonomy than the rest (levels 3.5 and 3.6 respectively), employers perceive technological
application (level 3.1) and self management (level 3.2) as requiring further engagement or a higher
Level of Autonomy.

Measurable through time

The WSD was able to provide a qualitative and quantitative measure of the student’s progress
throughout the placement. For example, both students and employers agreed, that at the
commencement of the placement, students worked with some degree of structure and guidance
(Level 2) and on completion most worked independently and within the given guidelines (Level 3).
This indicates that through time students are moving from being detached observers to active
learners.

The Levels of Autonomy were useful to assess placement progress over time for each of the generic
work skills. Further the interview process assisted students to reflect on their experiences
gualitatively via statements provided and quantitatively while assigning a score to a specific
performance.

Limitations

The findings in this study are preliminary and restricted by the operating time frame [6 months]
with sample size limited to 48 respondents. This prevented the investigation of possible groupings
of students by work experience, personal background and academic experience. Also, this paper
focuses mainly on learning outcomes before and after placement. Yet, the data collected using the
WSD framework has potential for further analysis and understanding of students engaged in WIL.

Conclusion

Work Integrated Learning requires a systematic and substantial methodology of assessment. The
challenge was to devise a measure of WIL assessment that incorporated university learning
outcomes with that of employer objectives and generic in use. This was successfully accomplished
by the WSD.

The results in this paper indicate that the WSD framework in aligning student autonomy with
generic work skills is an effective strategy to provide feedback and motivate students to reflect on
their ‘best fit’ in a scattergram of assorted skills and knowledge. It is a generic framework that can
be adopted by other disciplines to progressively measure a student’s adjustment to key working
skills over time and monitor their learning outcomes.

Students actively engage in WIL to apply their theoretical knowledge to practical understanding in
the work place. This research has proved that the WSD framework as a monitoring tool has had a
positive effect on student learning and student motivation in the workplace.

The WSD enabled both students and employers to engage in substantial reflection on the whole
WIL process, and shows potential for wider application. While this research has provided valuable
feedback in bridging the gap between learning outcomes and practice based assessment, more long
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term data collection is required for a better understanding of student performance in the workplace
and for supporting the WSD as a management tool in Work Integrated Learning.
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Learning and earning: What can business students learn
from part-time employment?

PIERRE BENCKENDORFF
The University of Queensland

ANNA BLACKMAN
James Cook University

Background: There is substantial evidence from the USA, UK and Australia that greater numbers of university
students are mixing their studies with paid employment. The high rate of student participation in the labour
market raises a number of interesting questions, particularly for those students enrolled in vocational courses
such as business. Anecdotal evidence suggests that these students are developing a range of practical skills and
knowledge about the world of work and the operation of real businesses. However, there is little empirical
research investigating what skills and learning benefits business students might gain from part-time work. More
importantly, it is unclear whether students can easily connect learning in the workplace with learning in the
classroom environment.

Aims: The purpose of this study is to evaluate the role of part-time work in helping business students
understand the world of work and in allowing them to integrate theory and practice.

Method: Ninety-seven business students were surveyed mid-semester following a one hour workshop designed
to encourage students to reflect on informal learning and tacit knowledge acquired in the workplace.

Results: The results indicate that students found the intervention useful but that it did not change their
perspectives about their paid part-time work. The results also show that a majority of business students do
perceive some congruence between their work and academic studies. In addition, paid part-time work is
perceived as a useful activity for developing a number of transferrable skills, most notably interpersonal skills,
teamwork and adaptability, numeracy skills, problem solving and communication. The analysis reveals that
work/study congruence has an important influence on both job satisfaction and satisfaction with academic
performance. Part-time work appears to contribute to academic performance by developing business knowledge
and skills that are transferable to university contexts and by providing students with a more grounded
perspective which allows them grasp abstract academic concepts more quickly and easily.

Conclusions: If part-time work does have useful integrative learning outcomes for business students and if
appropriately designed pedagogy can assists students to integrate their experiences in the workplace with the
curriculum then paid part-time work may be a useful alternative to more costly Work Integrated Learning
programs in business.
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Introduction

There is substantial evidence from the USA, UK and Australia that university students are
increasingly mixing their studies with paid employment (Barron & Anastasiadou, 2009; Bradley,
2006; Greenbank, Hepworth, & Mercer, 2009; Mclnnis & Hartley, 2002; Moreau & Leathwood,
2006; Richardson, Evans, & Gbadamosi, 2009). In Australia, many first year students are already in
paid employment when they commence university and it is not unusual for some of these students
to have a number of years of employment experience gained while studying at high school (Biddle,
2007). A recent study of the first year experience reported that 55% of full-time students were
engaged in paid work (Krause, Hartley, James, & Mclnnis, 2005). This proportion appears to
increase as students progress with their studies with one Australian study reporting that over 80%
of all full-time students were in paid employment (Bradley, 2006).
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The high rate of student participation in the labour market raises a number of interesting questions,
particularly for those students enrolled in vocational areas such as business. While it has been
claimed that the majority of student employment involves unskilled work where there is little or no
connection with the students' course of study (Ford, Bosworth, & Wilson, 1995), business students
are perhaps somewhat unique because they are not only studying business; they have an
opportunity work in and experience real businesses through their paid-part time employment.
McKechnie, Hobbs and Lindsay (1997) propose that students in more vocationally-focussed
courses should be able to connect their experiences of working part time with their studies. This in
turn should enhance academic knowledge and improve academic motivation and employment
prospects. This makes business quite different to many other disciplines (i.e. nursing, medicine,
psychology, education), where students have traditionally been placed in highly structured work
environments in order to develop their practical skills.

This paper reports on an activity that required business students to reflect on their part-time work as
a means of sensitising them to the learning benefits of work. This intervention was followed by an
exploratory survey which evaluated what skills students develop through paid part-time
employment and which considered how the perceived congruence between paid employment and
academic study might affects the development of transferable skills.

Reasons for Growing Student Participation in the Workforce

The reasons for increasing university student participation in the workforce are multi-faceted but
have been well explored. Most authors have found that financial motives provide the greatest
impetus for students entering the workforce (Curtis & Williams, 2002; Ford, et al., 1995;
Richardson, et al., 2009). Watts and Pickering (2000) suggest that reduced government funding of
means-tested grants in the UK was a major reason for students seeking paid employment while
studying. The experience in Australia has been similar, with eligibility requirements for student
grants and allowances becoming increasingly stringent. Even when students do qualify government
allowances, they do not appear to have kept up with the general cost of living and so are often
insufficient as a sole source of income for students (Curtis & Williams, 2002). Hodgson and Spours
(2001, p. 375) also argue that increased student participation in the labour force has been influenced
by “the rapid spread of 24-hour opening in the retail trade; changes to the Sunday trading
legislation; continued economic growth, particularly in the service sector; the appearance of new
expensive objects of youth consumption (e.g. mobile phones) and the spectre of increased higher
education debt.”

Positive and Negative Outcomes of Paid Part-time Work

Anecdotal evidence suggests that students who work should be developing a range of practical
skills and knowledge about the world of work and the operation of real businesses. However,
previous studies have indicated that much of this work occurs in service industries such as retail
and hospitality (Canny, 2002; Curtis & Shani, 2002; Curtis & Williams, 2002; Ford, et al., 1995;
Neill, Mulholland, Ross, & Leckey, 2004). Employers in these industries typically seek out cheap,
flexible labour which can multi-task, make decisions and act responsibly and university students
appear well suited to these requirements (Curtis & Lucas, 2001). While work in these industries
often requires the development of interpersonal skills such as communication, negotiation, problem
solving and teamwork, some work tasks are often described as marginal, less skilled, low-paid
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casual jobs that have been criticised for providing little understanding or experience of managerial
business practices (Darmody & Smyth, 2008; Greenbank, et al., 2009).

Some authors have argued that part-time work may detract from study, undermine motivation and
require time that might otherwise contribute to better academic performance (Curtis & Shani, 2002;
Humphrey, 2006; Manthei & Gilmore, 2005; Metcalf, 2003). Curtis and Williams (2002), in their
study of undergraduate business students in the UK, found that 83 per cent of students who had a
part-time job indicated that their work detracted from their studies. This is despite the respondents
being business students who were more likely to benefit from their employment by developing a
better understanding of business. Bradley (2006) reported a similar finding but his study of 246
full-time university students also found that there were no significant differences in academic
performance, academic motivation, perceptions of the difficulty of their university courses or
satisfaction with university between students who worked and students who did not work.
Furthermore, he found that GPAs were not significantly correlated with the number of hours
students worked and that there was no evidence of poorer academic performance amongst students
who were in paid employment for more than 20 hours per week. A more recent study conducted in
Macau also found no negative relationship between doing part-time work and student academic
performance (Wang, Kong, Shan, & Vong, 2010). In fact, Wang et al. (2010) also reported that
challenging or course-related part-time work increased Chinese students’ GPA and improved their
learning attitudes.

Although some studies have found that paid work impacts negatively on academic performance, it
has also been claimed that students from working class backgrounds are more likely to engage in
paid work (Hunt, Lincoln, & Walker, 2004; Little, 2002). There is some evidence to suggest that
working class students do not perform as well as more affluent students, irrespective of whether
they are working (Hatcher, 1998; Moreau & Leathwood, 2006). The relationship between work and
academic performance is therefore somewhat ambiguous and may be affected by social class. In
summary, students who work while studying do exhibit higher levels of stress, and although many
perceive that their work interferes with their study, the outcomes in terms of academic performance
do not seem markedly different to those achieved by students who are not working.

A contrary view is that part-time work may contribute to academic performance by developing
business knowledge and skills that are transferable to university contexts and by providing students
with a more grounded perspective which allows them grasp abstract academic concepts more
quickly and easily (Greenbank, et al., 2009). According to this perspective, paid part-time work and
academic study can be viewed as complementary (Swanson, Broadbridge, & Karatzias, 2006).
There is some support for this perspective from school teachers who have found students’ work
experience to be beneficial to in-class discussions and assignment work (Hodgson & Spours, 2001).
Broader advantages include enhanced employability, increased confidence in the world of work,
and the improvement of organisational and time management skills (Watts & Pickering, 2000).
Rikowski (1992) also argues that paid work is often valued by employers over work experience
because students carry it out in their own time, thereby demonstrating self-motivation, self-
discipline and a preparedness to work.

While a number of studies have examined the skills developed by students on placements,
surprisingly few studies have focussed on the skills that students develop through paid part-time
work (Martin & McCabe, 2007). One such study, conducted by Martin and McCabe (2007) in the
UK, reported on the employability skills developed by postgraduate hospitality and tourism
students through paid employment and how these might complement skills embedded within their
curricula. Using Yorke and Knight’s (2004) framework, they found that students were likely to
develop a range of personal qualities such as interacting with people, adaptability, teamwork and
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feeling comfortable in a stressful environment. Similarly, Curtis and Shani’s (2002) study of 359
undergraduate business students indicated that 38 per cent of students thought that part-time work
improved their ability to deal with people, 36 per cent thought it improved skills such as
communication, 34 per cent thought it helped them understand how a business is run, and 31 per
cent thought it had helped their self-confidence. While these findings are consistent, there is clearly
an opportunity to expand on this work by examining whether paid-part time work does benefit
students by facilitating the development of employability skills.

Linking Paid Part-time Work and Study

Swanson, et al. (2006) propose that students who perceive greater congruence between paid part-
time work and study should exhibit higher levels of satisfaction. However, there is little evidence
that students appreciate the inter-relationships that exist between their work and study (Greenbank,
et al., 2009; Hodgson & Spours, 2001). Hodgson and Spours (2001) conclude that students appear
more focussed on balancing the separate worlds of study and work than on connecting them.

It has been argued that students’ part-time employment experiences should be more closely linked
with higher education (Richardson, et al., 2009). Billett & Ovens (2007) propose that the
educational value of students reflecting on their paid employment is a resource for developing
informed and critical insights about work. They suggest that paid part-time work may be effectively
integrated into the curriculum to provide a potentially viable and highly accessible alternative to
structured work placement programs. Likewise, Richardson et al. (2009) argue that it will become
increasingly important for universities to adapt courses in order to create credible connections
between their studies and their work experience. Paid part-time work experiences which are
integrated with the formal curriculum may provide a more effective means for developing the
knowledge and commercial skills demanded by the business community. If part-time work does
have useful integrative learning outcomes for students and if appropriately designed pedagogy can
assists students to integrate their experiences in the workplace with the curriculum then it stands to
reason that costly work placement programs may not be required.

Study Aims

The purpose of this study is to explore the role of part-time work in helping business students
understand the world of work and in allowing them to integrate theory and practice. This
exploratory study has four aims. Firstly, the paper describes a simple intervention that was run with
business students to sensitise them to the notion that they do develop certain skills through their
paid part-time employment. The results consider whether this intervention was useful in helping
students think about the links between their work and study. Secondly, the paper explores whether
students felt there was some congruence between their paid part-time work and study. Thirdly, the
paper examines what skills business students felt they were developing as a result of the paid part-
time work. Finally the paper examines whether the perceived congruence between paid part-time
work and study is linked with students’ development of skills and whether both of these aspects
affect the level of job and academic satisfaction of students.

Methods

Following the approach used by Billett and Ovens (2007), students were surveyed mid-semester
following a one hour workshop designed to sensitise them to the interface between work and study.

[N}
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The one hour workshop was designed as an intervention to allow students to reflect on informal
learning and tacit knowledge acquired in the workplace. The intervention and questionnaire were
deliberately administered mid-semester to avoid exam periods when academic and employment
demands may be atypical. The process required students to complete two worksheets. The first
worksheet was completed individually and contained a number of open-ended questions requiring
students to think about their paid part-time work. Students then used this information to complete
the second worksheet in small groups. The second worksheet contained more focussed questions,
which allowed students to compare their paid-part time work experiences and outcomes of paid
work with their peers. The small group discussions were followed by a full class discussion which
was designed to further illuminate the outcomes of paid work.

Once the class discussion had been concluded students were asked to complete a questionnaire. The
guestionnaire was administered in the controlled environment of formal class time and under the
supervision of the researcher in order to maximise the response rate and to address any questions
students raised during the completion of the questionnaire.

The questionnaire was developed from a detailed review of the literature. The first section of the
questionnaire asked respondents to provide a number of demographic details, including gender,
age, living arrangements, and the number of hours per week typically spent on various activities
(including work and study). The second section of the questionnaire required students to indicate
their level of agreement with a number of statements related to work-study congruence using a five-
point Likert scale. These scales were adapted from the work of Swanson et al. (2006). Students
were also asked to rate how satisfied they were with their job, with the academic studies and with
their university experience. Following this, the questionnaire asked students to provide a range of
details about their paid part-time employment, including reasons for working, the extent to which
work interfered with academic study, hourly earnings, length of time with their current employer,
whether they were working prior to commencing university, the number of jobs they have had, the
sector they are employed in and the size of the organisation they worked for. The third section of
the questionnaire focussed on skills acquisition and included a list of 37 skills adapted from a study
by Raybould and Wilkins (2005). Students were asked to use a five-point Likert scale to indicate
their level of agreement about whether their paid work had helped them to develop each of the
listed skills.

The final section of the questionnaire contained two sets of Likert scales which were used to
measure students’ self-efficacy and core self-evaluation. The self-efficacy items were based on the
eight-item General Self-Efficacy Scale developed and validated by Chen, Gully and Eden (2001).
The core self-evaluation items were adapted from the 12 item scale developed by Judge, et al.
(2003). It should be noted here that core self-evaluation and self-efficacy are related and
overlapping concepts. These two constructs were included in the survey because past research has
indicated that they influence learning and satisfaction.

The sample for this study comprised 97 first and second year business students enrolled at a mid-
sized regional Australian university. A profile of the sample is presented in Table 1. Eight out of
every 10 students (84.5 per cent) in this cohort had some form of part-time employment. Of these,
only two students were not working before commencing their university studies. Most students had
been employed before, with only 15.6% of students indicating that their current job was their first
job. A majority of students had been in their current job for more than 18 months and consistent
with previous studies, students were more likely to be employed in retail, tourism and hospitality.
The students in this cohort were working an average of 17.7 hours per week with average earnings
of $17.00 per hour.
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Table 1: Profile of Respondents

Demographic No. Percentage Job No. Percentage

Characteristics Characteristics

Gender Hours worked / week (mean = 17.7)

Female 55 56.7% Less than 10 15 23.1%

Male 42 43.3% 10to 19 33 50.8%
20 or more 17 26.2%

Age groups (mean

=20.4)

18 40 42.1% Industry sector

19to 20 30 31.6% Shopping & 27 37.0%
retail

20to 25 17 17.9% Tourism, 24 32.9%
hospitality &
leisure

Over 25 8 8.4% Education & 1 1.4%
childcare
Administration 4 5.5%
& clerical

Student Accounting & 6 8.2%

Characteristics* finance

FIF 47 8.8% Trades 3 4.1%

NESB 4 5.0% Other 8 11.0%

Born overseas 11 13.8%

ATSI 1 1.3% Time with current employer (mean = 22)

Part-time 12 15.0% 6 months or 23 29.5%
less

Rural/remote 32 40.0% 7 to 12 months 4 5.1%

Caring for 9 11.3% 13 to 18 9 11.5%

dependants months

Working part-time 82 84.5% 19 to 24 5 6.4%
months

Working  before 79 81.4% Over 24 37 47.4%

university months

Living Hourly rate of pay (mean = $17.00)

arrangements

On-campus 16 16.5% $12.00 or less 14 19.4%

Off campus shared 22 22.7% $12.01 to 19 26.4%

accommaodation $15.00

With parents 47 48.5% $15.01 to 15 20.8%
$18.00

Single occupancy 4 4.1% $18.01 to 15 20.8%
$21.00

Other 8 8.2% $21.01 or 9 12.5%
more

Work experience (no. jobs) (mean = 3.8) Employer Size

One 12 15.6% Under 5 8 10.0%

[\
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employees

Two 16 20.8% 5 to 20 31 38.8%
employees

Three 14 18.2% 21 to 100 19 23.8%
employees

Four 11 14.3% Over 100 22 27.5%
employees

Five or more 24 31.2%

* FIF = First in family to attend university; NESB = Non-English speaking background; ATSI =
Aboriginal or Torres Strait Islander.

Findings

The first aim of this paper was to briefly evaluate whether the one-hour workshop conducted with
students was a useful intervention for helping students to reflect on informal learning and tacit
knowledge acquired in the workplace. Two thirds of students (68.1 per cent) indicated that the
workshop activity was useful in helping them to think about what people might learn from paid
employment. To test whether the intervention changed students’ perspectives about work and self
development, students were asked at the start of the workshop to respond to the following five
Likert scales:

My job helps me to learn about the ‘real world’

My job helps me to understand the world of work

My job helps me to understand how a business is run

My job enables me to organise my time more effectively

My paid work helps me develop skills relevant to my future career

The same five rating scales were also included amongst others on the questionnaire administered at
the end of the workshop. Means testing was conducted to determine whether there were any
significant statistical differences in the pre- and post-workshop ratings. The testing indicates that
there were no significant differences, so it appears that while students found the workshop useful,
the intervention did not change their perspectives about work and self development.

The second aim of the paper was to explore whether students perceived some congruence between
their paid part-time work and study. Table 2 presents the distribution and mean ratings of student
responses to the items related to Work/study congruence.
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Table 2: Work-study congruence distribution, means and standard deviation

Disagree Neutral Agree Mean* SD
| can apply my academic studies to my 23 9 46 3.42 1.31
job
I can apply my job experience to my 20 14 30 3.39 1.24
academic studies
Working helps me better understand 23 13 46 3.39 1.27
concepts discussed in class
My job has a positive effect on my 21 33 27 3.09 1.08
academic studies
Working while studying has enriched 24 23 30 3.09 1.21
my educational experience
The degree | am studying is related to 37 13 35 2.89 1.57
my job
Aggregate percentages / mean 31.7% 22.5% 45.8% 3.18 1.01

Mean based on 5 = Strongly agree --- 1 = Strongly disagree

It is clear from the data presented in Table 2 that a majority of students agreed with most of the
statements about work-study congruence. While students were noticeably less likely to agree that
their business degree was related to their job, the distribution for this item was distinctly bi-modal.
All of the other items received positive mean ratings indicating a relatively high level of work/study
congruence.

The third aim of the study was to examine the skills business students felt they were developing as
a result of their paid part-time work. The 37 items used on the survey were grouped into eight broad
skills categories to simplify interpretation. Table 3 shows the distribution and aggregate descriptive
statistics for each of the eight categories.

Table 3: Skills development, distribution, means and standard deviation

Skill Category Disagree Neutral Agree  Mean* SD

Interpersonal Skills 13.2% 14.4% 72.4%  3.88 0.91
Teamwork & Adaptability 15.1% 14.7% 70.2%  3.77 0.92
Numeracy 17.8% 15.6% 66.7%  3.76 1.27
Problem Solving 16.8% 19.7% 63.5%  3.67 0.85
Oral & Written Communication 18.5% 20.4% 61.1% 3.64 0.96
Self Management 20.7% 19.7% 59.6%  3.57 0.83
Management & Leadership 23.2% 21.6% 55.2% 3.44 0.89
Information Management 40.6% 21.0% 38.4%  2.97 1.18

*Mean based on 5 = Strongly agree --- 1 = Strongly disagree

The table indicates that most students were inclined to agree that they were developing a number of
skills as a result of their paid part-time employment. More than two thirds of students (72.4 per
cent) agreed that their work was helping them to develop interpersonal skills. This category
included the following items:

Ability to deal with a wider range of people (mean = 4.20)
Awareness of how I interact with people (mean = 4.07)
Better listening skills (mean = 3.91)
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Maintaining professional and ethical standards (mean = 3.89)

Empathy in dealing with colleagues and customers (mean = 3.84)

Cultural awareness in dealing with colleagues and customers (mean = 3.84)
Giving and receiving feedback on performance (mean = 3.46)

The teamwork and adaptability category also rated highly and included the following specific
skills:

Working better with others in a team (mean = 3.97)
Feeling more comfortable in busy and stressful situations (mean = 3.90)
Adapting creatively to change (mean = 3.44)

Numeracy, problem solving and communication were rated positively by a majority of students. It
was a little disappointing to observe that business students were less likely to agree that their work
helped them to develop management and leadership skills and information management skills.
Given the high proportion of Generation Y students in the cohort it is possible that many students
may perceive that they already have good information management skills and that their work
offered limited opportunities to enhance these further.

The final aim of this study was to explore whether perceived work/study congruence is linked with
students’ development of skills and whether both of these aspects affect job satisfaction and
academic satisfaction. The analysis also included measures for self efficacy and core self-evaluation
because the literature suggests that students who have higher levels of self-efficacy and core self
evaluation are more like to provide higher satisfaction ratings. A Pearson correlation analysis was
conducted to explore the relationship between all of these variables. ‘Skills development’ was
reduced to a single variable by calculating an average rating of all skills for each respondent. The
results of the correlation analysis are presented in Table 4.

Table 4: Pearson correlations between main study variables

Measure (no. items) 1 2 3 4 5 6
Antecedents

1. Core self-evaluation (12) -

2. Self efficacy (8) 74 -

3. Work/study congruence (6) .33 .36 -

4. Skills development (37) 43 .49 .55 -

Outcomes

5. Satisfaction with job (1) .30 .39 .68 .52 -

6. Satisfaction with academic performance .25 .26 31 .26 42 -
€]

All correlations were significant at the 0.05 level

As expected, the core self-evaluation and self efficacy measures were highly correlated with each
other. Self efficacy relates to a person’s belief about their capabilities to produce designated levels
of performance and is a component of Judge et al.’s (2003) core self-evaluation measure. A strong
correlation between these two measures would therefore be expected. Judge et al. argue that core
self-evaluation determines an individual’s disposition towards job satisfaction and in this analysis
both core self-evaluation and self-efficacy were moderately correlated with job satisfaction.
However, what is most notable from these results are the good to moderate correlations between:
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work/study congruence and job satisfaction (0.68),
work/study congruence and skills development (0.55), and
skills development and job satisfaction (0.52).

It is somewhat disappointing that satisfaction with academic performance was not strongly
correlated with any of the antecedent variables.

Two separate regression analyses were conducted to further explore the relationships between the
four antecedent measures and students’ satisfaction with their job and academic performance. The

results of the regression analyses are presented in Table 5.

Table 5: Multiple Regression Analysis of Key Variables and Job Satisfaction

Regression Model 1 Regression Model 2
Job Satisfaction Satisfaction with Academic
Performance

Variables B t-value Sig. B t-value Sig.
Core self-evaluation 0.02 0.12 0.902 0.11 0.65 0.517
Self efficacy 0.07 0.45 0.652 0.08 0.43 0.671
Work/study 0.57 4,94 0.000 0.37 2.51 0.015
congruence
Skills development 0.13 1.04 0.301 -0.08 -0.48 0.632
Constant -0.82 0.84
Multiple R 0.70 0.41
R? 0.49 0.17
F test statistic / F=15.55p=0.00 F=331p=0.02
significance

The results for the first regression model (job satisfaction) indicate that the F ratio of 15.55 was
significant, with a multiple R value of 0.70, and an R? of 0.49, indicating that about 49% of the
variation in job satisfaction is explained by the variables included in the regression. The results
indicate that work/study congruence ($=0.57) contributed most strongly to job satisfaction and that
the link between these two measures was significant. The results for the second regression model
(satisfaction with academic performance) were similar but less convincing. Work/study congruence
(B=0.37) was again the only measure that was strongly linked with students’ satisfaction with their
academic performance. However, the regression model indicates that only about 17% of the
variation in academic satisfaction is explained by the variables included in the regression. This
would suggest that there are many additional unmeasured variables that contribute to satisfaction
with academic performance.

Conclusion

This paper has reported on a number of the benefits of paid part-time work discussed by other
researchers. It has identified that a majority of business students do perceive some congruence
between their work and academic studies. In addition, the results have shown that from a student
perspective, paid part-time work is perceived as a useful activity for developing a number of
transferrable skills, most notably interpersonal skills, teamwork and adaptability, numeracy skills,
problem solving and communication. These skills are often challenging to develop through
traditional, classroom-based instruction.
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The correlation and regression analyses presented in the latter part of this paper suggest that there
are some links between work/study congruence, skills development and job satisfaction. While the
regression analysis only allows us to conclude that work/study congruence is linked with for job
satisfaction, and to a lesser extent, to satisfaction with academic performance, there are a number of
interesting correlations that warrant further research. One possibility is that higher work/study
congruence may facilitate the development of skills in the workplace. The acquisition or
development of skills may then impact on self-efficacy and core self-concept, as well as on
satisfaction. These possibilities are presented in Figure 1.

Figure 1: Possible links between study variables

Self Efficacy Core
Self-Evaluation

Academic T
Study ¢ ¢
Perceived > Skills »| Satisfaction
Paid Part- Work/study Development
time Work

While the small sample size used in this study does not support the links suggested in figure 1,
there is an opportunity to repeat this work with a larger sample size to test these propositions. A
larger sample size would also allow for more sophisticated analyses such as path analysis or
structural equation modelling.

At a more pragmatic level, the results provide some support for the notion that business students do
develop skills that have been identified as being important in the business world through their paid
part-time work. It would be interesting to explore how the skills developed through paid part-time
work contrast with other WIL approaches such as business simulations and internships. Further
research might also explore whether business students report higher levels of work/study
congruence than students from other disciplines. Given the importance of work/study congruence,
there is an opportunity for business schools to develop new pedagogic approaches, activities and
assessment designed to increase work/study congruence for students. Such approaches might
meaningfully help students to integrate their experiences from the world of work with their studies.
It would also be useful to investigate ways to encourage students to articulate skills and work/study
connections in interviews and job applications. Given sufficient time and resources, there is also
some scope to work with employers to develop joint programs aimed at closing the gap between
work and study.
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Earning and Learning on Campus — The Students as Staff
Program

JANE BLACK
Victoria University

Although a high percentage of Australian university students work whilst studying, relatively small numbers are
employed on their campus. Few Australian Universities systematically or actively recruit and prepare students
for employment on campus. The focus of this paper is to overview the outcomes of a university wide initiative
that was piloted at Victoria University (VU) in 2009 and further implemented during 2010, entitled Students as
Staff.

The pilot was implemented in the context of Victoria University’s strong commitment to the enhancement of its
student’s levels of employability. The University is currently undergoing a far reaching restructure of its
activities and programs to ensure VU graduates are job, career and future ready. VU students are amongst the
most linguistically and culturally diverse cohort in Australia with a higher relative proportion of “first in
family” and are heavily involved in the labour market. The Students as Staff program is designed to respond to
the challenges presented by this VU student cohort and to enhance both the student’s engagement with their
studies, and their development of graduate capabilities. This innovative pilot program links student employment
and with the largest employer in the region, Victoria University.

This pilot was developed after a 2007 feasibility study which drew on experiences of a partner university, the
University of Texas at El Paso (UTEP). This paper reports the findings of the evaluation of the pilot including
the student experience, perceived student benefits and the supervisors’ experience and perceptions. It offers an
insight into models of student employment which link to Work Integrated Learning (WIL) opportunities for
students, including an international exchange model. The paper also incorporates a detailed evaluation of the
Students as Staff pre-employment workshop including a discussion of the research findings that link workshop
attendance to a smoother transition into the VU workplace.

Evaluation of Students as Staff suggests that a high percentage of students have benefited greatly from their
involvement in the program. Improved communication skills, enhanced team work skills, an improved
knowledge of university procedures and a stronger connection to university life at VU are just an example of
the findings of the program to date. These evaluation findings confirm that the 100 students who have been
employed through Students as Staff have had a fundamentally positive experience. The data also suggests that
their Supervisors are just as satisfied. Based on such encouraging findings, the Students as Staff program has
built a strong foundation for future growth and development.

Keywords: On campus employment, graduate capabilities, student engagement, LiWC, WIL
Introduction

In Australia a dynamic range of factors are currently impacting on students’ experience of
university. As financial imperatives compel most students to work more hours to meet living
expenses, “over half of university students have to balance study with part-time employment”
(Payne & Percival, 2008), there appears to be growing disengagement with university and their
studies. At the same time there is a significant trend for many universities in Australia to shift or
link learning to real environments outside the classroom (Patrick et al, 2008).This shift is being
driven by the need to increase students employability skills and work readiness (Precision
Consulting, 2007 ). Therefore developing strategies to address this growth in WIL programs and
the financial needs of students, whilst not detracting from the engagement of students with
university is a complex challenge faced by all Australian Universities.

(O8]
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At VU this challenge is heightened by three factors; the diversity and needs of the student cohort,
the new strategic directions of the University and the role VU plays in the western region. VU
students are more disadvantaged, work more than the average Australian student and are less
engaged with their university. In proactively responding to these factors the university is
implementing a range of significant changes across all courses to include LIWC into all of its
programs and a range of strategies to enhance the student experience at VU. The Students as Staff
pilot project is one of the suite of initiatives currently being implemented. This project attempts to
respond to the challenges presented by the VU student cohort, seeks to enhance student’s
engagement and augment student’s employability skills. In addition, it allows VU to fulfil
responsibilities as the largest employer in the region by developing a model of student employment
on campus. This paper overviews the rationale for the program and examines the outcomes from
the perspective of the students and VU supervisors in terms of benefits, motivations and
experiences.

Context for the Pilot Project

Victoria University is a large multi campus university encompassing further education, vocational
and higher education sectors with over 51,000 students. The University is located in the western
suburbs of Melbourne, a region of significant disadvantage and as the only major Higher Education
institution, plays a key role in the region. VU has one of the most culturally and linguistically
diverse student cohorts in Australia and is the only Australian university to be in the top 10 for both
lower socio-economic status and language diversity. Therefore “VU deals with a complex pattern
of disadvantage which provides many challenges in fulfilling its mission to transform the lives of
its students.” (Harman, 2008)

In the Australasian Survey of Student Engagement (AUSSE), conducted by the Australian Council
of Educational Research (ACER) in 2008, results for VU show that 9 % of VU students work for
pay on campus which is about the same as for benchmark universities and other Australasian
universities (ACER, 2008a, p32). The Students as Staff pilot program aims to significantly increase
student employment across the university.

The impetus for the program relates to:
- boosting engagement with the university to impact on the attrition rates
- providing avenues to gain financial support on campus, not off campus
- linking work and learning to enhance employability skills

Factors that impact on attrition with particular relevance to VU include low socioeconomic status,
students with parents with low qualifications, and the difficulties associated with juggling work and
study (Gabb, Milne & Cao, 2006). The institution specific AUSSE (ACER, 2008a ) results for VU
support these findings that “VU students are less attached to their university than other students”
(Gabb, Milne & Cao, 2006). VU students performed less than the national average on a range of
dimensions including spending less time on campus out of class than students at either benchmark
universities or all Australasian universities, and spend less time at campus events and activities than
other Australasian students.

Pascarella and Terenzini (2005) outline the negative impact employment has on study generally but
concludes that working on campus “had positive net effects and can enhance student progress and
completion” whereas off campus employment may not. The greatest impact seems to come from
“total level of campus engagement, particularly when academic, interpersonal and extracurricular
involvements are mutually reinforcing “(Pascarella & Terenzini, 2005, p 64). Kuh, Kinzie, Schuh,
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Whitt, & Associates (2005) endorses the widespread use of students in paid paraprofessional roles
and links this to benefits for the students in their learning as well as for university staff and the
enhancement of the University as a learning community, and cites University of Texas (El Paso) a
VU partner as a successful model.

Results for the AUSSE (ACER, 2008) confirm these benefits of on campus employment in the
Australasian context with students working for pay on campus having a higher active learning score
compared to those not working on campus. In the AUSSE, the work integrated learning score
measures the extent to which learners have blended academic learning with workplace experience.
On campus employment is proposed to “offer students a greater sense of community inclusion as
well as opportunities directly related to interactions with academics” (ACER, 2008).

Therefore expansion of opportunities for employment on campus at VU is seen as an important
strategy in enhancing engagement and learning, decreasing the likelihood of attrition, enabling
students to earn money on campus and not be distracted with off campus employment as well as
potentially providing links to student’s studies with on campus LIWC experiences. On campus
employment of students has the opportunity therefore to impact these outcomes for students as well
as provide a range of benefits to the university.

The Students as Staff initiative is designed to contribute to achieving several goals notably
Learning in the Workplace and Community (LiWC) and the implementation of the Student
Experience Strategy whilst also contributing to the financial support of VU students. At VU
statistics indicated that in 2007 15.6 % of domestic students and 28.46 % of international students,
which equates to 6679 students, were seeking part time employment (Caldwell, 2009, p19). This
indicates a significant pool of potential students from which Students as Staff positions could be
filled.

VU is currently focused on how best to organise, integrate and enhance the LiWC experience for
students. Researchers have outlined what constitutes effective LiIWC (Harvey, Moon & Geall,
1997). Billet (2008) has outlined a number of activities to optimise the experience and the learning
over three stages: before, during and after the practical experience which highlights the key role of
supervisors in providing support and feedback. These findings provide a valuable framework to
inform the development of the Students as Staff pilot to maximise student learning particularly the
preparation before and support through supervision whilst the students are working on campus. The
model developed for the pilot has also drawn on experiences at UTEP which uses pre-training of
students as a key enabler of their program.

In semester 2 2010 the Students As Staff model will be further developed when UTEP and VU will
exchange 5 students each in a combined study / Students as Staff exchange between equivalent
University departments at each university. During this exchange the supervisors at each university
will be linked through videoconference to further explore supervision and support strategies.

In 2007 a feasibility study was undertaken to investigate current practice, barriers and enablers at
VU in the employment of Students as Staff at the university, and develop a recommended model to
implement a structured and coordinated university wide approach (Nott, 2007). The final report was
accepted and a pilot to implement the recommended model was funded for 2008 / 2009. This pilot
was implemented with the following features:

Marketing campaign to students to develop a registry of interested students

Pre-employment training of students including information about VU, confidentiality, customer
service, team work and links to careers services

Marketing and information to VU departments

(O8]
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Developing links to LiIWC at VU to enable students to gain academic credit for their work.
Evaluation of the pilot

Pilot Project Evaluation Findings

An evaluation process has been built in and implemented from the inception of this program. This
has enabled data to be collected as students move through the three main stages of the program —
from registration, preparation to employment. Supervisors of students were also surveyed in order
to gain an understanding of their experience participating in the program. The following section
overviews the major findings from the three stages of the program during the period March 2009 —
April 2010.

Student Profile - Motivation to Participate

The Students as Staff project was initially marketed to students at VU through distribution of
postcards at orientation week, at the Careers Fair and through web based information on the
universities website for employment for students. As more students and University staff became
aware of the program, word of mouth also accounted for a large number of enquiries. Typically,
the program now receives approximately 50 emails per week from students.

Each student who registered their interest between March 2009 and April 2010 was invited to
attend a pre-employment workshop and asked to complete the online pre-employment registration
guestionnaire. Of the 324 students who attended the workshop, 226 responded to the survey.

The results of the pre-employment registration survey show that there is a fairly even interest in the
program from both male and female students. Students are also fairly equally divided between
Language Other Than English (LOTE) and English in terms of language background. As expected,
the majority of students seeking work are full time students, with a concentration in the early years
of study.

Where significant results occur are in the numbers of International students wanting to be part of
the program. 59.6% of students interested in being part of the Students as Staff program are
International students. This is well above the proportion of International students currently
studying at VU (25%) (Messsinis, Sheehan, Miholcic, 2008, p7). This level of involvement from
International students creates a strong need for a practical and clear introduction to the Australian
workplace. Although a clear majority of students indicate having Australian work experience, it
could be assumed that the majority of these students are likely to have undertaken relatively low
skill casual work which is unlikely to introduce them to the complexities of an Australian university
workplace.




Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

Table 1: Demographics of Students attending Pre —employment Workshop
(11 March 2009 — 19 April 2010)

Criteria Subgroup N % (N=226)
Gender Male 111 48.7%
Female 117 51.3%
Student type Local 92 40.4%
International 136 59.6%
Main language English 111 48.7%
LOTE 117 51.3%
Attendance type Full Time 211 92.5%
Part time 17 7.5%
Previous Australian Yes 169 78.6%
work experience
No 46 21.4%
Year of study 1 68 30.1%
2 69 30.5%
3 34 15%
4 9 4.%
5 1 0.2%
Post grad 45 19.9%

Table 2: Motivation of students registering for Pre-Employment workshops at VU
(11 March 2009 - 19 April 2010)

Motivation to participate % (n=222)
Gain work experience 47.3%
Gain employment relevant to my studies 25.7%
Add to my resume / e portfolio 9%
Clarify career options 5%
Earn money 13.1%
Other 11.2%

Overwhelmingly the stated motivation of students in participating in the program is to gain work
experience followed by employment related to studies with 73% of students choosing from these
two options. This is surprising given Victoria University’s student profile. Students on average
come from socio economic backgrounds well below the Melbourne average “75 % of students in
the university come from families in the bottom half of Melbourne’s socio economic distribution”
(Messsinis, Sheehan & Miholcic, 2008) and so the relatively low response (13.1%) to earning
money was unexpected.

However anecdotal evidence gathered during the pre-employment workshops suggests that students
see work at VU as being more valuable in terms of their skill development. It may be that the
experience is what they expect to gain whilst working at VU — whilst other (low level) jobs are
sought in order to earn money. 68.5% of International students indicate gaining work experience as
a motivator (Table 4) — this may also contribute to this figure.
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Table 3: Motivation of students registering for Pre-Employment workshops at VU by gender
(11 March 2009 - 19 April 2010)

Motivation to participate Male % (n=229) Female % (n=229)
Gain work experience 50.9% 49.1%

Gain employment relevant to my studies 41.7% 52.3%

Add to my resume / e portfolio 50% 50%
Clarify career options 45.5% 54.5%

Earn money 63.3% 36.7%

Motivation for involvement in the program differs slightly between genders with female students
seeking employment relevant to their studies as the key motivator and work experience for male
students. However the key difference can be seen in the motivation/need to earn money with 63.3%
of male students indicating earning money as a motivator compared to 36.7% for female students.
Further investigation would need to be undertaken to determine what factors are at play here.

Table 4:Motivation of students registering for Pre-Employment workshops at VU by student
type (11 March 2009 — 19 April 2010)

Motivation to participate Local % (n=229) International % (n=229)
Gain work experience 31.5% 68.5%

Gain employment relevant to my studies 46.7% 53.3%

Add to my resume / e portfolio 65% 35%

Clarify career options 45.5% 54.5%

Earn money 43.3% 56.7%

International students indicated wanting both general and study related work experience and a
desire to earn money. They were less motivated by improving their resume. This difference may be
due to a range of factors but could also indicate the terms “resume” and “e-portfolio” are not as
familiar to International students, with curriculum vitae being more commonly used outside of
Australia. It could also reflect the strength of International students need to gain work experience to
support immigration applications.

Gaining an understanding of student motivation to participate provides the Students as Staff
program with the opportunity to consider the nature of roles offered to students and to reflect on
how the University can provide opportunities to match student interests.

Student Preparation — The Pre- Employment workshop

The pre-employment workshop is one of the key features of the pilot and was designed by
educational developers to proactively address the barriers identified during the feasibility study to
potential employment of students at the university. It was also designed to assist students in
transitioning from students to staff at VU more readily. The pre-employment workshop format
includes role plays and game style quizzes to engage students through fun. Assessing the
effectiveness of this strategy for both students and VU departments was one of the key tasks of the
pilot.
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Table 5: Level of student’s confidence applying for jobs at VU after attending the Pre-
Employment workshop (11 March 2009- 19 April 2010)

Criteria N % (n=257)
Not confident 2 0.8%
Little confidence 3 1.2%
Neutral 51 19.8%
Confident 97 37.7%
Very confident 104 40.5%

Results indicate that the pre-employment workshop was rated as good or excellent by 85% of those
students attending it. Students indicated that the key things learnt by students were VU policies, the
importance of team work, customer service and how to get jobs at VU. Students report feeling
confident/very confident about finding work at VU after completing the workshop (78.2%) and
92.9% of students have indicated that the workshop assisted them when they commenced their VU
job.

Comments from the workshop evaluations also indicate many students enjoyed the session and
already feel more connected to the University. Comments made by students in the workshop
evaluations include:

- “great program, had a chance to meet different people.”

- “Session is really excellent and have a very comfy and funny environment.”
“Very useful workshop in order to get a job as Students as Staff...learned so much about
vu”

Students identified VU polices (45%) and VU information (55.4%) as being in the top 5 topics
learnt at the workshop. Others included the importance of team work (27.3%), customer service
(37.4%) and how to get jobs at VU (34.9%).

Many students indicated that they would have liked further discussion around resume development
and interview preparation. Initially the workshop ran for a full day, but as a result of student
feedback and availability of resources it was cut back to half a day making it challenging to
incorporate all of the required information.

Student’s positive responses to the pre —employment workshop are supported by supervisors
feedback which indicates that 61.6% of respondents agree/strongly agree that the workshop has
assisted in preparing their student for work at VU, with 38.5% indicating a neutral response (Table
10). Further work is needed to ensure supervisors of students are aware of the content of the
workshop to more accurately review their assessment of its impact and to seek supervisors input to
review of content.

Student Employment — Experiences and Benefits

During the pilot the Project Officer liaised with departments to identify and organise positions
across the University for students. These positions were then marketed to students who had
registered and completed the pre-employment workshop. Feedback was sought from students after
about 6 weeks of employment to gain their impressions of working at VU.
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A broad range of positions have been offered to students through the Students as Staff program.
Positions have varied in their required skill set, duration and complexity ranging from casual short
term positions to 12 month roles. Some students have been able to utilise their role as LiWC
activity involving assessment related to their studies.

Key employers of students through the pilot project have included Student Connections
(incorporates Admissions, Fees, Enrolments and Student Service Centres) which employed 33
students, and the Faculty of Arts, Education and Human Development which employed 36 students.

Table 6: Students experience of employment through the Students as Staff Program
(11 March 2009- 19 April 2010)

. _ Strongly . Strongly

Students experience (n=34) disagree Disagree Neutral ~ Agree Agree

I enjoy working at VU 4.7% 0.0% 11.6% 25.6% 58.1%
;’:{J‘g;/"”g at VU has improved my 0, 7.1% 42.9%  214%  21.4%
\é\gg;'r”glar?; VU has changed my ;oo 214%  452%  23.8%  4.8%
Studying and working at VU has 0 0 0 0 0
connected me more to university life 2.3% 2.3% 16.3% 34.9% 44.2%
Since | have been working at VU, | 2 30 4.7% 2 30 34.9% 55 8%

know a lot more about VU

Data from the survey indicates that students overwhelmingly enjoy working on campus (87.3%),
and as would be expected report having increased their knowledge about VU (90.7%).79% of
respondents indicate that they feel more connected to university life. This finding is consistent with
research in the area (Pascarella & Terenzini, 2005) and with the AUSSE (ACER, 2008) findings. In
addition 42.8% students indicate that they believe their studies have been improved through their
Students as Staff positions on campus again consistent with research in this area. At this stage it is
not possible to determine what factors have led students to this belief and whether or not students
perceptions are in fact reflected in students results

Table 7: Students’ perception of their transferable skill development (Graduate Capabilities)
as a result of VU employment

Quite a Quite

Students experience (n=43) None bit Some 2 lot Significantly
Problem solving 4.7% 16.3% 25.6% 34.9% 18.6%
Evaluating, - managing and  Using 4 700 1630 23305 32.6%  23.3%
information
Communicating in a variety of modes 2.4% 11.9% 21.4% 28.6% 35.7%
Working - both autonomously and 4.7% 47% 27 9% 32 6% 30.2%
collaboratively
Work in an environmentally, socially
and culturally responsible manner 2.3% 9.3% 18.6% 34.9% 34.9%
Manage ~ learning and — career oo, 7.1% 21.4%  45.2% 19.0%

development opportunities

Students were asked to indicate how the experience of working at VU had assisted them in
developing skills based around VU Graduate Capabilities. Results indicate that 50 -70% of students
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believed they had developed quite a lot, or significantly, across all Graduate Capability areas with
working in an environmentally, socially and culturally responsible manner and communicating in a
variety of modes, being the highest most often cited.

VU Supervisor Experience

Responses were sought from VU supervisors about what strategies they had employed to assist the
students’ success in the VU workplace. Unfortunately the response rate from supervisors has been
low but the feedback still gives some indication about the experiences for supervisors and their
departments.  Supervisors reported a range of strategies being employed — these included
establishing a Facebook site for students employed through the program, opportunities for
shadowing senior staff, allowing participation in staff meetings, opportunities for one to one
meetings to allow for feedback, giving the student ownership of tasks allowing for progression as
skills were gained, and ensuring that students were involved in any social/lunchtime activities.

Another model implemented by one department allowed students to undertake a Recognition of
Prior Learning process to gain credit for Certificate IV in Business, completed via the University.

These positive strategies also reflect the feedback given by students about what enabled them to
have success in their job role. Student comments about strategies that helped them understand their
role include:

Open knowledge sharing environment definitely facilitated effective learning for us.

When a supervisor treated me as competent and trusted me with some work.

Table 8: What has been helpful to you in understanding your role at VU?
(You can select more than one)

Criteria % (n=43)
Direct Supervision 51.2%
Support from Supervisor 79.1%
On-the-job Training 86.0%
The Induction Procedure 53.5%
Clarity about Roles 41.9%
Feedback from Supervisor 58.1%
Supportive co-workers 83.7%

Student responses indicated that supervisor support (79.1%) and supportive co-workers (83.7%)
was important in understanding their role. These responses not only support research surrounding
the importance of role of the supervisor, but also indicate a need to ensure that VU supervisors are
skilled in their ability to manage students. Developing a resource to support supervisors has the
potential to allow for further staff development and to support the enhancement of supervisory
skills of staff generally.
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Table 9: Supervisors’ motivation for employing VU students

Criteria % (n=12)
Students bring new skills/ideas to the department 33%
Wanting to contribute to LIWC 75%
VU students already have an introductory knowledge of 25%
VU

Cost effective recruitment 16.7%
The process of employing a VU student is quicker 8.3%

Table 10: Supervisors experience

Supervisor’s experience (N=13) 3:;23?;5 Disagree  Neutral  Agree Sggpgely
The processes followed in accessing a 0% 0% 77% 69 2% 231%
student were satisfactory ' ' '

The  pre-employment  workshop

helped in preparing the student(s) to 0% 0% 38.5% 30.8% 30.8%
work at VU

It has_ been valuable having a student 0% 0% 0% 46.2% 53.8%
working for us

Overall | am satisfied with the 0% 0% 77% 53.8% 38.5%

Students as Staff program

Prior to the implementation of the Students as Staff program, some University staff raised concerns
that employing students would encourage cost cutting in terms of recruitment and salary — however
this is not evident in the supervisors motivation for wanting to employ a student. In fact the figures
indicate that staff have a strong motivation to support a key teaching and learning strategy of the
University — with 75% of supervisors indicating they have employed a student because of an
interest in contributing to the University’s commitment to LiWC (Table 9). In addition to these
results, anecdotal feedback from departments indicates that employing students has required a
degree of flexibility and responsiveness to accommodate students’ timetables.
flexibility may at times go beyond standard casual employment arrangements, without the stated
University LIWC strategy, this flexibility may be difficult to support and implement.

This level of

Table 11: Supervisors’ view of benefits of employing VU students in their departments

Benefit % (n=13)
Technology skills 23.1%
Fresh ideas 53.8%
New skills 15.4%
Contributing to LIWC commitment 53.8%
Trial for potential employees 38.5%
Enhance our communication with the student body 84.6%

A key benefit reported by departments has been new skills and experiences in the departments,
53.8% reporting fresh ideas. This compares to 33% of supervisors indicating this as their
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motivation for entering the program — for some departments this appears to have been an
unexpected benefit.

Furthermore, after having employed a student, 53.8% of supervisors report contributing to the
LiWC commitment as being a benefit of the program (Table 11). This is clearly an area which will
be able to be leveraged as the program expands. Many of the roles offered through the program
have, with minor adjustment, the potential to provide students with a LiWC experience.

38.5% of supervisors indicate that the program is an opportunity to trial potential employees and
though it is too early to tell whether more students will transition into permanent roles at VU,
already one student from the pilot as a result of her experience has changed her career goals and
recently commenced work after graduation at VU.

Conclusion

Research demonstrates the benefit of Learning in the Workplace activities on employability skills
and the enhanced impact on engagement and learning of paid employment on campus. The majority
of VU students are heavily engaged in the labour market which is one of the factors impacting their
learning and exposing them to greater risk of attrition than other student cohorts. Therefore an
initiative that can enhance engagement through paid on campus employment and also boost
employability skills is highly beneficial to VU students. The Students as Staff pilot has been
designed to respond to the unique nature of the VU student cohort, address the constraints identified
in the feasibility study, as well as utilise the experience of programs at UTEP. A key feature of the
Students as Staff pilot is the provision of pre-employment workshop to support student’s transition
into staff roles.

The pilot of the Students as Staff program has been very successful based on the feedback from
both students and supervisors. The pre-employment workshop received good student feedback,
students report greater engagement with the university and also enhanced graduate capability skills
resulting from their Students as Staff roles. Similarly supervisors report a range of benefits to the
university and strong commitment to supporting the program into the future. A range of enablers
have been identified by students which have assisted them in their successful transition to the staff
roles. One key factor is the role of the supervisor and other staff in the work area, the quality
guidance available and the resultant impact on student’s confidence. Incorporating proactive
strategies to enhance the level and quality of support available to students to further enhance
outcomes is planned.

Other future directions for the program include further development of Learning in the Workplace
and Community opportunities for students, further evaluation and tracking of student outcomes to
determine any effect of on-campus employment on student learning and graduate outcomes, and
improvements to respond to the needs of participating students as they move through the program .
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Fitting the critical reflection training wheels prior to the
WIL journey - embedding preparation into the tourism
and hospitality curriculum.

JULIA CALDICOTT
Southern Cross University

Critical reflection is widely regarded as a desirable attribute for university graduates. Increasingly, it is being
recognised as a necessary inclusion in tourism and hospitality curricula as they transition from a predominantly
vocational and management approach to one with a broader social perspective. This paper evaluates the role of
an internship program (consisting of a preparation unit and the work integrated learning component itself) in
fostering the development of critical reflection as a graduate attribute in tourism and hospitality university
curriculum. The paper provides a reflection of teaching practice which identifies the need for change in terms of
the curriculum design of an internship preparation unit of study, teaching strategies and assessment design.

Keywords: critical reflection; curriculum design, internship preparation, work integrated learning
Introduction

The benefits of enquiry and reflection on teaching and learning in higher educational settings are
increasingly being recognised. The purpose of this paper is to outline an evaluation of a Work
Integrated Learning (WIL) program with regards to the role such a program can have in fostering
the development of critical reflection as a graduate attribute in tourism and hospitality university
curriculum. 1t is believed that for graduates to be prepared for work and life in general, “attributes
relevant to the discipline and for employment and life need to be embedded in the curriculum,
which means that they are explicitly taught and, most importantly, assessed” (Radloff et al., 2008 p.
2). Critical reflection is often regarded as an important undergraduate attribute and is commonly
associated with students during experiential learning activities such as WIL placements.

Context and rationale

Students undertaking a Bachelor of Business in Hotel and Resort Management (BHRM) at
Southern Cross University complete a compulsory internship consisting of 600 hours over no less
than 20 weeks. Internship or Work Integrated Learning (WIL) as a form of experiential learning is
well recognised as an opportunity for students to gain professional and generic skills (Patrick et al.,
2008). At Southern Cross University the School of Tourism and Hospitality Management has
incorporated a compulsory internship in its undergraduate degrees since 1989. The placement can
be paid, part-paid or voluntary and must be within a tourism or hospitality related organisation.
Students complete their internship in the final semester of a three year degree.

Three years ago an internship preparation unit of study, Professional Development for the
Workplace (PDW) was introduced and is a core for second year students. The content of the PDW
unit includes key concepts regarding career development and planning and organisational
behaviour. Students are required to demonstrate evidence of critical reflection in both the PDW unit
and the internship (which is equivalent to four units of study). In PDW critical reflection is assessed
through a Professional Development Plan. In the internship units students are required to critically
reflect on a challenging situation they have faced during their first eight (8) weeks of work
placement, and then again on their overall experience at the completion of their twenty (20) week
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placement. A graduate attribute of the BHRM is noted as being ‘reflective in practice’. The impetus
for this research was the desire to identify areas for improvement regarding the preparation of
students prior to their internship experience.

Graduate attributes for tourism and hospitality university curricula

There is widespread agreement between stakeholders of university education, including employers,
professional industry and accreditation bodies, and students themselves that graduate attributes are
a core outcome of university education (Barrie, 2004; Biggs & Tang, 2007; HEC, 1992; Radloff et
al., 2008). Graduate attributes are defined as:

the qualities, skills and understandings a university community agrees its students should develop
during their time with the institution and consequently shape the contribution they are able to make
to their profession and society.... They are qualities that also prepare graduates as agents of social
good in an unknown future. (Bowden et al., 2000)

Whilst each university develops their own list of graduate attributes to reflect their values,
commonly listed attributes include: critical reflection, critical thinking, ethical practice, creativity,
independent problem solving, professional skills, communication skills, teamwork and lifelong
learning (Biggs & Tang, 2007; Treleaven & Voola, 2008).

As Bowden et al. (2003) stated, one function of graduate attributes is to assure employers that
graduates have certain skills and attributes as claimed by the respective university. Whereas
traditionally the emphasis of higher education was on the development of discipline specific
(professional) skills, now it is recognised that generic skills are also valued by employers, and
consequently are being expressed as graduate attributes. A recent report into graduate careers in
hospitality confirmed industry stakeholders in tourism and hospitality industries desire graduates
with transferrable skills which enable them to cope with an increasingly dynamic environment
(Lashley, 2004). Tourism as an academic discipline is approximately 30 years old, and “has moved
from strong vocational foundations to a more academic basis” (Airey, 2002 cited in Spennemann &
Black, 2008, p. 56). Traditionally the academic base of most tourism and hospitality university
programs has been reflected by a business management emphasis in the curriculum (Airey &
Johnson, 1999; Lashley, 2004; Morgan, 2004; Tribe, 2002). Whilst critically reflexive practice has
been recognised as important in management education (Cunliffe, 2004; Holmes et al., 2005;
Kearins & Springett, 2003) it has been noted that “tourism and hospitality scholars have been
somewhat reluctant, in comparison to their business/management counterparts, to engage with
critical pedagogy in their teaching and learning practices” (Wilson, 2010, p. 4). However there is an
argument that universities should be producing ‘philosophic practitioners’ that can satisfy the
demands of business and that of the wider tourism society and world (Tribe, 2002, p. 340).
Similarly, Lashley (2004, p. 62) states that “there is a strong case to broaden the curriculum so as to
embed reflective practice in the student’s development”.

Critical reflection as a graduate attribute

The terms reflective practice and critical reflection are often used interchangeably. Furthermore, the
term critical reflection appears to be used loosely, some taking it to mean no more than constructive
self-criticism of one’s actions with a view to improvement, (Calderhead, 1989 cited in Hatton &
Smith, 1995). Whilst it is beyond the scope of the current paper to discuss the etymology of the
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term and analyse the reasons for the lack of consensus surrounding the term, it is important to note
Mezirow’s (1990, p. 13) fundamental description stating that “critical reflection is not concerned
with the how or the how-to of action but with the why, the reasons for and consequences of what we
do” (emphasis added). Critical reflection is more than “stopping to think and problem solve or plan
for future action based on what you already know; rather it is critically questioning the content,
process, and premise underlying the experience in an attempt to make meaning or better understand
the experience” (Mezirow, in Plack et al., 2005, p. 200). Importantly, the transformative learning
that can result from critical reflection has the “potential for profoundly changing the way we make
sense of our experience of the world, other people, and ourselves” (Mezirow, 1990, p. xiii).

The importance of critical reflection as an essential skill for higher education students is well
recognised (Barnett, 1997). Additionally, it is believed that critical reflection skills are a necessary
component for life long learning (Biggs & Tang, 2007), also a central aim of university education,
and critical for successful participation in today’s competitive work environment (Minasian-
Batmanian, Koppi & Pearson, 2000; Plack et al., 2005). However the difficulty that many students
have with the requirement to critically reflect are well noted (Barnett, 1997; Brookfield, 1998;
Hatton & Smith, 1995; Reynolds, 1998, cited in Carson & Fisher, 2006). It is believed that the
ability to critically reflect becomes more accessible as we mature but often requires facilitation to
assist its development (Fisher, 2009).

Despite the recognised importance of critical reflection skills in higher education students, there is
little research discussing how to assess critical reflection. Researchers have written about the
difficulties in teaching and assessing critical reflection (Fisher 2003; Johns & Henwood, 2009;
Plack et al., 2005), and the assessment of the products of critical reflection, such as journals and
assignments is controversial. It is argued that evaluation of such products may impact on the
content of the reflection (Boud, 2000; Bourner, 2003; Kerka 2002 and Brookfield 1995, cited in
Plack et al. 2005). Others such as Gordon; Kennison & Misselwitz; and Woodward (cited in Plack
et al., 2005) question the ability to consistently and effectively evaluate subjective knowledge.

It has been argued that if one of the objectives of higher education is to develop reflective
practitioners, then despite acknowledging that judgement may impact on the content of the
reflective writing (Plack et al., 2005, p. 200), and that identifying transparent criteria used in
assessment may be viewed by some adult educators as a “reductionist approach to a holistic
activity” (Fisher 2003, p. 324), the need for a mechanism to access students' capacity to reflect
remains (Hatton & Smith, 1995). A number of studies have examined the content of students’
reflective writing, such as communication, interpersonal interactions, personal growth and
professional knowledge and skills (Drevdahl & Dorcy, 2002; Jenson & Denton, 1991; Kalliath &
Coghlan, 2001; and Williams, Wessel, Gemus et al., 2000; cited in Plack et al., 2005) and some
have analysed students’ assessments in terms of the process of reflection that had been
demonstrated (Foster-Seargeant et al., 2000; and Wong et al., 1995 cited in Plack et al., 2005).
Hatton and Smith’s (1995) typology of reflection enables the process of reflection to be categorised
into four levels.

The four levels of writing (as indicated in Table 1) include descriptive writing, (which fails to be
reflective); descriptive reflection; dialogic reflection; and critical reflection. The typology depicts a
progression towards critical reflection, in which the writer/student would demonstrate increasing
levels of complexity and depth. The first level of reflection — descriptive reflection attempts to
provide justification for statements however they are often based on personal judgement (Hatton &
Smith, 1995). Progressing in the level of understanding, dialogic reflection infers that the student
has a dialogue with their self and explores possible reasons for their statements. Finally critical
reflection is evidenced by justification for decisions or events which take account of the broader
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historical, social and/or political contexts (Hattton & Smith, 1995). They are placed in the above
order to indicate a perceived developmental sequence (Kagan, 1992 cited in Hatton & Smith,
1995).

Table 1: The four operational aspects of reflection

Descriptive
(non-reflective)

Descriptive reflection

Dialogic reflection

Critical reflection

Rote reporting of facts

Simplistic descriptions

of events and
literature
No discussions

beyond descriptions

Limited justification

Consideration of
alternative viewpoints

Reflection based on
personal perspectives
or rationales

“Stepping back” from
events and actions

Different levels of
discourse with self,
events, and actions

Use of judgments and
possible  alternatives
for explaining and
hypothesizing

Awareness of multiple
perspectives,
historical, and socio-
political

contexts

Logical interpretation
of events and actions
based on theory and
practice

Argument evaluation
of  personal and
external factors and
perspectives

Reflection is analytical
or integrative, linking
different factors and
perspectives

Source: Hatton and Smith (1995)

Critical reflection in WIL

The benefits of WIL as a learning environment for students are well documented (Brown, 2002;
Murphy & Calway, 2006; Patrick et al. 2008; Weisz & Smith, 2005). However the experience of
working in itself is not enough to produce transformed learning; rather learning in work placements
needs to be organised, deliberate and intentional (Harvey et al., 1998; Orrell, 2004; Washbourn,
1996). Critical reflection is commonly associated with WIL either as a learning tool and/or a form
of assessment in an effort to improve learning outcomes. The importance of critical reflection in
WIL was noted by Smith and Betts (2000, p. 597) who claim that the “quality of learning is not
dependent on the quality of the experience, but on the quality of the process of reflection in relation
to the agreed learning outcomes”.

As noted earlier, critical reflection skills are not believed to be inherent. Russell (2005) argues that
the ability to engage in reflective practice cannot be assumed and must be taught. To enable
effective learning in WIL students must be given explicit instruction on reflective practice
(McNamara & Field, 2007). Carson and Fisher (2006) argue that providing additional teaching and
learning strategies such as providing explicit theoretical frameworks, incorporating critical
reflective expectations in assessment criteria and modelling critical reflection results in an increased
capacity for students to critically reflect in WIL environments.
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Methodology

This project is qualitative and exploratory in nature. Given that the investigation sought to identify
issues and gain a preliminary understanding of the situation an exploratory study was the most
appropriate approach (Sekaran 2003). In regards to evaluating the ability of undergraduate tourism
and hospitality students to critically reflect prior to their internship placement three methods of data
collection were used. These included:

An analysis of the Unit Information Guide (UIG) including the assessment guidelines and
associated teaching resources from PDW in semester 2, 2008

focus group interviews with consenting students (in accordance with SCU’s ethical provisions) who
had completed the Professional Development Plan (PDP) assessment in semester 2, 2008; and

an analysis of past PDP assessments completed by the focus group participants.

In order to analyse the written instructions that were issued relating to the need for critical
reflection in the PDP assessment, the UIG and assessment guidelines were reviewed. Additionally,
PowerPoint slides from all teaching sessions were reviewed to ascertain what written instructions
were issued in class, and to prompt reflection by the teacher/author of this paper of any verbal
instruction that was provided regarding critical reflection requirements. Focus group interviews
were used to determine the students’ understanding of the concept of critical reflection in relation to
the PDP assessment, and also feedback about the unit in general. In total 12 students were
interviewed. Following the focus groups the participants’ Professional Development Plans were
analysed using Hatton and Smith’s (1995) typology of reflection as noted above. The assignments
were assessed for the most complex form of reflective writing evident. Quantity of reflection; that
is the number of times reflective writing was apparent was not noted.

Additionally, to evaluate the extent to which the graduate attribute of critical reflection is fostered
throughout the Bachelor of Business in Hotel and Resort Management, UIGs for the core units
offered in 2009 were analysed for the presence of the terms critical reflection, reflective practice,
and reflective in practice. The presence of these terms was depicted in the following categories:
graduate attribute, unit objective, skill, assessment item details. The limitation of this data
collection was the lack of consultation with staff involved in the design and delivery of the BHRM
curriculum, including academics who may actively foster the development of critical reflection
through their teaching strategies, without making such activity explicit in the UIG. Whilst this
limitation was recognised, the data collection that was undertaken was deemed sufficient for this
preliminary stage of the exploratory study. Further justification of the data collection parameters is
provided by the claim that “paying attention to the assessment of graduate attributes is critical
since, as Ramsden (2003) and Biggs and Tang (2007), amongst others have pointed out, it is
assessment that actually defines the curriculum and drives student and staff behaviour” (Radloff et
al., 2008, p. 2).

Results

Analysis of UlG/assessment guidelines

An analysis of the UIG and the assessment guidelines (SCU, 2009a) identified that the skill of
critical reflection is referred to on seven occasions, as noted below with emphasis added. An
objective of the unit overall is for students to critically reflect on their current life-career situation
and prepare a professional development plan for the future. One of the graduate attributes is noted
as being lifelong independent learners, reflective in practice, and information literate. Reflective
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practice is a skill that the unit aims to develop. Specifically with regard to the PDP the assessment
guidelines instruct the students to identify five goals relating to their career success and critically
reflect on how and why each goal is important to them. Furthermore, the marking criteria states that
to gain an overall grade of Satisfied Requirements a list of criteria must be satisfied, including the
need for students to critically reflect on their personality in relation to career choices. Whilst the
assessment criteria is very explicit in terms of what each section of the report (of which there are
two subsections which students should demonstrate critical reflection) should contain, there are no
directions as to how to do critical reflection or what this term means.

The review of PowerPoint slides from all teaching sessions revealed no written reference was made
to students with regard to critical reflection or the assessments in general. The notes on the
PowerPoint slides, which are not visible to the students, prompted the researcher’s recollection that
during the teaching period the students were advised verbally about the need to demonstrate critical
reflection in their PDPs. The notes indicate the following text, ‘you need to think about yourself
(what sort of person you are and what drives you) and think about how this makes you suitable to
your chosen sector. In the Goals section — you need a SMART (Specific, Measurable, Attainable,
Realistic and Time Bound) statement followed by a paragraph justifying why this is important to
you’.

Focus group interviews

The participants of the focus groups were encouraged to discuss a number of topics relating to the
PDW unit overall, and more specifically regarding critical reflection in the PDP. The general
reaction from the students was uncertainty about the meaning of the term critical reflection.
Comments to the question ‘What does critical reflection mean to you?”’ included:

- Idon’t know the difference between critical thinking and critical reflection

- to go deeper with my writing

- to think about different perspectives

- to question

- contrasting

- would be good to use examples from past papers

- the MBTI Program to help give some insight into yourself was beneficial (this refers
to an in-class computer based activity incorporating a Myers Briggs Type Indicator
personality assessment).

- look at both good and bad sides

- chance to think about things — in daily life we are too busy to do this

- what did we do, what did I get from this

- activities — MBTI & SAL helpful to guide reflection (again this student is referring to
online resources recommended for students to gain insights into their personalities)

- think about past and future use

- using theories

- different to critical thinking but I can’t say how

- do this when we need to make to a choice

- hard to write about yourself

Past assessment analysis

Twelve students participated in the focus group interviews. From the semester 2, 2008 cohort 49
students submitted the PDP. Ten students were asked to resubmit this assessment. All students who
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participated in the focus groups Satisfied Requirements for this assessment item initially so
therefore were not required to resubmit. The twelve focus group participants’ PDPs were analysed
using Hatton and Smith’s (1995) reflection typology. Each level of the typology is indicated below
together with the number of students who achieved a particular level as their deepest level of
reflection. Examples of statements from the students’ assignments which demonstrate the level of
reflection are provided. The students’ names are not presented in order to preserve anonymity.

Descriptive (non-reflective)
Five assignments demonstrated descriptive writing only with no element of reflection.

Excerpts (descriptive):

Emotions play a role in my professional life, mainly in empathy for my patrons and guests. But
also, my general happiness and wellbeing affects the emotions | experience while working.
Although this is not ideal, it is simply a fact of life.

Descriptive Reflection
Two assignments demonstrated descriptive reflection, whereby one’s personal thoughts were
mentioned as well as facts.

Excerpt (descriptive reflection):

When assessing my EI [Emotional intelligence] it was ascertained through Robbins et al.
(2008) Self Assessment tests that my EI score was 38 out of 50. A score of 40 was considered a
high EQ so it can be assumed that my EI levels were moderate to high. Evaluated by Robbins
et al. (2008) this means that | could evaluate other emotions, know my own emotions and read
social situations well. Robbins et al. (2008) show that individuals in one firm who score above
average in an El test earned $1.2 million more than there [sic] partners who had below average
El levels. I concur that high EI skills would be warranted and valued in Ecotourism as not only
could one relate better to their peers or employees they would be able to recognise emotional
cues and identify people’s agendas, needs and requirements.

Dialogic Reflection

Five assignments demonstrated dialogic reflection. As per the Hatton & Smith’s (1995) typology
these students demonstrated a ‘stepping back’ from the experience and their reflection
demonstrated greater analysis and consideration of alternatives.

Excerpts (dialogic reflection):

I believe that everyone plays the political power game and to succeed to a certain point in your
career must play the game well, as it is a part of life and involved in everything we do. As | will
initially be an intern | am prepared to act at first as a committed/compliant subordinate until |
settle in and gain some of my own power and influence as described in the “Yukl Analysis’, as
I will be bottom of the organisational ladder to begin (Rollinson 2005). | think these values
definitely reflect the kind of person that | am both at work and uni [sic] and also life in general.

Critical reflection
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There were no students who participated in the focus groups that demonstrated critical reflection in
their PDP, whereby there was a contextual consideration and multiple perspectives were discussed.

Curriculum analysis of BHRM core units

The following matrix outlines which units identified the terms critical reflection, reflective practice,
or reflective in practice in the respective UIGs. As can be noted eleven of the sixteen core units
listed reflection as a graduate attribute. The specific wording of the relevant graduate attribute
adopted by the School of Tourism and Hospitality Management is to “be lifelong independent
learners, reflective in practice, and information literate” (SCU 2009b). Only 5 of the sixteen units
(Professional Development for the Workplace (PDW) and the four Intern Study units) noted
reflective practice as a specific skill. Additionally, the PDW unit and the Intern Study units were
the only core units in the BHRM to refer to critical reflection, reflective practice, or reflective in
practice in the assessment details section of the UIGs.

Self reflection by the author and an interview with another staff member involved with the teaching
of the PDW unit and the Intern Study units highlighted what teaching activities were used to
facilitate the development of critical reflection as a graduate attribute. In the PDW unit students are
guided to use a critical thinking model contained in one of the set readings to assist them to
complete a section of the Professional Development Plan (the major assessment item). Critical
reflection is not a syllabus topic, but the benefits of this skill are highlighted when discussing
experiential learning and lifelong learning in relation to career development and internship
opportunities. Whilst the model has elements consistent with Mezirow’s definition of critical
reflection, the model stipulates that it refers to critical thinking as opposed to critical reflection. The
Intern Study units’ assessments include details of reflective models which can be used to guide
reflective writing which is required for two assessment items.
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Table 2: Units referring to critical reflection, reflective practice, or reflective in practice in the
Unit Information Guide

Graduate Unit Skills Assessment
Attribute Objective

First Year Core Units

Communication in Organisations - COM00207 4

Tourism Theories and Practices — SOY00411 v

Introduction to Tourism and Hospitality Management

— MNGO00440

Introduction to Tourism and Hospitality Marketing —

MKT00127

Human Resource Management in the Tourism and

Hospitality Industry — MNG01413

Financial Information for Decision Making —

ACC10249

Hospitality Services Management — MNG00441

Tourism and Hospitality Research and Analysis — v

MNG00415

2"/3" Year Core Units

Business Law and Ethics for Tourism and Hospitality v

— LAWO00203

Professional Development for the Workplace 4 4 v 4

MNG10476

Strategic Management for Tourism and Hospitality v

Enterprises — MNG00417

Economic Analysis for Tourism and Hospitality — v

ECO00424

Intern Study I-1V - MKT01221-4 v v 4

Discussion

It is evident from the literature review that critical reflection is a desirable attribute for university
graduates. Specifically, it is believed to be an attribute required by tourism and hospitality
university graduates in order to successfully function in a turbulent and changing society. This was
an exploratory study with a limited number of participants. Nevertheless the findings have indicated
that whilst an assessment item in the internship preparation unit required evidence of critical
reflection most students were unclear about the meaning of this term, and no student achieved a
level of reflection that would be described as critical reflection. Whilst the need for critical
reflection was documented in the assessment guidelines, no written or verbal instructions were
issued in regard to the meaning of the term, the process required, or the parameters of how this skill
would be assessed.

Given that most students would not have been required to demonstrate critical reflection in an
academic assessment prior to the PDP, the findings are consistent with the claim that critical
reflection skills are not inherent (Cunliffe, 2004; Fisher, 2003). The students in the investigation
were not taught how to critically reflect in this unit of study, and the findings would suggest that the
skill had not been fostered in previous study. Whilst many core units in the BHRM recognise the
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importance of reflective practice and include it as a graduate attribute in the UIG it appears that few
units align the graduate attribute specific to reflective practice with related intended learning
outcomes and assessment tasks. However, the wording of the actual graduate attribute is
problematic in terms of making such connections. It may be that the unit assessors who have
articulated the identified graduate attribute in the UIGs are selecting this statement for the
‘information literacy’ component and not necessarily for the reflective practice component.

Carson and Fisher (2006) noted that despite the emphasis in the literature of the negatives and
challenges associated with students undertaking critical reflection, there is little guidance about
how to teach the skill, and little written about how students actually approach the task of critical
reflection. Encouragingly, whilst not inherent or natural for many individuals, the skill of critical
reflection can be taught (Cunliffe, 2004; Fisher, 2003; Hatton & Smith, 1995). Whilst reflection is
noted by Fisher (2009) as an internal process, it can be assisted through interaction with others,
particularly those with different perspectives from our own. Fisher (2003) argues that the capacity
for critical reflection can be improved by offering clear guidance on what is required, giving
feedback; and modelling critical reflection throughout the study program.

Whilst the PDW unit attempted to assess students’ evidence of critical reflection in preparation for
their internship, it could be argued that structured and explicit teaching activities or instruction were
not delivered. The difficulties in teaching and assessing critical reflection have been discussed
(Fisher, 2003; Johns & Henwood, 2009; and Plack et al., 2005), however with increasing
recognition of the importance of graduate attributes it is timely to consider how to implement these
aspects of curriculum development into the BHRM. In light of the findings it is proposed that
Professional Development for the Workplace be the identified unit in the BHRM where the
graduate attribute of critical reflection is actively embedded into the curriculum. Given that critical
reflection is recognised as a higher order cognitive skill, the placement of the PDW unit in the
degree structure as a second year / second session core is optimal. Furthermore, it is desirable for
students to begin developing critical reflection as a skill prior to the core Intern Study units so as to
maximise their learning outcomes.

Conclusion

The paper documents how an analysis of an internship preparation unit reinforced the importance of
critical reflection as a graduate attribute for tourism and hospitality management students, and the
role that WIL can play in fostering the development of this industry desirable attribute. The paper
highlights the need to challenge our assumptions of our students’ ability to critically reflect and
consequently (re)assess current teaching and assessment practices regarding WIL and identify areas
for improvement. Fostering the development of this graduate attribute is supported by the belief
that it is a teacher’s duty to ‘develop in students a strong spirit of enquiry that will support a
commitment to life long learning’ (Lashley 2004, p. 66). Accordingly, the author of this report and
current unit assessor for the PDW unit, will strive to improve teaching and learning strategies that
actively facilitate the development of critical reflection as a graduate attribute. Largely this will be
through providing explicit theoretical frameworks, incorporating critical reflective expectations in
assessment criteria and modelling critical reflection. Given the importance of critical reflection in
WIL environments these changes need to occur in the internship preparation unit and then be
reinforced in the internship so students can maximise their learning opportunities during their WIL
placement.
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Encouraging student voice: Bachelor of Exercise Science
students’ design of a work-integrated learning subject
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Work integrated learning (WIL) is increasingly more evident in higher education programs throughout
Australia, as it offers valuable experiences for students by providing them with opportunities to translate theory
to practice and, as they assume increasing responsibility in the workplace, transition from student to
professional practitioner. The benefits of WIL are well documented and attest to preparing work-ready
graduates by developing both generic and explicit career skills that position them positively to gain future
employment. The purpose of this research was to investigate the nature and degree of support required by
Bachelor of Exercise Science students to successfully undertake a WIL action research project in blended mode,
during a 360 hour professional placement. Using semi-structured telephone interviews, students who have
completed the subject in its prior format, were invited to design structures and systems that, in their view, would
scaffold their learning and aid in their completion of the WIL subject assessment requirements. Participant data
revealed three emerging themes of support: i) organisational, ii) pedagogical, and iii) interpersonal. In response
to the research results, an online learning environment has been created that will developmentally scaffold
student learning, assist them to participate as emerging professionals in the exercise science occupational
cultural community and, successfully action their disciplinary, practical, interpersonal and reflective knowledge
in authentic professional contexts.

Keywords: action research, authentic assessment, problem based learning, professional partnerships

Background and Context

Work integrated learning (WIL) provides invaluable experiences for students as it bridges the gap
between theory and practice. It offers opportunities for students to apply, rehearse and refine the
conceptual understandings gained in the university classroom in the reality of the dynamic and
complex professional context (Clifford, et al, 2005).

Charles Sturt University (CSU) has badged itself as a university for the professions. According to
the Vice Chancellor of CSU, the university is “priding itself on providing practical, employment-
focused courses that ensure students graduate with the attributes and workplace skills required to
step confidently into new employment opportunities” (Goulter, 2008, p. 1). To align with this
vision, CSU’s Bachelor of Exercise Science students are provided with the opportunity to
accumulate 500 hours of WIL to assist in gaining professional accreditation with Exercise and
Sports Science Australia (ESSA). The Bachelor of Exercise Science is a three year program
designed to prepare undergraduates for careers in areas such as exercise physiology, rehabilitation,
fitness, psychology, and health promotion.

The WIL requirements of this course are divided between two sequentially, scaffolded professional
placement subjects requiring 140 hours and 360 hours of work integrated learning respectively.
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Prior to the 2009 subject review, the assessment in the final year subject: a reflective report; lacked
academic rigour for the university, authenticity for the student and tangible outcomes for the
professional partner. In an effort to enhance student learning outcomes and nurture a productive and
symbiotic relationship between CSU and exercise science related industry partners, the subject
outcomes, syllabus and subsequent assessments were redesigned and constructively aligned (Biggs,
1998). The new subject titled “Work Integrated Learning Project in Exercise Science” now adopts
the theoretical frameworks of problem based learning and action research (Kemmis & McTaggart,
1998).

In response to the aforementioned changes, during their 360 hours of professional placement,
students are now required to complete a WIL project involving the design, implementation and
evaluation of an action research assessment that has identifiable benefits for stakeholders in an
industry/university partnership. This experience aims to assist students to fully participate as
emerging professionals in the exercise science occupational cultural community (Lave & Wenger,
1991). This is achieved by investigating the operational requirements of the industry, assuming
multiple roles and responsibilities, adopting ethical practice, and integrating their disciplinary,
practical, interpersonal and reflective knowledge in authentic professional contexts (Clarke &
Burgess, 2009). The subject further provides opportunities for students to articulate their personal
and professional suitability for employment in the fields relating to exercise science. As the subject
is to be presented in blended mode, which was constituted by on-line learning and professional
placement experiences, and during the summer session in 2010, the student cohort was consulted to
inform the subject design and the support structures and systems needed to scaffold the
demonstration of their achievement of the subject outcomes. Therefore, the aim of the research was
to determine the nature and degree of support required by Bachelor of Exercise Science students
undertaking the Work-Integrated Learning project subject by blended mode.

Literature

Work integrated learning (WIL) was defined by the National Commission for Cooperative
Education, as:

. a structured educational strategy integrating classroom studies with learning through
productive work experiences in a field related to a student’s academic or career goals. It
provides progressive experience in integrating theory and practice. It is a partnership among
students, educational institutions and employers, with specified responsibilities for each party
(Groenewald, 2005, p. 17).

Australian universities are increasingly providing students with opportunities to participate in
curricula that include WIL components. Billett (2001, p. 424) suggests that “social situations —
such as workplaces — are not just one-off sources of learning and knowing. Instead, they constitute
environments in which knowing and learning are co-constructed through on-going and reciprocal
processes”. Authentic and real world experiences that form part of a WIL program are an integral
component of curricula and provide opportunities for students to apply theoretical knowledge,
develop skills, reflect on practice, and develop an understanding of the relevant professions. These
types of programs further develop the skills and abilities of the students, supporting them to engage
in deeper learning (Bates, 2003). WIL experiences should assist the transition from student to
practitioner by improving students’ disciplinary knowledge and by exposing them to the
practicalities of knowledge application to a real world context (Crebert, 1995). WIL provides
students with the opportunity to develop those skills that their profession identifies as critical for
success. At the conclusion of their professional placements, students should have an understanding
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of workplace practices, experience in applying the theoretical knowledge developed during their
degrees to work within their profession, and skills and professional contacts to help them when
seeking graduate employment. WIL also provides students with the opportunity to develop maturity
and responsibility as they make the evolution from the role of student to professional (Trigwell &
Reid, 1998). Students receive an education that is more valuable because it includes the perspective
of both educators and employers.

While the benefits of WIL are numerous and well documented in the literature, the forming of
positive professional partnerships and development of well-designed curricula continue to remain a
challenge for universities. A central challenge for the development of WIL programs is to consider
what it means to create quality WIL. Quality is dependent on the reciprocity of three essential
stakeholders: the tertiary student; the professional partner; and the university staff. The
effectiveness of the outcomes of WIL is highly dependent on the planning for, and implementation
and evaluation of, the WIL experience. Therefore, WIL that is intentional, organised, recognised
and accredited by a university can provide powerful learning experiences for students.

Research Design

The study adopted a qualitative case study approach (Yin, 2003) to investigate what support
students require to assist them to undertake the WIL Project. Thirty minute, semi-structured
telephone interviews were conducted by the subject coordinator with seven students from a cohort
of 41 who had satisfactorily completed the subject in the previous semester. These interviews were
digitally recorded via speaker phone and an MP3 device. This sample of students was purposively
selected as they had recent, first-hand experience of the existing professional placement
requirements of the subject in its previous format, and had a diverse standard of academic
achievements in this subject. Participants’ interest in and willingness to be involved in the research
was gauged by a research assistant initially telephoning students using contact details gained
through the CSU student database (CSU Human Research Ethics Committee: Approval number
2010/024). Students were provided with an Information sheet and consent form to complete and
provided with time to consider their participation in the research. The interview questions gathered
demographic information, as well as data relating to the nature of students’ previous professional
placements, their perceptions of the level of support offered by their professional placement
supervisors, the range of occupational experiences in which they were engaged, the alignment
between the subject’s assessment tasks and the professional placement expectations and
opportunities, and their suggestions regarding the design of the assessment task (WIL project). Data
were analysed by each individual in the research team using intra- and inter-textual analysis
(Maykut & Morehouse, 1994) and results compared. Three broad themes were apparent from the
data analysis with each divided into sub-themes which are reported below.

Results

The three broad themes which emerged from the interview data related to the nature and degree of
support required by students to complete the WIL Project: i) organisational support, ii) pedagogical
support and; iii) interpersonal support.
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Organisational support

Despite the sample size (n=7), students had participated in a breadth of professional experiences
including instructing fitness classes, designing training programs for elite athletes, preparing
lectures and seminars for talent identification camps, creating health promotion activities,
completing sports administration and assisting an exercise physiologist. In relation to the design of
the new subject, students suggested being supported to source and select their placements using the
online modules. The participants suggested that these modules should cater for all types of
professional placements by modelling relevant examples.

I think a bit more of an in-depth explanation of what you could do at all the places would be
better because it’s all well and good to say, you know you can do it with an exercise

physiologist or at a gym, but what does that mean ... you don’t know what you’ll be expected
to (P1).

Some instructions to say this is what it is and this is how should you go about setting your
placement up (P2).

I think just in terms of finding information out about employers. | mean a lot of people come to
the subject with not too much of an idea and | think maybe a class at the start of the semester
sort of explaining your opportunities out there and even a bit of a research task into what you
might want to do so that you’re not just going to the local gym that’s convenient but actually
doing something that’s going to be really worthwhile (P3).

In response to students’ feedback an online learning module was created that outlined the diversity
of placement possibilities, described the nature of the professional activities that might be

encountered during the placement, and explained the accreditation requirements. Figure 1 is an
example of two screen captures from this module:

Figure 1: Creating awareness of potential placement opportunities and their requirements
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Overview

Since you're enrolled in a course in the School of Human Movement, you probably have some dream of where you'd really lie to be going
when you graduate.

For some careers, additional accreditations are required, like a Certificate Il in Fitness for personal training or to be an Accredited
Exercise Physiclogist. Other careers, like those in coaching or journalism, rely not just on your skills but also on your experience and
contacts.

Many additional certifications, as well as experience and contacts, all require practical experience. You can begin working on practical
experience now through volunteer work and choosing your practicum placements wisely. If you chose your industry placements poorly,
you may finish at CSU with an Exercise Science degree but little else to contribute to your employability.
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Additional accreditations that will be required Exercise and Sports Science Australia, Accredited Exercise
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Volunteering as a conditioning coach with local sports clubs
(contact the head coach of the club)
Volunteering with the Western Region Academy of Sport

Staying on top of curent training methods through the NSCA's
Performance training Journal and subscribe to the Tactical
rength and Conditionin !
Volunteering with the CSU Exercise Rehabilitation Clinic
Reading the requirements for AEP accreditation with ESSA
Where you should be doing your prac hours Private practice of an AEP or Physiotherapist

Hospital
Specialist rehabilitation clinic
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An organisational issue of concern was raised by the participants relating to the accreditation
requirements of ESSA. To gain accreditation as an Exercise Physiologist students are required to
undertake 140 hours of professional placement with “healthy populations” and 360 hours with
clients identified as members of “other populations” including clients with musculo-skeletal,
cardiovascular, and respiratory illnesses (ESSA). While students acknowledged the ease of
accessing placements with healthy populations they remarked:

It would be pretty easy to find yourself the healthy hours. I think a few of them [students] are
going to struggle to find the 360 hours as everyone’s trying to find placements for the non
healthy population hours... so I think the uni needs to help find places (P2).

In response to this participant feedback, the subject coordinator, who is also the coordinator of
professional placement, has created an online database of professional placement contexts that fulfil
the requirements of ESSA accreditation. This database will be placed online so students can gain an
awareness of and select from a broad range of placements.

Participants recognised the benefits of the increase in hours to be completed during the WIL
Project. Several of the research participants commented on the effect of the 500 hour requirement

on their knowledge of the discipline, their confidence levels, and their relationships with the
professional partners.

Some people might not feel as confident as me and 500 hours working you know could be the
difference between them being confident or not being confident (P7).

I think we need to be aware of our ESSA hours. I know that we were told about them but...
actually say the benefits of it and the fact that you cannot become a proper exercise
physiologist without these 500 hours. A lot of people aren’t aware of that (P4).
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I think the increase in hours is really important because you build a better relationship and
interaction with your supervisor and especially being in third year; it’s your final year, it’s so
important to have a really good relationship with them because you could have them for
referees when you’re actually out there applying for jobs so it’s beneficial (P3).

Figure 2 showcases a screen capture from the online learning module to guide students in their
sourcing and selection of professional placements.

Figure 2: Sourcing and selecting placements
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Step by Step guide
To simplify the process, I will take you through the steps of organising your placement, one by one.

Step 1 - Do your homework

e Decide if part or all of your hours will be used towards an ESSA accreditation. (If you are unsure what hours are required for ESSA
accreditation, visit their website at the following link:

(Link to ESSA Website)
e If you have decided to complete hours towards an ESSA accreditation, and want to check if a supervisor and/or clinical placement

is suitable to be used towards your accreditation, please check this directly with ESSA. To check this information with a
representative from ESSA - It is best to phone them on ph: 07 3856 5622 (to get an instant answer) or you can email them on

Step 2 - Start making contact!

* Begin contacting possible supervisors and agencies in your preferred location.

o If you are hoping to complete hours toward your ESSA accreditation, this will most likely mean organising more than one
placement. (All students are able to complete their 360 hours at more than one agency).

e Remember that securing a placement is difficult at times... so be patient and persevere!

Step 3 - Work Integrated Learning Placement Details Form

* Once your hours have been verbally confirmed with your prospective supervisor, you will need to complete the 'Work Integrated
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Timing of the placement

The accreditation body for exercise physiologists: Exercise Sports Science Australia (ESSA); has
recently prescribed explicit requirements for professionals seeking to be Accredited Exercise
Physiologists. Given these requirements, the WIL Project in Exercise Science subject has been
offered in the summer session by blended mode. These organisational decisions provide students
with the opportunity to complete sufficient hours in the prescribed areas for ESSA accreditation.
The research sample acknowledged the benefits of the positioning of the subject in summer session
as identified below:

Creates more time over the summer and we are able to do all the hours. There’s more hours if
they weren’t sure what they wanted to do they’d be able to do it at a few different places and
get a better experience at each one (P6).

Now it’s in summer from an organisational perspective I think that people can travel to Sydney
and work in a clinical setting to get the right amount of hours rather than just go to gyms in the
local area because we have other subjects on at the same time at uni (P5).

The main thing really is more just availability of placements and enough time to be able to do
the placement (P4).
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The participants did however identify potential barriers to positioning the WIL Project in the
summer session and selecting a placement away from their home/university town:

It will be hard for some students because some students work and they have to do their hours in
the holidays and more hours mean they work less which would decrease their standard of living
while they’re at university because they’ve got less money (P4).

Like for people who had to travel long distances maybe the uni could help out there. Students
could have an opportunity to apply for a scholarship ... they could get a couple of dollars for
living costs (P7).

I think we need information about scholarships especially if it’s going to be over the summer. 1
wouldn’t be able to do it at home because there are no resources to do anything at home and
because | am rural and remote, the closest town is five hours away. | would need support with
being able to talk to you while I’m there and accommodation (P1).

The research team has acknowledged the barrier to selecting a placement away from casual work
commitments and accommodation and have created opportunities for students to access a WIL
scholarship.

Pedagogical support

Research participants identified an array of pedagogical considerations for designing the on-line
learning environment to support the design, implementation and evaluation of the WIL Project.

Career planning

Research indicates that students find that most of their learning while on placement occurs in non-
theoretical areas such as correction of misconceptions about workplace ‘reality’, new skills, time
management, development of self-confidence and an increased awareness of career options (Cates
& Jones, 1999). WIL experiences allow students to learn about career options, explore their
abilities and determine their strengths and weaknesses. Participants in this study identified the need
to increase their knowledge of the range of future employment opportunities available and how to
access those that would replicate the authenticity of duties undertaken in their future careers.

Maybe a bit more information on what jobs are available at the end, because that’s sort of third
year stuff so everyone is looking towards that (P2).

If we went through a run down of the specific jobs that we could be doing when we graduate
and | guess a few dot points on what the job entails, that would target the final year a bit better
(P5).

I think doing a placement that shows you what you’ll be doing in your future is worthwhile
(P6).

In addition, participants requested that the subject requirements allow them to accumulate
accreditation hours in multiple professional contexts.
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I guess let me get a feel of which area I wanted to be in ... I did Sports Development,
marketing and promotions and because | was working in Operations it was really helpful (P3).

An online module has been developed on career planning. The aim of this module is to assist
students to develop an awareness of employment opportunities and support their ability to prepare

job applications and participate in interviews. Figure 3 is an example of a learning sequence from
this module.

Figure 3: Module 3 — The Job Application Process
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1 want to start this module off with suggesting a small activity -
Activity - Not all jobs are found in the Saturday paper!
\ Make a list of at least 10 employment websites. Ensure some of them are job/career specific - (e.g.
www.sportemploymentaustralia.com.au

lia.com.au)

So where do you start looking for a job? In the newspapers, online, ask a friend, etc?

Interestingly only around 20% of jobs that are available are advertised. Jobs that are advertised are usually found on Internet sites,
newspaper employment sections, University Careers centre.

Around 80% of jobs aren’t advertised. So how do you find out about these jobs?

Easy - start networking, conducting information interviews, engage in voluntary or extra-curricular activities. You can be doing this now
already, but if you aren‘t, why don't you start with your placement supervisor OR call/email a person in your dream job and ask if you can

meet up with them for 15 minutes. You can ask about how they got to where they are. This shows initiative and a high degree of interest
and is a favourable attribute to prospective employers.
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Scaffolding

As the subject was to be facilitated by blended mode, participants suggested the need for a step-by-
step process to assist them to design their project:

A step-by-step process will be needed because otherwise online you’d read it and you’d go now
how do | do that (P1).

A step-by-step way of them [students] actually designing their project so instead of just saying
you need this information ... just help them out in actually designing what to do (P4).

To scaffold students’ design of the WIL Project, Pebblepad (an online folio tool) will be the
pedagogical tool used in the subject. Pebblepad provides students with a sequentially progressive
pathway for the development of an action plan. Figure 4 outlines the requirements of Assessment
Two of the subject which is to be completed using the Pebblepad action plan tool.

Figure 4: Assessment requirements
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Task - Design a plan for your Action Research project.
Value - 30%
Due Date - Within two weeks of beginning your placement
Through Pebblepad, students must submit a plan of their proposed Action Research project. The "Action Plan’ tool can
be used to create this information.
With the Action Plan tool, the following 10N is required.
» Title: Include the title of your proposed Action Research Project;
+ Current Situation: Explain the current circumstances of your project. For example - "There is no current code of conduct policy at
the workplace because...”
« Ideal Situation: Explain the changes that need to happen to the current situation to ensure better practice for your project. You
will also need to include the aim of the project, what are you trying to achieve? Why is this plan/project important? What are the
benefits or advantages of the project and to whom does it benafit?
+» Steps to Success: List the steps that you will take to make this plan happen. How will you do this? What measurable and
observable factors do you hope to achieve? Don't forget to include information on how you will EVALUATE the project - How will
you know if your project has been successful? (Include the overall completion date)
* Strengths, Weakness, Opportunities and Threats:
© Explain the strengths of your proposed Action Research plan and your personal strengths to ensure the project will be
successful.
© Explain the weakness of your proposed Action Research plan and your personal weakness that you will work on during the @

In order to further scaffold student learning an online module has been created that steps students
through the process of creating and sharing a Pebblepad action plan. The research participants
suggested that as well as being supported to design their WIL Project that “we would also need to
learn how to use the online tools that are new to us” (P4). Figure 5 displays the introduction to
Pebblepad module.

Figure 5: Introduction to Pebblepad
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Planning, organising, and documenting &

PebblePad can also help you start to organise and document your learning and your skills, Not only can it document your thoughts, and
allow you to share those with others, but it can alse record your plans and progress to a goal. In the next activity you will create an
action plan.

Activity 2: Action!

Create an action plan on ......ceiee. You need only do steps 1-3 at this time.

Download this one page guide to step you through action plans.

Unlike Interact, which is a shared learning space, PebblePad is an individual or personal space. Nobody else can access your PebblePad so
no one else can see what you are doing. Sometimes, however, you may want to ask for feedback, or to share a particular thought or plan
with another person. There are basic ways in which you can share information with selected individuals. This is what you are going to do
next.

Activity 3: Sharing your action plan.

_ Share your action plan with one of your peers and ask them to do the same. Comment on one v

Done D Internet 5 - ®Hiwow - .
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To further support students formulating a WIL Project which is of value to the professional partner
and has the potential to succeed, Pebblepad allows the subject coordinator to provide instant online
feedback on the action plan, once submitted through the system’s gateway. This will allow students
to obtain timely and detailed feedback before implementing their WIL Project and assist in allaying
their concerns regarding “what to do and how to do it” (P7).

Reflective practice

For WIL experiences to ensure quality, reflection needs to be continuous in nature, timely, derived
from a variety of sources, an invited requirement, assessable, and valued as a tool to assist in the
improvement of future practice (Clarke & Burgess, 2009). These descriptors of reflection are
evidenced in the learning design of the WIL Project. Opportunities for meaningful reflection have
been embedded in the assessment requirements of the subject. Assessment Three requires student to
prepare and post a fortnightly blog within the Pebblepad learning environment that provides
considered comments on the i) tasks undertaken, ii) skills developed, rehearsed and refined, iii)
episodes requiring conflict resolution, iv) status of the WIL Project outcomes, and v) factors that
have facilitated and constrained the project’s progress. These reflections WILI be monitored
regularly by the subject coordinator in an effort to provide ongoing support for the student and to
evaluate their progress. Figure 6 indicates the requirements of the assessment task and showcases
the scaffolded nature of developing students’ ability to reflect through the use of guided questions.

Figure 6: Assessment task 3 - Blog
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Assessment Item 3 - Blog contribution of progress - 30%

Task - Fortnightly Blog updates of your professional placement experience

Value - 30%

Due Date - Due after each fortnight of your placement

N

Blog contributions

Using the Blog tool on Interact, you must provide updates of your professional placement experiences and your Action Research
project. Information that needs to be included in the blog includes:

o What tasks you have been completing during your placement;

e The skills learnt duning your placement;

e Any personal or professional conflicts that have occurred during your placement;
® How your Action Research project is progressing;

e What outcomes have been achieved;

e The factors that have assisted you in the implementation of your project;
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Participants in the research sample provided positive support for the use of the blog tool:

It’s good in the way that you can remember what you’ve done each day otherwise you would
just forget. It would be useful to use later when you are going for jobs so you can say | did this
at a placement (P1).
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It’s a good chance ... if you write everything down after you do it to reflect over what you’ve
done (P7).

Yeah | like that idea ... today I learnt this or I think this is really important for me to remember
(P2).

Data from the interviews suggested that students were aware of the need to reflect on their overall
success in the WIL Project. As part of the action research cycle (Kemmis & McTaggart, 1998)
students are required to prepare a 2000-2500 word evaluation report that fully details the insights

gained from designing and implementing their WIL Project. Figure 7 is a screen capture of the
requirements of the evaluative report.

Figure 7: Scaffolding the reflective evaluation report
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Task - Action Research Project Evaluation Report

Value - 40%

Word Limit -The report should be between 2000-2500 words.Due Date - Two weeks after your last day of placement.

@ Action Research Evaluation Report

Information that needs to be included in the report:

« Attach your Action Research plan.

» Title: The title of your project

= Agency Description and Evaluation:
Include in your description such matters as general description of the agency, services offered, clients, structure, organisation and
funding. Critically analyse the agency’s operations, giving consideration to assessment of clients' needs, use of resources, staffing
{quantity and quality), promotional strategies (advertising, PR, etc.), and how the agency evaluates the success of its programs.
Also included should be some re dations for the impi
students be both objective and constructive in their evaluation.

= Objectives:
Explain what your objectives for the project were and if these objectives were achieved during the placement period.

« Overview of the project:
Explain the project. Include the aim of the project, what were you trying to achieve? Why was this project important? What were
the benefits or advantages of the project and to whom did it benefit?

* Steps to Success:

List the steps that you took to implement your project. How did you do this? What measurable and observable factors did you

of the agency’s operations/management. It is important that

achieve? >
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On-line learning

The sample of participants strongly acknowledged supporting their learning through the use of
online learning opportunities. They recognised the authenticity of these modes of information and

communication technology as preparation for their future professional workplace, as well as
providing the opportunity for students to work asynchronously.

I think definitely that’s the way things are going. Everything’s done online now, even between
companies. Emails are sent and teleconferences, on line conferencing so | think that will
prepare us in this subject, it’ll prepare me better for after I finish and enter the workplace (P3).

It [online learning] does give a little bit more freedom, you are not locked into the classes and |
suppose it would give you more time to do the hours (P2).

I guess that you can do it in your own time and not kind of be rushed (P1).
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They [online learning modules] are good because they [students] don’t get face to face but we
can do it in our own time, do it over the weekend ... and you can go at your own pace (P4).

Participants however pointed to several potential constraints of online learning that they felt would
impede their participation in and completion of the WIL Project:

If there’s a class you know you should be there ... but with the online you don’t really know
what pace everyone else is working at (P1).

I think a limitation of online learning is that you’re by yourself ... no motivation. I just prefer
to have someone to bounce things off (P1).

If you’ve got a question it’s harder to ask a question [online] (P4).

You don’t have one-on-one time with your lecturers which is pretty important ... they can
explain things that you can not understand by reading it on the computer (P7).

In direct response to these student concerns, the online learning environment will be supported by a
subject forum on which students post questions and comments to be responded to by the both their
peers and the subject coordinator. Additionally wikis WILI be created through which groups of
students participating in similar professional placements (e.g. fitness instruction) can share their
experiences, fears, concerns and solutions to problems.

Participants in the research sample also flagged the importance of re-learning how to navigate the
online learning environment and adopt the use of several new tools. In response to student voice:
“We used the blog in Applied Psych but I think I forget what to do” (P6); the researchers have
created a module that provides students with a step by step guide to engaging with the blog tool.

Figure 8 provides an example of a learning activity that reacquaints students with the use of the
blog tool in the online learning environment.

Figure 8: Learning activity — Creating a Blog
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Once you start creating individual assets you will soon find that you need a way to start organising them. You can do this in many ways.
We are going to start by creating a blog and adding our pre-existing thought to it. You can add any of the different asset types to your
blog in the same way.

Activity 4: Creating a blog.

The bleg can be a useful tool for tracking your thoughts on a particular activity.

Create a blog, choose a name for your blog that reflects the activity eg: learning about
portfolios, embedding portfolios, etc... Download this one page guide to help you create your
blog.

Add your thought to your Blog. Download this one page quide to step you adding assets to
your blog.

brev | Table Of Contents | Next

Copyright (c) Charles Sturt University, 2010
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Interpersonal support

Two key issues were coded within the theme of interpersonal support: i) the need for the subject
coordinator to monitor student progress because of the blended learning environment, which was
new to students; and ii) the desire to align the students’ learning objectives and career aspirations
with those of the potential placement partner.

Monitoring student progress

Despite the willingness to engage in online learning environments, the participants still voiced the
need for regular monitoring of their progress, some even suggesting face-to-face meetings midway
through semester. Evaluating student progress will be undertaken using the blog tool in Pebblepad,
as well as providing scheduled times throughout the Project for students to contact the subject
coordinator by email, phone or by using the subject forum. Times for and agendas of these virtual
meetings will be negotiated between the student and the subject coordinator to best cater for the
“onsite” learning needs of the student.

Checked up on each person just to see how they were going and if they were handling it alright.
Just to let them know that you’re there if they do need help (P1).

I think we [students] need a lot more feedback from lecturers (P7).

Even if part of the class meet up sometimes towards the end or even halfway through
placement and say have a sort of 5 or 10 minute speech in front of the whole class and just say
what you are doing (P2).

Maybe making time for every single person to come and see you. I think if you had one-on-one
times that would be good. Even if it was a phone chat or on the chat room (P1).

Matching student and professional partner

The participants identified the necessity for creating an interpersonal and professional match
between the student and the professional partner. Students viewed this as paramount to the success
of the placement.

This is what I want to do, so where’s an employer that’ll match up with my vision. I think if
you have that you’re going to get more out of your prac (P3).

But I mean I guess it’s just not really where you go, but it’s who you do it with. And it’s a bit
hard when you don’t know them to begin with ... you just meet them the first day that you rock
up. I guess | was lucky because we were on the same page (P1).

In an effort to match students with potential professional partners that provide opportunities for
students to achieve their professional objectives, students are now required to complete an
Information Sheet graded as a Satisfactory/Unsatisfactory assessment task. The Information Sheet
requires students to provide details including name, contact details, courses studied, subjects that
explicitly relate to the potential placement, experience in other professional placements in first year,
goals and objectives for and expectations of this placement and ideas for the WIL Project. Creating
strong communication links between students, the university and the professional partner will
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contribute toward ensuring that all are sufficiently informed of the requirements of the professional
placement and prepared to undertake a collegial and negotiated partnership.

Conclusion

It is apparent from the research data that students welcome the opportunity to participate in a WIL
experience that has the potential to assist them to gain accreditation with the professional body
ESSA. The increased placement hours required and the broad range of activities in which students
need to be involved (musculo-skeletal, cardiovascular and respiratory), provides both benefits and
barriers to participation. As Lave and Wenger (1991) suggest to become fully socialised into the
community of practice, in this case Exercise Physiology, students need exposure to the breadth of
activities of the community’s practices as well as to the range of members of the community. It is
evident that the WIL subject has the potential to introduce students to these real-world practices
through a cognitive apprenticeship (Brown, Collins & Duguid, 1989). Furthermore, as an example
of an authentic assessment task (Biggs, 1995), the WIL subject requires students to apply their
knowledge to cope with real tasks and problems that naturally occur in the workplace. Therefore
the WIL subject assists these students to respond to tasks which are relevant, contextual and involve
the synthesis of knowledge and skills rather than merely the application of procedural and
declarative knowledge (Biggs, 1995).

In regard to the nature and depth of support required by students to undertake the WIL subject, the
data generated from this case study, identified the need for the thoughtful scaffolding of the
learning experiences that contribute to student learning. As legitimate peripheral participants
(Wenger, 1998) in the community of practice, these students are being gradually exposed to the
nature of the profession through a considered plan of sequential, supported learning experiences
that increase in difficulty, responsibility, initiative and depth of knowledge required. For students to
succeed in the WIL subject, it is imperative that their learning be developmentally scaffolded as
their professional placements are essentially test sites for future career skills and as such the
sequential progression of learning needs to be intentionally designed.

The data further supported the need for embedded conscious reflection during the WIL subject. The
cohort of student participants in this case study clearly flagged the desire to document their
experiences during professional placement. Such measures that can students to meaningfully reflect
on i) their placement objectives, ii) their ongoing achievement of these objectives; and iii) the
success of the WIL Project have been addressed through the use of the Information Sheet, blog and
Final Evaluation Report. This practice is in accordance with the view of Schon (1983) who states
that reflective practice involves thoughtfully considering one's own experiences in applying
knowledge to practice, while being coached by professionals in the discipline. In their WIL subject,
students are supported by the professional partner, their subject peers and the subject coordinator to
make sense of their professional context, their proposed strategies to implement their WIL Project
and to evaluate their degree of success. Encouraging student reflection assists in their development
as autonomous, qualified and self-directed professionals. In order to achieve those aims, there
needs to be authentic discourse between the university, the student and the professional partner
which ensures that the student’s goals for the WIL Project are well-defined and clearly understood
by all involved from the commencement of the professional placement.

As the student voice has driven the learning design of the current iteration of this subject, there will
doubtless be more to learn from evaluations of the subject over time. The results of this case study
have clearly indicated that students are aware of their learning needs, particularly in regard to the
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nature of the support required to aid them in satisfactorily completing a subject such as this.
Students acknowledge their need to liaise regularly with professionals in their field to monitor their
progress, combined with their desire to create successful professional relationships with their
professional placement supervisor. Students’ insights and candidness in their responses to the
interview questions enabled the creation of a new infrastructure for the subject which is potentially
more supportive of student needs and which is imperative for preparing students for success in any
WIL activity.
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This paper explores the effect that community engagement has on the development of graduate attribute skills
of business students studying at the Australian Catholic University (ACU). Industry requires university
graduates to be equipped with technical knowledge and also with graduate capabilities/attributes and/or generic
skills such as communication, teamwork and problem solving skills. Universities have created policies
regarding graduate capabilities/attributes and to measure the outcomes.

An evaluative model has been developed to determine the effect that community engagement has on the
development of graduate capabilities/attributes of business students. The study also provides feedback on the
effectiveness of community engagement in the program. Students are required to undertake 120 hours of unpaid
community work at the Australian Catholic University (ACU) and provide a reflective report detailing the effect
this has on their personal growth. Employers are also encouraged to write a report on the students’ experience.
A content analysis of the student reports was undertaken in order to determine how often the students referred
to the development of these skills as well as how many students indicated whether the experience was positive
or negative. The reports were then analysed against the University’s Mission and published list of graduate
attributes.

The findings provide insight into the perceptions of students regarding their community engagement experience
and how this links to the attributes that the university is trying to instil in students. Overall the community
service was a positive experience for students, increasing their confidence and their ability to work with others.
With the pressure on universities to provide evidence of the improvement in students’ graduate attributes this
project provides a measurable quality assurance model.

Keywords: Community engagement, generic skills, graduate attributes, quality assurance model.
Introduction

Most would agree that graduates need to have more than only technical knowledge or disciplinary
expertise in order to succeed when they leave university. “Graduate attributes are not discipline-
specific, but are intended to reflect broader aspirational, social, ethical or humanitarian
characteristics that a society desires of its university graduates” (BIHECC, 2007, p.12). Graduate
attributes describe the core abilities that the university has agreed that all of its students will have
developed by the time they graduate (Barrie, Hughes & Smith, 2009).

Bowden, Hart, King, Trigwell and Watts (2000) suggest that graduate attributes “...are qualities
that ... prepare graduates as agents of social good in an unknown future.” The language
associated with the concept of generic skills or graduate attributes is quite complex and there is no
real agreement as to what constitutes these skills, let alone how to validly and reliably recognise
them in practice (ANTA, 2003). For the purposes of this study we will use the term graduate
attributes.

Developing these skills or attributes in our students is important to the students themselves and
their prospective employers. Employers want graduates who are able to work confidently and
effectively from the time they start their employment (Subramaniam & Freudenberg, 2007).




Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

Work-integrated learning has been used within curricula to help students to develop these skills
(Fleming, Martin, Hughes & Zinn, 2009).

ACU has a unique mission which in part states:

The University explicitly engages the social, ethical and religious dimensions of the questions it
faces in teaching and research, and service. In its endeavours, it is guided by a fundamental
concern for justice and equity, and the dignity of all human beings.

....Its ideal graduates will be highly competent in their chosen fields, ethical in their behaviour,
with a developed critical habit of mind, an appreciation of the sacred in life, and a commitment
to serving the common good (ACU, 2008).

One way in which this mission is evidenced is that students in many of their courses are required to
do 120 hours of community service. The way in which this is implemented changes from course to
course.  This paper will explore the ways in which students report that various graduate attributes
have been developed through their community service.

Graduate Attributes

The Business Higher Education Round Table report of 2000 (Hager, Holland & Beckett, 2000)
states that graduate attributes are what makes a difference between a good and bad employee, or a
good and better employee.  One of the major issues that arose from the Business Industry Higher
Education Collaboration Council was:

When it comes to hiring new staff, the corporate world is demanding finance professionals with
the complete package of technical, personal and interpersonal skills. ‘'There has definitely been
a leap towards hiring people with communication skills and negotiation skills, not simply
accounting skills (2007).

Goldsworthy (2002) in his book on leadership qualities required for the 21 century refers to the
need of future Australian leaders in commerce and government to have several qualities if they are
to survive the new boundary-less company. He states that the key attributes that business seeks in
graduates are communication and interpersonal skills; decision making and problem solving skills;
and knowledge of work and careers.

In 2002 Department of Education, Science and Training (DEST) created a list of employability
skills for the future. These skills are communication, teamwork, problem solving, self-
management, planning and organizing, technology, life-long learning and initiative and enterprise.
These skills have been adopted by the (Vocational Education and Training (VET) sector and
integrated into their curricula. Freeman, Hancock, Simpson & Sykes (2008) see employability
skills as being a subset of graduate attributes.  This is supported by the report of the Business,
Industry and Higher Education Collaboration Council (BIHECC, 2007) which determined that the
eight employability skills were included in most of the university policies either explicitly or
implicitly. In addition universities also included graduate attributes related to social justice, ethical
practice and social responsibility, respect and valuing of cultural and intellectual diversity, the
ability to function in a multicultural or global environment (BIHECC, 2007).

The National Graduate Attributes Project (Barrie, Hughes & Smith, 2009) suggest that the “key to
fostering sustainable scholarly engagement in curriculum renewal to achieve graduate attributes
within universities, and across the sector, is a strategy for developing a shared, complex

74



Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

understanding of the issues involved.” They acknowledge that such shared understandings are
complex and that there is no single perspective that is correct.

The attainment of graduate attributes is complex. The attributes and their associated skills are
interwoven with one another. Hager et al. (2000) give the example of teamwork and how
teamwork requires communication and interpersonal skills. The aim is for graduates to be able to
use the skills “seamlessly in appropriate ways in changing conditions and contexts.” (Hager, et al.
2000, p.7). They should be able to deploy these skills or combination of skills within the
professional situations that they encounter in the work place.

While universities have been expected to facilitate the development of graduate attributes in their
students for a number of years, they are now being expected to show how and where these
attributes are developed.  Australian Universities Quality Agency (AUQA) and the Australian
Quality Framework (AQF) are both asking for universities to demonstrate how the development of
these attributes is being achieved. The authors believe that it is important for students to be able to
articulate not only their technical skills but also the generic skills that they have learnt.

Community Service Experience

The engagement of individuals with, and contribution to, their communities is integral to the core
values governments expect of their citizens. Many individuals are engaged as volunteers who
“contribute significantly to the social capital and to the economic viability of Australian
communities” (Butcher and Ryan 2006, p.1). The idea that community service and civic duty are
goals of education has been around for some time, but the idea that community service can be
embedded into a curriculum is relatively new (Parker, Myers, Higgins, Oddsson, Price & Gould,
20009).

In regards to school education, The National Framework for Values Education (DEST, 2005)
proposes that “education is as much about building character as it is about equipping students with
specific skills”. It suggests that “values based education can strengthen students’ self-esteem,
optimism and commitment to personal fulfilment; and help students exercise ethical judgement and
social responsibility”

To what extent are these claims also true for higher education? Community service learning at
university is not just about volunteering, it is about providing a service while also ensuring that
learning happens (Parker, et al, 2009). It is about allowing students to contribute to their
communities in a meaningful way while they also enhance their own learning (Miliszewska, 2008).
True engagement happens when there is mutual benefit for the student, the community agency and
the University.

As mentioned previously service to the community is a focus for Our University’s mission and
community engagement is an important part of curriculum design. Most of the courses at the
university have some form of community service embedded within the course. The Business
course has a unit called Professional Experience 1 that requires students to do some form of
community service and is the first of a series of professional development units. This unit requires
students to complete 120 hours of unpaid community work of a ‘Personal Service’ nature in a non-
profit organisation.
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First year students are made aware of their obligation to community engagement in Orientation
week. Students are required to attend a workshop in week two where they are given an overview of
the program, unit outline, and strategies of how to secure a position. Various speakers are invited to
address the students regarding community placement opportunities. Once the student has made
initial contact with a host employer, they are required to meet with the university co-ordinator of
the unit to discuss the possible position and prepare the necessary paperwork, which includes
insurance details, responsibilities of the student and host employer. It is the students’ responsibility
to discuss these matters with the host employer. If a student is having difficult in finding a host
employer, the University has several contacts with community organisations that are passed onto
the student to follow up.

By the end of their community placement students should have:
- Anawareness of social justice issues and the economic and social effects of modern life;
- A heightened awareness of the responsibility of individuals to the wider community;
- Recognised the progress made in their own personal, ethical and spiritual development;
- Improved and developed their communications skills;
- Acquired skills to work successfully team work environment;
- Improved their ability to analyse and reflect upon their experience; and
- Developed and improved report-writing skills.

To fulfil the requirements of this unit students have to comply with various administrative tasks to
which timelines have been set e.g. placement proposals and organisation details for insurance
purposes. Students are required to have their placement organized within 8 weeks of
commencement of semester. The student has to negotiate with the organisation their hours of work
and duties. On completion of the placement the host is required to complete a performance
appraisal with the student if possible. This appraisal is then submitted with a brief reflective report
(approximately 600 words) and a daily diary. All paperwork must be submitted by the last week of
semester two of the academic year. Reflection is seen as an important part of assessment in this
type of subject as it helps students to understand what they have learnt from the experience (Parker,
et al., 2009).

Research Method

The question this study investigated was whether the Community Service component of the
Business course helped students to develop these university graduate attributes. The following
guestion is addressed in this paper:
Do the students report that they are developing specific graduate attributes during the community
service component of their course?

The methodology used was a content analysis of the students’ reports. We did not want to influence
the students’ responses so we did not give them a specific questionnaire nor did we ask the students
to report on any of these items. They were merely asked to reflect on the experience and what they
had learnt from the experience. The reports were analysed to determine how often they mentioned
the particular graduate attributes that we were trying to develop within the unit. A content analysis
was chosen for this as it would allow us to quantify the responses. In addition specific quotes that
illustrate the students’ comments have also been extracted and reported.

In analysing the student reports we decided to concentrate on the following of our university’s
graduate attributes:
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Professional
Leadership skills
Communication skills
Interpersonal skills (including Teamwork)
Increase confidence to work independently
Values
Spirit of service to the community
Respect for individuals and empathy with persons of differing backgrounds

We chose these as they were the most likely to be developed through Community Service and were
related to the learning outcomes of the unit.

Results

Of the 139 first year students enrolled in the Bachelor of Business, Bachelor of Information
Systems and the related double degree, 82 students successful completed their Professional
Experience unit on time in 2007.

In Table 1 it can be seen that the majority of students were involved in tutoring at after school
programs in English and Mathematics for refugee and migrant children with English as their second
language or for students with disabilities. This is followed by activities with non profit
organisations. It has surprised us that 25% of students worked in aged care or with the disabled. As
one student expressed in their assignment

I have developed an understanding of other people’s situation and I feel that as a society we
need to do more.

Table 1: Community Service Hosts

Non Profit Camps Community Recreational Tutoring
Organisations Groups

Lions Club Edmund Rice Aged Homes Sporting Clubs Primary Schools
Salvation Army Remar Disabled Former high Non English

Red Cross Hospitals schools Speaking

Epilepsy students
Foundation
22 7 20 9 24

The number of students who indicated a positive experience was high (62.2%) as shown in Table 2.
Only 2 (2.4%) indicated a negative experience. Many of the students said that they had been
negative about having to do the unit, but felt that they had learnt a lot from the experience.

I honestly wasn’t expecting to get too much out of it. However, by the end of my placement | felt
that | had gained a wealth of knowledge and experience that would further enrich me as a person
and hold me in great stead for the future.

Students were not specifically asked to address whether they felt that the experience was positive or
negative. It would be interesting to explore further into those who did not specify a positive or
negative experience. This has not been done for this paper.
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Table 2: Positive and Negative Experience of Community Service Experience

Positive Negative . .
Experience Experience Did not specify Total
Number of students 51 (62.2%) 2 (2.4%) 29 (35.4%) 82

The students were not specifically asked about the graduate attributes. The content analysis
showed the numbers indicated in Table 3 for the graduate attributes that we have chosen. The total
number analysed was 82. Some students mentioned more than one of the attributes in their reports.
The number of students who made some reference to having developed or used a particular
attribute or skill is given together with the percentage of students who reported something about
that skill.

Table 3: Sub Set of Skills and Attributes

Graduate Attribute / Skill Number Percentage

Leadership Skills 21 25.6%
Communication Skills 23 28.0%
Interpersonal Skills (Teamwork) 10 12.2%
Increased Confidence (become a better person) 28 34.1%
Community Responsibility 22 26.8%
Respect for individuals and empathy with persons of 20 24.3%
differing backgrounds

Awareness of the Spirit of Community Service 21 25.6%

Whilst ‘increased confidence’ is not one of our universities graduate attributes, to be a confident
communicator and be able to work independently it is a core industry attribute required by many
businesses (Subramaniam & Freudenberg, 2007).

Considering the students were not directed to mention any of these skills or attributes, we would
consider that anything over 20% was a good indication that these skills and attributes were being
developed through this program.

We have included some of the students’ comments below in order to give the reader an indication
of how the students expressed their feelings about some of these issues.

Leadership Skills

Whilst leadership skills are not explicitly mentioned as graduate attribute it was decided to include
this skill in the report as a quarter of the students (25.6%) indicated that they had improved their
leadership skills while doing their community service. Leadership skills are taught in most business
courses in their management units and also appear in many job advertisements as desirable.

Getting out into the community in the way | have has really had an impact on my life. Not only
have | made some great friends that all have a common interests, helping out those less well off
within our community but I think that the time spend with kids really does made a difference. |
have been presented with many different challenges, both in dealing with the children and with
other leaders. It has been a great opportunity. Interpersonal Skills (Teamwork)
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Excellent teamwork and communication skills are frequently cited in many advertisements for
professional positions as desirable attributes for potential employees. With this in mind universities
plan their assessment to include, teamwork, negotiation skills, sharing of information, cooperation
and participation with the overall objective that students will be able refine their teamwork and
communications skills, meet deadlines, gain the ability to delegate and respect their fellow team
members. As one student said:

| have equipped myself with the skills to work in a team, communicate better and understand the
difficulties that people face around Australia. | found that | could give something to another person
that would put a smile on their face.

Counter to our expectations only 12.2% of students mentioned that their teamwork and
interpersonal skills for working in a team had been improved.

Increased Confidence (becoming a better person)

One of the recurrent themes identified was related to the student having gained increased
confidence and feel as if they have improved or become a better person.

Within the program | developed many attributes which have helped me to become a better person.
The program is a good foundation for students to help become better people in society. | owe a lot
to the program which has helped to form me as a person.

Looking back at my journals | was able to see that one of the biggest things that | have taken from
my BIPX100 is the virtue of patience. | was able to see how much | have grown as a person. The
experience has offered me some great challenges and experiences all which | will be able to use in
both my professional life and also my private life. This has been a very positive experience for me,
one which I will not forget quickly.

Community Responsibility

It was pleasing to note that 25% of students have gained an awareness of the spirit of community
service as one student noted ‘we live in a society and not economy’. Below are two quotes from
student’s reports that also relate to their awareness of community responsibility.

This experience has taught me a great deal and has been a very meaningful experience. One of
its aims was to ‘impact on my attitudes and vales’ and it certainly has. I really enjoyed my time
atthe ...... Community Centre. | was really blown away by their community spirit.

Overall, it has been a very eye opening and enjoyable experience. | have learnt a lot about the
basic needs of society and have had the opportunity to work with many inspirational people.
Had it not been for the compulsory completion of this unit it is unlikely that | would have
attempted anything like this. Hence, | found this unit beneficial to my personal development.
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Respect for individuals and empathy with persons of differing backgrounds

Australian society is made up of a range of different cultural groups, each of which has its own
values, beliefs, and practices. It is therefore important for graduates to have an understanding of this
cultural diversity and be aware of their needs. As part of our university’s Mission Statement (ACU,
2008) which states, ‘it is guided by a fundamental concern for justice and equity, and the dignity of
all human beings’. Below are two quotes from students in this regard:

The volunteer work has meant more to me than a bunch of hours recorded. It has broadened my
awareness of others, exposed me to the beauty of diversity and strengthened me in my appreciation
of the sanctity of life.

| learnt a great deal from my professional experience. Firstly I learnt how to deal with students who
have a leaning disability and how to understand their needs. It also taught me how to act and react
to persons with mental or physical disability and because someone has a disability doesn’t mean
that they are any less of a person. It also taught me that being active in your community and
helping those who do not have the ability to help themselves is a great thing. | knew from the first
day of my professional experience that | would like to continue to volunteer there because of the
sense of achievement you feel after helping the students is such a great feeling.

The overall experience
This quote is from a student who worked at an aged care facility;

I am extremely grateful for being able to have this experience | my life at such an early age. |
saw many things which | would not have normally seen in my daily life. The work allowed me
to show my caring side and bring myself out to help other people and to be less selfish. There is
no part of this experience that would | would change or regret, only the fact that | wish more
people could experience the same things I did.

The following is the conclusion of a student who worked with disabled children;

My placement in general was nothing short of amazing to realise the simply things in life can
be so great. The accomplishment that | felt after seeing what affect | had on the student was
extremely satisfying to be involved in. The feeling that came from seeing a student accomplish
something that is a strong goal cannot be felt through anything | have ever experienced before.
I am very grateful to have had this experience and be apart of something very appreciated.

This student worked at one of the large cancer hospitals:

Working with the sick help you realise as a person that there are may more worst things in life
than doing bad in an exam or failing a subject. Volunteering is all about putting others before
yourself and in the end you feel rewarded because you have helped someone else.

And finally the student below has recognised that hard work and dedication can lead to a change for
good;
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The overall experience made me see that doing something for nothing is much more rewarding
for me than for those | am helping. A big lesson | have learnt through this process is that it is
easy to complain about things we don’t like about the world, and they will stay the same.
However it takes effort to step up to the task and put in the hard work, but it is making a change
which is the most important thing.

Conclusions and future research

Students seem to have learnt a lot from their community service experience. These skills cannot
always be measured and the students may not even be aware of their learning.  This research only
looks at what the students have self-reported in their reflective report. This is a limitation of the
research. Overall the community service was a positive experience for students, increasing their
confidence in themselves and their ability to work with others.

Of the skills that we searched for, only interpersonal skills for working in teams was mentioned by
less than 20% of the students. Despite this more than 24% said that they had learnt to work with
people from different backgrounds to themselves. Over 34% of students felt that they had grown
in confidence in their own abilities in some way. Students report that they are developing the
graduate attributes that are important to our university through their community experience.

Future research in this area will focus on a targeted questionnaire to students in third year and to
graduates of the program to see if the benefits of the community service experience are seen later in
their studies and work life. This will also enable us to determine if employers are seeking students
with this type of experience and if students carry on volunteering later in life.
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Undergraduate accounting students would benefit from the combined learning approach of simultaneous
classroom and workplace experience to better prepare them for the challenges of industry. In the absence of
teachers, subjects and assessment, students need to know how to learn by reflecting on their workplace
knowledge and skills, both for professional growth and development, and to adapt to an ever-changing
workplace environment. This paper presents a unique internship programme for business students, focusing on
their learning beyond the classroom. The Commerce Internship Programme (CIP) developed and implemented
at the University of Wollongong, Australia, offers a model for enhancing student engagement in learning
through practical experience. This study explored the reflective learning insights of accounting students who
participated in CIP. Data was collected across two cohorts of students who participated in the internship
program in the autumn and spring semesters of 2009. Preliminary results suggest that accounting students
reveal learning pertaining to their workplace preparedness, understanding of accounting principles and taught
concepts, generic skill enhancement and consolidation of accounting as their chosen professional career. The
paper suggests that such a programme as the one examined will contribute to the professional bodies’
expectations of accounting graduates to possess key cognitive and behavioural skills.

Key words: accounting students; evaluating internship learning; internship; reflective journals
Introduction

Higher education providers are faced with the challenge of producing graduates that meet the
expectations of industry and professional accreditation bodies. These expectations however, are
moving away from a discipline and competency focus, towards a graduate who is ‘work-ready’. In
a competitive marketplace, employers are seeking graduates that not only have technical skills but
also soft skills such as ability to effectively communicate, interact and empathize with client needs
(Hodges & Burchell, 2003). These generic skills are becoming highly sought after qualities and,
according to Goleman (1995) can be attributed to an individual’s professional success or failure
more so than technical skills or intelligence.

According to Stovall and Stovall (2009), given the tumultuous marketplace and decrease in
recruitment numbers from public accounting firms, accounting graduates who are short of these
generic skills, may discover seeking employment opportunities particularly difficult. Moreover,
they suggest that enrolment numbers and the reputation of the institution may be at risk if they
graduate qualified accountants who are not job-ready.

Concerns from employers have been raised whether undergraduate programs are producing
graduates with the necessary skills to support their transition into industry and for their professional
careers (de la Harpe et al., 2000; Kavanagh & Drennan, 2008). Students themselves have reinforced
this concern, reporting their awareness of employers’ expectations and concern that undergraduate
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accounting programs are not doing enough to sufficiently provide opportunities to develop these
‘essential’ non technical and professional skills (Kavanagh & Drennan, 2008).

Very few accounting internships or work placements at the undergraduate level emphasise the
processes and tools of learning for professional development. Many accounting internship
opportunities focus on the development of core technical competencies and short-term training
incentives such as gaining casual employment, even teacher-driven motives such as increasing
students’ appreciation and perception of the lecturer’s role and taught subject matter (Herron &
Morozzo, 2008). While the objective of higher education is to prepare graduates for industry, the
operationalisation of this aim must place an emphasis on lifelong learning and professional
development.

Foregrounding learning and promoting the importance of learning beyond university is missing in
the discourse of higher education, according to Boud & Falchikov (2007). Beyond the walls of
formal education, students must engage in work and life as active learners, ‘they have to determine
what is to be learned, how it is to be learned and how to judge whether they have learned it or not’
(Boud, 2007, p.18). Therefore to best prepare students for the workforce, a new set of work-related
tools must be developed to help students learn and develop professionally.

Through the framework work-integrated learning (WIL), undergraduate programs that combine
practical opportunities while applying classroom learnt knowledge, allow students to develop such
skills as communication, team work and problem solving (Bohloko & Mahlomaholo, 2008). The
authors of this paper argue that it is the combination of practice and application of knowledge,
through the design and structure of a supportive program and the opportunity to reflect on
experience that better prepares students to learn for the long term. This paper presents a unique
internship program for business students, focusing on their learning beyond the classroom and
specifically the evaluation of accounting students’ reflections after participating in the internship.
The authors anticipated that these insights would provide a greater understanding of accounting
students perceptions and learning in the program and add value and feedback to the structure and
intentions of the program.

Unique Internship Approach

The Commerce Internship Programme (CIP) developed and implemented at the University of
Wollongong, Australia, offers a model for enhancing student engagement in learning through
practical experience. Since the programme began in 2008, over 180 students have been placed in
over 40 regional and national organisations. Each semester, while both student and industry
demand has risen, CIP has prioritised quality over increasing numbers indicating the effectiveness
of the CIP model and level of interest and sustainability in community engagement. This
programme is unique through its focus on learning beyond the classroom through its structure,
processes and assessments. The following are key features of CIP:

CIP Stakeholder Model

The aim of the Internship Programme is to provide students with a valuable, professional learning
experience, whereby host organisations offer practical opportunities to apply the disciplinary
knowledge learnt at university. Developed in conjunction with industry, CIP strongly emphasises
meeting the needs of its three stakeholders; the students, industry and the university.
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Students, organisational stakeholders and faculty are strongly linked by the connection to learning
and graduate outcomes. Students are provided with the opportunity for work placement in host
organisations and, in turn, contribute to their host organisation by performing tasks that enhance
operations or project work. The faculty, further informed by current industry experience and
student engagement with organisations, is better equipped to develop knowledgeable graduates as
well as the potential for collaborative research opportunities. Driven by the key attributes of quality,
flexibility and sustainability, the programme further embeds the faculty’s graduate outcomes and
helps to ensure that graduates are socially responsible, innovative, flexible, communicators,
connected, and informed (Faculty of Commerce, 2008).

CIP Processes

The programme is based on of students participating in a 16 day placement at a host organisation
during semester. The placement positions are competitive and require students to apply online for
organisational roles related to their selected discipline. While students are short-listed against a
placement description provided by the organisation, the final decision to offer the student
placement is made by a representative of the organisation based on a formal interview process. This
selection process increases the competitiveness of the placements and subsequently students have
been found to be highly appreciative of the opportunity and motivated to perform well during the
internship. Through the selection of a student and provision of a learning scholarship to the
successful intern, the host organisation is critically engaged in the process prior to the student
beginning work placement.

This competitive process introduces students to an application and interview process that they may
experience upon graduating. For those who are interviewed, being exposed to an industry partner
and preparing for such experience is excellent preparation for the future. All students who apply are
encouraged to learn from the experience through completing a flowchart of reflective questions
available online during the application process.

Professionalism

While the programme is an elective subject and open to second and third year Bachelor of
Commerce students, the activities undertaken in the workplace make real contributions to the
operations of the organisation. Students are expected to behave, dress and act professionally as they
interact with clients and staff. Students are treated as part of the organisational team and included in
social and professional activities during the course of their placement. At the end of the placement
some host organisations have acknowledged the contribution of the interns by taking the students
out for lunch, and in some instances students have been offered full-time or part-time employment
at the conclusion of their placement. While the student has the beneficial opportunity to experience
a professional working environment, the host organisation also benefits from the enthusiastic
student approach to their work, along with positive word-of-mouth generated from regional
networking.

Host organisations are carefully selected by the facilitators of the programme and are invited to host
a student often through referral. Host organisations range from local SME’s, national and
international corporations, local governments and Not-For-Profits. Students are provided a learning
scholarship from the organisation, with the exception of Not-For-Profit organisations, in which case
external sponsors may donate the scholarship.
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Reflection and Assessments

Reflection is critical to professional development and learning from experiences. In higher
education reflective assessments such as a journal can be used to reinforce learning (Beck & Halim,
2008) and meet academic requirements. Reflection allows students to identify links between theory
and practice, and support their learning by transforming tacit knowledge into explicit, codified
knowledge to be shared with others and inform future decisions.

Assessments include a daily e-log, four modules focusing on the workplace environment, team
work, creative and critical thinking; and, a reflective journal. Reflection is taught and discussed
during the first of two lectures. The first lecture introduces reflection and prepares the students for
the workplace covering topics such as equal employment and diversity and code of conduct. The
second lecture at the end of session serves as a reflective time to share learning experiences. All
assessments are submitted online through an e-Learning forum allowing students to submit work
while not on campus. E-readings are available through this site and are selected for their relevance
to the modules, internships and reflective practice. All e-logs are due the Monday after an
internship day which achieves several purposes. It is a timely and flexible way to maintain regular
contact, offer support and feedback, and comment of reflective techniques. This assessment method
allows placements to be conducted while fitting into the student’s current workload schedule.

Supportive Transition

Support is a critical and unique element to the programme, which transitions students into industry
and prepares them for the work force. Within the workplace students are allocated a mentor to
nurture their development. Students are provided with an initial pre-placement meeting at the host
organisation’s premises with the coordinator and workplace mentor. This meeting orients the
student with the organisation and discusses their role in further depth. At this time, formal
agreements are signed by the organisation and by the student, outlining legal obligations, such as
IP, insurance and confidentiality. Throughout the placement, students and CIP coordinator remain
in regular contact through the e-Learning forum, text messages, informal face-to-face discussions
and placement visitations.

Method

The aim of this study was to explore the reflective learning insights from accounting students who
had participated in CIP. Data was collected in the autumn and spring semesters of 2009. The
authors anticipated that these insights would provide a greater understanding of accounting
students’ perceptions and learning in the programme and add valuable feedback to the structure and
intentions of CIP. The disciplines of accounting and finance were selected for the analysis, totalling
16 students. The sample consisted of seven females and nine males of which four students were
classified matured aged (<25 years).

Reflective journals, the final assessment task for CIP, were selected due to their usefulness in
gathering rich self-reported insights into students’ learning experiences (Smith et al, 2007) and
reflections on the underlying dimensions of work practices (Clegg, 2000). Qualitative analysis was
undertaken to discern common underlying themes in the students’ reflective journal assessments.
Responses were coded across the dataset for key terms, expressions or phrases. This technique is
known as “open coding” (Strauss & Corbin, 1998, p. 32), and has been employed in the analysis of
open-ended questionnaires to reveal common themes (Yanamandram & Noble, 2005). The authors
coded the dataset individually to minimise the risk of overlooking important concepts. Collectively
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the codes were then compared and interpreted to identify shared learning insights. The authors
discussed and resolved any concerning expressions by considering the meaning in the given
context, ultimately agreeing on the themes that had emerged in the data.

Results

Through this preliminary investigation, it was revealed that accounting students’ learning pertained
to common areas; workplace preparedness, understanding of accounting principles and taught
concepts, generic skill enhancement and consolidation of accounting as their chosen professional
career. Results also uncovered that reflection in an internship experience has enabled accounting
students to gain another perspective in regard to their competency levels in the accounting
profession, this being the development of much-needed generic skills, such as analytical and critical
thinking, communication, teamwork, technical skills, attention to detail and meeting deadlines.

Workplace preparedness

Students commonly identified themes related to their preparedness for the workplace. As the
following student demonstrates, their learning during this time moved beyond application of
knowledge into workplace practices and insights into organisational culture, “...I quickly found out
that placement was about much more than just the industry | wanted to work in. Placement taught
me about discipline and how to work in a professional environment” (Student 15). This type of
learning can be restricted in simulated classroom activities as the learning this student refers to can
only be derived from a professional context, the richness of which can not be replicated with
teachers and classrooms. Again, this learning prepares students for real work related challenges and
environments which they will be learning and participating in during their professional career. As
one student articulated:;

I perceive one of the major weaknesses of a student leaving and working for an organisation is
the lack of understanding of workplace culture and practices. In undertaking this internship I
have been able to experience the work environment and grasp an understanding of what is
required of me and how to adjust to these new situations. This will benefit me in the long run as
I will be able to adjust to any new organisation more effectively than if I hadn’t undertaken this
opportunity (Student 3).

This insight demonstrates the value of first hand experience in the workplace. This includes the
students’ preparedness for the transition into industry, and, as the last student articulated, for future
changes and challenges. In stating their readiness for the workplace, accounting students typically
discussed their excitement for their career, which was closely followed by motivation and a sense
of ambition, “overall this was a very positive experience and one that has motivated me to push my
limits to fulfil the potential that I possess” (Student 15).

Within this theme also emerged the students’ growing sense of confidence in themselves and their
abilities in the workplace. For example one student reveals a greater awareness of self, through
being supported and encouraged while on placement:

By doing this placement | have also developed a greater sense of self-worth. On the final day of
our placement the finance department took us out for lunch to thank us for our contributions. At
lunch it was made clear just how valuable my contribution was, and | now see that | can
contribute to organisations (Student 3).
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Understanding accounting principles & taught concepts

The second common theme that emerged from the students’ reflective journals was the application
of first year concepts and a general increased understanding of accounting concepts in practice.
During the 16 day internship, accounting students referred to tasks associated with first year
accounting subjects, which are core for all Bachelor of Commerce students to complete in their first
year. Types of activities that were performed on placement that are taught in these subjects include
reconciliations and completing basic financial reporting. This provides assurance to teaching
practices, that first year subject content is related to graduate level industry practices. However all
students performed roles on placement that were not directly linked to a subject, such as
networking, presenting, data gathering and customer service. The following student identifies how
the placement has modified their professional accounting paradigm;

The underlying assumption with most accounting jobs from an individual’s perspective is that
it’s virtually all number crunching, however... within public practice the roles are quite
diverse... [as in] the particular roles I’ve done within the organisation (Student 1).

The reflective journals also revealed that for many students, the internship provided a ‘light-bulb’
moment, where connections were made between text book terms or practice set book activities, to
how they translate in the workplace. This new information has provided them new insight on their
studies, “I have learned that it is important to understand why I am being taught what I am”
(Student 15). Another states, “I have realised that it’s not the grades that matters most, but being
able to understand what you are taught and apply it in real life” (Student 7). Comparisons where
also made between learning paradigms at university and in the workplace, “I was able to appreciate
the difference from just memorising to understanding when it comes to learning. Which at times,
especially in the case for studying for an exam, it is usual to just memorise concepts, however by
completing projects/tasks while at the internship | have been able to appreciate why understanding
a concept is more important” (Student 11).

Generic skill enhancement

The third common theme was the identification of generic or ‘soft’ skills, more commonly those
skills which were not technical or related to discipline knowledge. From the range of generic skills
reflected on, team work skills and communication skills were the most prominent. Although team
work was a module which formed part of the students assessment, when discussed in the reflective
journals the reflections were personalised and a few drew a comparison to group work at university,
“the team experience in a professional setting was quite different [from university]... I was not able
to complete a team project by myself as this was not only too broad and difficult, but it required
specific knowledge which was beyond my grasp and expertise” (Student 2). Similarly, another
student discovered, “the more time I spent at the internship I realised that I did not have to only rely
on myself and that in fact I needed to use the team to assist” (Student 10).

Many students reflected on a general enhancement of their communication skills due to the new
work context and the challenges this presented. Communicating and interacting with a new group
of people, including mangers, CEOs and clients, offered opportunities to grow these new skills
while overcoming personal barriers, “Even though I had previously possessed these through work
experience at McDonald’s and by becoming a PASS leader, I believe that the internship allowed me
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to enhance these skills as it forced me out of my comfort zone. For example, meeting senior
partners and managers was extremely intimidating for me on a personal level however | was forced
to adapt to this as | was required to interact with them constantly in order to perform my tasks”
(Student 3). Aligned with an increase in new skills is also an awareness of a growing confidence
level and a new approach to being productive in the work place, “At the start of the internship | was
very quite, independently and conscientiously moving through the work and waiting for more work
to be assigned, as | became more confident | began proactively requested and suggesting work, but
given my nature | had to push myself to be more forward or self promoting” (Student 10).

Consolidation of chosen profession

The fourth common theme that emerged from analysing accounting students’ reflective journals
was the reassurance of their chosen discipline and career direction. For example, this student was
able to confirm their choice of profession and be exposed to a new industry sector from their
internship placement, “...not only has my overall experience reinforced that [ have chosen the right
career path, but it has also provided me an opportunity to see how well | would fit into the public
sector” (Student 2). Confirmation of chosen profession has also been linked to greater motivation
towards entering the workforce and for university studies;

“After working in the field that I have been studying, by belief that | have chosen the right career
path has been reaffirmed. | have thoroughly enjoyed my time performing accounting practices and
solving problems with my industry knowledge. By knowing that this is the course for me | am more
motivated to work harder and achieve higher” (Student 3).

In addition to motivation, students perceptions of their employability and competitiveness in the
marketplace has also been modified, “Having this experience will help me further my career
prospects because it has given me experience in my industry, which will be vital in securing an
accounting job as it makes me more employable and qualified to take on a graduate role” (Student
11).

Beyond Textbook Learning

Undergraduate accounting students often make the decision to pursue an accountancy career
without direct experience in the profession (Herron & Morozzo, 2008). The Commerce Internship
Programme presented here provides students a supportive transition into industry, exposing them to
real life conditions and professional experience. It allows students to experience similar selection
processes that they will be confronted with when placing themselves in the market for employment.
It offers reflective assessments to self-assess their aptitude and motivation towards their chosen
career path and their personal development. This knowledge and preparation while an
undergraduate is essential in grounding student perceptions of industry and can have positive
results such as increased motivation and understanding in class.

The learning that takes place in industry can be different to that experienced in formal education
situations such as high school and university. This experience can inform student perceptions,
“Before undertaking the internship I had a fear that I wouldn’t enjoy the practical side of
accounting as it is one thing to study the concepts in theory however when it is put into practice
within the workplace it can be completely different” (Student 11). Industry experience may also
challenge their assumptions, “It has also assisted me in realising accounting has a greater
application on society than initially presumed” (student 14). It may provide them with a new
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learning style, “I believe doing an internship has been an invaluable experience because I was able
to learn things that cannot be learnt from reading a text book. | was able to discover new learning
methods and also reinforce existing ones” (Student 6). Finally, it can provide value that may not
have otherwise been experienced, “Personally, this internship has given me the best possible
experience in my university life” (Student 4).

Conclusion

Higher education must manage the challenges presented to them, concerning changes and
expectations in industry, along with adequately preparing students to meet these demands. Beyond
the institution, students will be learning a different way to how they are currently learning
knowledge and skills. Without teachers and textbooks, students need to learn skills that enable them
to be productive in their professional development and towards lifelong learning.

While the results presented in this paper concern accounting students, further research could
investigate the learning outcomes of additional business disciplines. The sampling method utilised
may present as a limitation of the paper, however the authors intend on using this as a comparative
basis from which a longitudinal study may be carried out. The Commerce Internship Programme is
also unique to the study and alternative WRL programs could be also be of interest in relation to
reflective learning and learning that occurs beyond the textbook.
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Reflection is widely used in experience based learning (Moon, 2004). A review of the literature reveals limited
empirical evidence for the correlation between reflection and positive student learning outcomes. A substantial
body of anecdotal evidence, together with evidence based on student satisfaction and self-reporting, indicates
the value of reflection for learning. This paper systematically explores existing evidence for the practice of
reflection and presents strategies for learning and teaching of reflection in the context of experience based
learning. Models informed by theory and developed as a result of this research are introduced.
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Introduction

By three methods we may learn wisdom: First, by reflection, which is noblest; second, by
imitation, which is easiest; and third by experience, which is the bitterest (Confucius, 551-479
BCE).

Learning through participation, commonly referred to as experience based learning, is perhaps the
earliest and most prevalent form of human learning. It is increasingly used in higher education to
develop professional practice (McAlpine and Weston, 2000), prepare students for work (Smith et
al, 2009, Watts, 2006) and encourage social responsibility through what is often termed service-
learning (Holland and Ikeda, 2004). The literature supports the Confucian perspective that learning
may occur through reflection, imitation and experience, all of which are possible through
participative learning. Learning through reflection on experience is widely reported in the literature
with many authors (Boud, Keogh and Walker, 1985; Bringle and Hatcher, 1999) arguing that
reflection may be required to elicit the rich learning potential of participation. This paper explores
the evidence that well designed and aligned reflection may underpin and synthesise learning
through participation (which may involve imitation and experience).

Background

A literature review was undertaken in preparation for Macquarie University’s Participation and
Community Engagement initiative (PACE). Macquarie University is a large, single campus
metropolitan university in the process of establishing its PACE initiative in response to the
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University’s undergraduate curriculum renewal program (2008-2009) and the objective to produce
ethically engaged graduates in local and global communities (Macquarie University, 2010). The
new curriculum will, by 2012, require all undergraduates to complete Participation (PACE) units as
part of their study program. PACE units will be required in all disciplines, may be drawn from the
range of experiential learning modalities and are analogous to the work related learning activities
offered by many universities that may be termed: work-integrated learning, work based learning,
collaborative learning, service learning, career development learning, experience based learning,
internship and practicum.

Given the widespread use of reflective practice in learning through experience, we sought to
explore this underlying assumption that reflective practice has positive outcomes for learning. The
aim was to locate the evidence and learn from the experience of others. Three research questions
were developed to guide this process:

- What is reflection?

- What is required to develop reflective capacity?

- What is the relationship between reflection and learning through participation?

This paper presents key findings from the resulting literature review related to questions one and
three, together with models that outline the roles of reflection and principles for aligning reflection
for learning through participation. A separate paper on scaffolding reflection for learning through
participation will explore the substantial literature related to research question two on what is
required to develop reflective capacity.

Method

The literature review comprised comprehensive, but not exhaustive Boolean searches through the
data bases: ERIC, British Education Index, Australian Education Index, Informaworld,
EBSCOhost, CSA illumina, SpringerLink, Google scholar, Oxford Journals online, Cambridge
Journals online, Sage journals online and Informit. Key words and phrases relating to reflection
were used initially to define reflection on a macro level: critical reflection, transformative
reflection, premise reflection, critically reflective practice, reflective writing and typologies of
reflection.

The search was then refined to focus on reflection in the context of participation-type learning
experiences (using terms listed above) and the application of reflection in practice including
learning and teaching (scaffolding) the skills of critical reflection. The search now included: critical
reflection, critically reflective practice, reflective learning, reflective judgement, reflexive learning,
metacognition, critical thinking, transformative learning and scaffolding critical reflection.

Additionally, articles cited in the literature were sourced, and seminal works and prominent
researchers in the field canvassed. Current literature, primarily writings from this decade, was the
focus of the review whilst acknowledging and incorporating earlier seminal works such as
Brookfield (1995); Mezirow (1991); Kolb (1984) and Schon (1983). The refined literature review
focussed on identifying qualitative and quantitative research that would provide a body of evidence
to establish the effectiveness of reflection in higher education.
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Defining reflection

The literature does not reveal an agreed definition for reflection. An analysis of different
approaches to reflection provided by Rogers (2001) identified that ‘no fewer than 15 different terms
were used to describe the reflective process [and that] the term reflection is used as a noun, a verb,
an adjective, a process and/or an outcome’ (p.40).

The UK Qualifications and Curriculum Authority (QCA) provided a definition of critical reflection
in the context of National Standards for Key Skills that emphasised the role reflection may play in
learning in the UK context:

Critical reflection is taken to mean a deliberate process when the candidate takes time, within the
course of their work, to focus on their performance and think carefully about the thinking that led to
particular actions, what happened and what they are learning from the experience, in order to
inform what they might do in the future (King, 2002, p.2).

Although the language differed between the many typologies, taxonomies and approaches to
reflection, most authors agreed that not all reflection is critical reflection and that critical reflection
is a higher order skill that is challenging to teach and learn (Jay and Johnson, 2001; Larrivee, 2008).
The very notion of reflection presupposes students have the capacity to engage in introspection and
open-minded self- analysis of their own beliefs and knowledge. The capacity for critical reflection
is therefore said to be associated with higher order cognitive processes of self-regulation and
metacognition (Paris and Winograd, 2003). The ability to critically reflect is also associated with
the higher levels of learning in taxonomies of learning objectives such as Bloom’s (1956, revised
by Anderson et al, 2001) taxonomy and the SOLO (Structure of the Observed Learning Outcome)
taxonomy (Biggs and Tang, 2007) in which the process of reflection is described as ‘indicative of
the highest extended abstract level of learning’ (King, 2002, p.3).

Larrivee (2008), whose focus was on developing critically reflective practice in student teachers,
noted that the term critical reflection had the ‘most consensus in the literature as a level of
reflection examining ethical, social, and political consequences of one’s practice’ (p.343). This
definition with its emphasis on examining, perhaps confronting, implications of one’s practice
offers potential for students to challenge their underlying assumptions, values and beliefs. Such a
process, founded in the deeper practice of critical reflection, is essential to transformative learning
(Mezirow, 1991; Boud, 1994 and Dirkz, 2001) as it may lead to changes in students’ meaning
schemes or world views, precursors for behaviour change.

Reflection may be differentiated by levels (from merely reporting to critically reflecting), focus,
source, perspectives or lens (Brookfield, 1995). The deeper levels of reflection that may be
achieved through critically reflective practice are presented in the literature as higher order
cognitive processes and skill. Additional influences in reflection, and therefore its role in learning
through participation, include: situation (reflecting for, in or on action), context, content, time,
process, practice, dimensions, spheres, mode of expression or communication. Depending upon the
interaction and the degree of alignment, reflection may or may not contribute to academic learning,
professional skills, graduate capabilities or attributes, transformative or emancipatory learning and
may or may not challenge assumptions and beliefs and prevailing social, cultural, political and
environmental paradigms and meaning schemes and perspectives. The nebulous and all-embracing
nature of reflection adds challenging dimensions to any discussion on the role of reflection for
learning through participation.
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What the studies reveal

Although the use of reflection in higher education is well documented and anecdotal evidence,
student self-reporting and small case-based studies are widely reported, empirical evidence for the
efficacy of the relationship between reflective practice and learning outcomes is not widely reported
in the literature. Analysis of the literature revealed a tendency for researchers in the field to write
with the assumption that reflection works, without providing evidence for the basis of that
assumption. The theoretical basis for reflection was not readily apparent in the literature. Reflection
is thus judged to be a conceptual framework rather than a theory. A theory can be tested. A
conceptual framework can be judged, for example, in terms of its scope, its logical characteristics
and whether or not it stimulates further work based on its concepts. On these terms, reflection is
evidently a success as it continues to generate ongoing enquiry.

Of the nearly 60 studies related to reflection and participation which were reviewed by the authors
(@ full list is available from http://www.mq.edu.au/ltc/projects/curriculum_renewal/pace
_resources.htm) only a small number comprised large-scale, longitudinal research. The largest of
the studies with more than 22,000 students sampled over five years identified reflection as an
important contributing factor for learning through service (Astin, VVogelgesang, lkeda and Yee,
2000). Other studies develop models that support reflective skills development and reflection in
practice: Correia and Bleicher’s (2008) six year study resulted in four steps to guide reflection
using connections and reflection markers; and Eyler and Giles, (1999) developed the five C’s for
effective reflection (connection, continuity, context, challenging, coaching). A twelve year study
that focussed on service learning (Kiely, 2005) resulted in the development of ‘A Transformative
Service-learning Process Model’ (p.8). Students reported higher than average satisfaction with
modules that introduced critical reflection (Rothwell and Ghelipter, 2003) yet in this study of more
than 6,000 over four years it was not possible to ascertain how many students achieved single loop
learning or paradigm shifts through critical reflection (p.251).

Limited empirical evidence was offered otherwise, with single iterations and small samples
predominant. Many studies that outlined useful steps and guidelines for scaffolding or designing
reflection, for example, were based on student satisfaction or self-reporting on learning, perception
or practitioner action research that have not been replicated. Whilst acknowledging that only
limited empirical evidence existed, Eyler (2002) cited situated cognition, problem-based inquiry
and adult cognitive development as areas in which research had shown a link between reflection
and learning.

Emergent Themes

The review of the literature on reflection was judged for its relevance to learning through
participation. As a result approximately 25 key readings were explored to conceptualise themes.
The three themes that emerged were:

- reflecting for learning through participation;
- the learner and reflection; and
- teaching reflection.

This paper presents findings on the first two themes, with the discussion of the third theme the
focus of a separate paper on scaffolding reflective skills for learning through participation.
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Reflecting for Learning Through Participation

Evidence to support the use of reflection for learning through participation is found in the work of
McAlpine and Weston (2000) who developed a model of the metacognitive process in (teacher)
reflection, based upon six exemplary teacher case studies. They concluded that the evidence
showed reflection as a mechanism for the construction of knowledge from experience although this
knowledge did not necessarily lead to behaviour change (better teaching) or link to student
learning. Practice and feedback over time are considered necessary to move from ‘better thinking’
to ‘better action’, reinforcing the findings of other studies that identified the importance of regular
feedback and formative assessment for scaffolding critical reflection skills (Bain, Mills, Ballantyne
and Packer, 2002; Mabry, 1998; Power, Clarke and Hine, 2002; Stupans and Owen, 2009).

A direct link between critical reflection and behaviour change was identified through research in
the health promotion field by McWilliam et al. (1999). They found that patients who participated in
facilitated critical reflection on health and life showed significantly more positive results on a
number of indicators than the control group. Most results were maintained after one year. What was
not clear was the impact of the contextual nature of the reflection, in that patients’ health and
quality of life was at stake and their behaviour change led to direct, personal rewards. The authors
note that learner motivation and self-regulation are key components of sustainable behaviour
change.

Conversely, Nikolou-Walker and Garnett’s (2004) research into students' and employers'
perceptions of the advantages and disadvantages of reflective practice to professional development
in a work-based learning context concluded that despite good intentions ‘no tangible evidence
remained at the end of the process as proof of change in terms of the participants' approach to their
working and/or personal lives’ (p.306). A study into the development of reflective learning with
management students in the UK and Israel (Rothwell and Ghelipter, 2003) could not ascertain how
many students achieved the paradigm shift that could be achieved through critical reflection.

The research reviewed is inconclusive in establishing a relationship between reflection and learning
through participation, presenting limited empirical evidence or theoretical underpinning to support
the efficacy of reflection in higher education learning. Practice, as reported in the literature, is quite
opposite with an almost universal application of reflection to experience based learning situations,
widespread practitioner acceptance, positive anecdotal evidence and perceptions. It appears that
practitioners are drawing on their “felt knowing” (Gendlin, 1968 and Walkerden, 2009) to justify
their commitment to the elusive approach that is reflection.

The Learner and Reflection

The learning and teaching of critical reflection are the subjects of a significant proportion of the
research into reflection reported in the literature. This section briefly outlines findings on how
learners engage with reflection and is offered as a context for examining the role of reflection for
learning through participation.

Not all students are naturally critically reflective, but students can be supported in developing
reflective skills (Moon, 2004 and Larrivee, 2008). Some may struggle to learn to reflect beyond the
most basic, descriptive level. A relationship between approaches to learning and level of reflection
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was indicated by Leung and Kember (2003) who concluded that the higher the order of reflective
thinking, the stronger the relationship with deep approach [to learning] (p.66). Not all students are
deep learners in all contexts (Biggs and Tang, 2007). Students can be supported to reflect, to take
their reflections and thereby their approach to learning to a deeper level. Learning through
participation offers one of the entry points for students to engage with this interactive process of
reflection, learning, approaches to learning and participation.

There exists a diverse range of tools for reflection. A common tool used to support student
reflection, and thereby learning, is the reflective journal. These may be difficult to use, time
consuming to maintain and students may limit the openness of their reflections if they think their
teacher may read them. Indeed, Pierides, Lemon, Wear, Knowles, and Fiford, (2006) found that
students loathed reflective journals considering them cumbersome and untruthful. They suggested
online discussion groups may lead to working with the collective consciousness, an intriguing
concept for its potential to open students to multiple ways of knowing (Heron, 1992; Yorks and
Kasl, 2002). Other technological options such as online journals and learning portfolios, blogs and
chat rooms (Bosley and Young, 2006, Nickles, Schwonke, Berthold and Renkl, 2004) are widely
discussed in the literature as are analytical tools such as force field (Lewin, 1939), critical incidents
(Whiteford and McAllister, 2006) and scenarios (Santoro and Allard, 2008). Creative approaches
may suit some students and disciplines: imagery and the visual and literary arts has been used to
develop a reflective landscape for students of human geography (Mclintosh, 2008); poetry and art to
develop nurses’ reflective practice (Newton, 2004) and digital video to scaffold and assess
reflective thought (Petrosino and Cunningham, 2003, Rhine and Bryant, 2007). Approaches that
provide learners with the opportunity to reflect on emotional experience contribute to whole person
learning through the exploration of felt experience (Yorks and Kasl, 2002) which may lead to
explication of felt or implicit knowing (Gendlin, 1968; Walkerden, 2009). Any tool chosen needs to
acknowledge and respond to disciplines in their diversity of conventions, protocols, practices and
approaches to reflection (Kreber and Castleden, 2009).

English language fluency, a factor in students’ ability to express the level and depth of their
reflections, may also hamper their ability to understand the complexities of critical reflection and to
make the subtle distinctions that are required to learn to critically reflect. An implication is that
there is no communication medium that will suit all students and this is important when considering
the assessment of student reflections.

The studies reveal that while not all learners are, by default, reflective, they can be supported in
developing the skills of reflective practice. This support may be in the form of reflective tools, and
additional support may be needed to cater to diverse learning approaches, for example, for students
from didactic learning cultures (Rarieya, 2005; Rothwell and Ghelipter, 2003).

Applying reflection to learning through participation - learning from the
literature

The literature describes many applications of reflection to learning through participation. From the
literature we learn that there needs to be clarity around any role that reflection plays. This clarity
can be achieved through an aligned curriculum design process. We have developed two models to
support positive student learning outcomes from reflection for learning through participation.

Three roles for reflection in learning through participation
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The first model classifies the many applications of reflection into three defining roles of reflection
for, and in, learning through participation. Reflection is recognised as having a role in academic
learning, in skills development and for lifelong learning (Figure 1).

Reflection has an important role within academic learning. Pivotal to this role is the concept of
praxis (Habermas, 1973) whereby reflection provides an avenue for applying theory to the practice
that is explored through an authentic participatory learning experience. A range of skills can be
developed through reflective practice in participation units. These include higher order thinking and
metacognitive skills and traditional and creative communication skills, all of which are foundation
skills for academic and lifelong learning. The roles of reflection are not discrete. Rather, we intend
that they be approached from the perspective of a learning system with each role treated as
interrelated, and the learning opportunities identified within the roles as interchangeable,
responding to the context and intended learning outcomes.

Figure 1. Three roles of reflection for learning through participation Aligning reflection for
learning through participation

Intended (academic) learning Higher order thinking skills:
outcomes ; L
: critically reflective thinking
b e o :
/[-\ppll(:?ttun of theory to practice metacognition
(praxis}

Evidence of learning Communication skills:
Assessment (for learning) reflective writing

Connecting course, experience S < creative expressions of reflectior
and future work {(authentic Academlc Sk|"$

learning)

Learning Development

Lifelong
Learning

Professional practice

Career development learning
Graduate capabilities / attributes
Transformative Learning

Whole person learming

Unintended learning outcomes

The literature presents disparate guidelines and strategies for effective curriculum design for both
reflection and learning through participation. A key message emerging from the literature is the
importance of creating an effective climate and context for reflection by being clear about intent,
purpose, meaning and expectations to support the student experience and reflective ability (Boud
and Knights, 1996; Bringle and Hatcher, 1999; Kolb, 1981; McNamara and Field, 2007).
Conversely, an absence or lack of clarity will detract from student learning. Two concepts, pivotal
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to achieving clarity, are alignment and transparency. Alignment of curriculum, reflection and
experience is key to effective curriculum design and thereby reflection, whilst transparency is a
process whereby students develop a shared understanding of what is being asked of them as
learners in relation to reflection. We have termed the synergy created by the two concepts
(recognising the work of Biggs and Tang, 2007) transparent alignment of reflection to experience.

Our second model offers a synthesis of the key principles and elements of good practice (informed
by works such as Boud and Knights, 1996; McNamara and Field, 2007; and Stein, Isaacs and
Andrews, 2004) for curriculum design for reflection in participation units (Figure 2). These
principles of intent, expectations and authenticity are not independent. They are interconnected and
interdependent, and each element needs to be elucidated and understood by teachers and learners
for reflection to be utilised effectively in learning through participation. We conclude that if the key
principles are used to guide curriculum development and align reflection, then learning through
participation will be enhanced.

Figure 2. Aligning reflection for learning through participation: Principles, elements and
reflective prompts for curriculum design

Principle Element Reflective Prompts

« What is the purpose of the experience?

I » Intended learning outcomes « Inwhat ways are reflection and the experience
nte nt specified aligned with the core structure of the curriculum
: i ] vith 7
+ Experience linked to course {e.g. learning and teaching activities, content):

+ How does reflecting on the experience contribute to
the intended learning outcomes?

[ » Reflection defined + What is meant by reflection in this context?

L
!
4 « Assessment criteria/rubric

1 + How will it be assessed?
!~ Expectations  cpiored
o Satadi « What is the weighting (proportion of marks) that
I + Importance communicated via will be given to reflection tasks?
i weighting /allocation of marks :
,Iv
.\'.
N 7% + Reflection and assessment + How do the reflection and assessment tasks relate
Authentlclty learning activities relevant to the course and the experience?
and clearly linked to course

and experience + How do they contribute to authentic learning?

Following the application of the principles to curriculum design, a reflective approach to defining
the elements of curriculum design is encouraged to achieve transparent alignment. A series of self-
reflective prompts that are grounded in the literature has been developed (Figure 2). These prompts
are designed to be used by all participants in the learning process, that is, by teachers, by students
and by workplace supervisors. The prompts aim to engage participants in a process of refining and
aligning reflective activities and thus to achieve a shared understanding of expectations of intended
learning through the participation experience.
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Summary

The original intent of the literature review was to systematically identify evidence for the role of
reflection for learning through participation. The research reviewed is inconclusive in establishing
the relationship between reflection and positive student learning outcomes, presenting limited
empirical evidence and theoretical underpinning to support the use of reflection in higher education
research. However, the broad, diverse and prolific literature provides evidence of the practice of the
application of reflection for learning through participation. This practice defies common academic
protocols of research informed teaching; instead relying on evidence from practice, an almost
universal application of reflection to experience based learning opportunities, widespread
practitioner acceptance, positive anecdotal evidence and positive student perceptions.

From the literature we learn that reflection as a practice that supports learning through participation
is valued. Our analysis classified these many applications of reflection into three themes, of which
two were discussed. The first theme of reflecting for learning through participation established that
reflective practice for learning through participation has the potential to encourage student
engagement in deep learning (Leung and Kember, 2003) that may be transformative in nature. The
second theme of the learner and reflection established that the ability to reflect is not innate, but
may be learnt. This learning needs to consider issues of diversity, which may in part be addressed
through multi-media and technological approaches to exploring and expressing reflection.

Establishing an effective climate for reflection begins with clarity around any role that reflection
plays. Three defining roles of reflection for learning through participation are offered after analysis
of the literature: academic learning, skills development and lifelong learning. A model for
clarifying and working with these roles was proposed as a learning system in which the learning
opportunities within each role are interchangeable and positioned depending on the context and
intended learning outcomes. Two concepts pivotal to achieving clarity that emerged from the
review of the literature were alignment and transparency. We learn that alignment of curriculum,
reflection and experience is fundamental to effective curriculum design for the application of
reflection to learning through participation and that a transparent process of developing shared
understanding of what is being asked of students as learners in relation to reflection is important in
establishing an effective climate and context for reflection. We termed the synergy offered by these
two concepts transparent alignment of reflection to learning through participation and offered a
model to describe the interconnected and interdependent principles and elements for effective
curriculum design for reflection in participation units. Reflective prompts were suggested for
discussion between students, teachers and workplace supervisors to develop transparent alignment
and shared understanding of intended learning. After careful consideration of the evidence we
concluded that if the key principles are used to guide curriculum development and align reflection,
then learning through participation will be enhanced.

This initial exploration of the role of reflection in learning through participation indicates positive
trends and relationships. These relationships exhibit a high level of complexity due to the multi-
dimensional and interdependent range of variables involved. This paper concludes with a call for
robust research evidence on the role of reflection in learning through participation. A challenge will
be the development of a theoretical model that encompasses the many variables, relationships and
dimensions of reflection and learning. In response, the authors are in the process of designing an
ecological or holistic, systems-based approach to reflection that we have titled Ecology of reflection
(Harvey, McMaugh and Coulson, 2010).
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Engaging Career Development Assessment: Maximising
Learning in the Workplace

ANGELA DRESSLER
Victoria University

Background: Career development is the focus of the placement program for Sport and Recreation Management
degrees in the School of Sport and Exercise Science at Victoria University. Considerable foresight and initiative
since 1996 has seen a traditional fieldwork program be transformed into a leading career development teaching
and learning model utilising an existing placement program. Throughout the years a regular cycle of activities
characterized by reflecting, planning, doing, reviewing and improving the program has ensured a flexible yet
challenging framework to encourage students to become proactive and autonomous career builders whilst at
university. The Career and Professional Development Program is embedded as core curriculum during the
second and third year of the degree. It incorporates a number of linked components all working together to
create a career culture that facilitates student career maturity and equips them to self manage their own career
using key career development competencies.

Table 1: Overview of Career and Professional Development Program

Regular Communication with students:
1. Weekly emails offering placements or jobs opportunities.
2. Access to placement ideas and contacts at an online placement management system.
3. A monthly inspiring newsletter

Face-to-Face 30 hours in second year >
18 hours in third year Embedded Career Development Curriculum

Two Placements 70 hours in second year = 175 hours in third year
12 month industry based Mentoring Program starting in final semester

Opportunity to apply for several competitive Paid Internships in final year of the course

Overview of Issue: The Career and Professional Development (CPD) program is student centred and designed
to overcome the personal career and employability issues most university students face - lack of clarity
regarding career direction, no substantial course related work experience and inadequate skills to effectively self
market themselves.

Discussion: All assessment activities in the program are designed to motivate students and increase their
knowledge. Assessment is a combination of experiential and academic experiences to advance student’s ability
to manage their own career development. A wide variety of assessment tasks are used throughout the program
to bring students into career maturity and engage them with the learning required to become effective career
builders in the 21* century. This paper will outline the types of assessment undertaken by students in the second
year of the program and the rationale for each assessment activity.

Conclusions: Assessment assists students to grasp how learning in the workplace activities will assist them to
launch fulfilling careers. Through the assessment tasks students become proactive career builders who initiate
personal leadership regarding career establishment, whilst a student.

Keywords: Career development, assessment, engagement, student-centred, career placement
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Introduction

From the students’ perspective the primary objective of their education is to enhance personal
employability to guarantee a rewarding career future. Simultaneously, there is now agreement in
education and government circles that career development learning to enhance employability is
included as part of core curriculum in higher education. Organizations ranging from the Australian
Learning and Teaching Council and the National Association for Graduate Careers Advisory
Service (Smith et al., 2009), and the Organization for Economic Co-operation and Development
(Career Guidance: A Handbook for Policy Makers, 2004) are stressing the need to prepare students
for the 21* Century career paradigm. In the new paradigm workers manage and drive their own
career development including advancement, learning and career change (McMahon, Patton, &
Tatham, 2003). For university students the ability to understand and apply career development
principles, knowledge, skills, attitudes and experiences is now recognized as essential to transition
from university and succeed in the future world of work.

To ensure a successful transition from university to work for students in the Sport and Recreation
Management degree at Victoria University the Career and Professional Development Program
(CPD) is designed to overcome the personal career and employability issues most university
students face. They are: lack of clarity regarding career direction, no substantial course related
work experience and inadequate skills to effectively self market themselves. These three legitimate
real life concerns for university students are the themes driving all learning and assessment within
the Sport and Recreation Management CPD program. (See table 2: Overview of Assessment tasks
for Sport and Recreation Career Development 1).

In this discussion paper the following definition of employability provided by Yorke (2006) is
implied.

Employability is taken as: a set of achievements — skills, understandings and personal attributes —
that makes graduates more likely to gain employment and be successful in their chosen
occupations, which benefits themselves, the workforce, the community and the economy (p.8).

Overview of Career and Professional Development Program

The CPD program incorporates embedded career development curriculum in second and third years
of the degree as part of core curriculum. Career development learning occurs within lectures and
tutorials and is linked to compulsory student centred career placements. As suggested by their title,
career placements are focused on the student’s personal career exploration and advancement. The
students select, source and establish their own career placement completing a compulsory 70 hour
placement in second year and a 175 hour placement in third year.

Career development curriculum is embedded within the second and third years of the degree to
ensure learning is effective and sustained. This is supported in the literature from a social and
cognitive psychological perspective as proposed by Yorke and Knight (2006a). Enhancing
employability and learning for lifelong success using career development knowledge, skills and
attitudes takes time. It will also require ongoing practice, application within more than one
authentic work and networking situation and repetition of the concepts by a passionate career
educator. Gradually students understand the significance and benefits of career development
learning to their future.

CPD curriculum and placements are supported firstly by a monthly “CPD Inspire” newsletter
containing student success stories concerning placements and career development. Students receive
this monthly newsletter via email throughout their entire degree program. Each edition contains
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several stories and photos of graduates with exciting jobs in sport and recreation to motivate current
students regarding the impact and value of career placements for graduate employability. Many
positive comments from students and fellow staff regarding the newsletter confirm that CPD
Inspire has raised the profile of placements amongst students and colleagues.

Secondly, and also throughout their degree program, all students receive regular weekly emails
recruiting them for placement or paid work opportunities specifically in the sport and recreation
industry. For example, between January and December in 2008 a total of 409 emails, offering
discipline related opportunities for placements or paid work were sent to students and alumni of the
School of Sport and Exercise Science. Students are encouraged during career development tutorials
and lectures to take up extra placement or part-time work opportunities in addition to the
compulsory placement components of their course. They are taught to continuously expand their
work experiences with the intention of building achievements or accomplishments for self-
marketing activities such as their resume or during job interviews. This emphasis is supported by
the view in literature that employability is the result of the students’ ability to develop
achievements that are proven by credible claims (Yorke & Knight, 2004).

As a consequence of the regular communication using the CPD Inspire newsletter and recruitment
emails a career culture is generated that supports the emphasis on achievements and facilitates
student understandings of how to improve their employability. During the students’ entire time at
university this communication continuously reminds them to think about and take actions for
personal career development and management.

The third way curriculum in career development is supported is through the provision of two
additional programs. The first, offered in the final semester of the course, is an internship program.
Each year several student interns are paid around $7,500 to work for 340 hours in local or state
government leisure service departments to complete significant projects. Internships are
competitive and students apply for an internship as they would for a job. Since 2003 41 internships
have been sourced by the CPD coordinator totalling around $300k in salaries for student interns.
The second program, also in the final semester of the course, provides students with the opportunity
to be mentored by a professional member of Parks and Leisure Australia. A mentoring relationship
is established via a graded assignment. Subsequently the mentors are willing to mentor and offer
support to students for 12 months as students transition from university into the world of work.

The CPD program learning, placement experiences and four supporting initiatives described above
are provided to motivate and facilitate career development for each student and advance their
employability upon graduation. In particular the career placements play an important role in
development of each student’s employability. During CPD classes and on CPD written resources
career placements are presented to students using the metaphor of an expensive sports car with the
caption — “Career placements are the vehicle we provide for students to drive to their career
destination” (Dressler, 2010). Most students comprehend the importance of relevant industry
experiences to their employability. Consequently they enthusiastically engage with their placements
and internships to successfully bridge the employability gap between positions that do not require a
degree to employment considered appropriate for university qualified graduates but difficult to
obtain without relevant experiences.
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Sport and Recreation Management Career Development 1

The CPD unit discussed in this practice based paper is titled Sport and Recreation Management
Career Development 1 and is offered in first semester of second year in the degree. The unit
incorporates delivery of career development curriculum through 30 hours of lectures and tutorials
which is linked to a 70 hour industry career placement. The approaches to assessment practice
utilised in the unit are explained below.

Assessment is a Vehicle to Facilitate Career Maturity

In the context of this article student “career immaturity” is defined as:

The student’s limited awareness of the benefits to be gained from career development activities
for one’s future career prospects.

An inability to prioritise career development as important whilst a student

If career immaturity is not addressed early in the course students have a tendency to undervalue
career placements and focus on gaining good grades in their discipline units, leaving career
development until the end of their course. This “late onset of career maturity” leaves students at a
disadvantage when seeking employment after graduation. Fortunately assessment drives learning
(Chalmers, 2007) and also facilitates career maturity. Assessment and gaining good grades
motivates students to take action. As Yorke and Knight (2004) have stated assessed tasks convey to
students where they should invest effort, what is important and what counts in the curriculum.
Therefore assessment is used in the Sport and Recreation Management Career Development 1 unit
(CPD 1) to bring about a paradigm shift in student thinking that sets in motion career maturity. The
criterion for selection of assessment activities in CPD 1 is that assessed activities provide student-
centred opportunities to personally experience the process and benefits of career development.

In the words of Yorke and Knight (2006) “Employability can be enhanced through personal
development planning, but success will depend upon the extent to which students see a “pay-off”
for the efforts that they put in.” There are a number of benefits with “pay-off” from engagement in
career placements that are emphatically and repeatedly promoted to students. Benefits for career
development and improved employability are:

(1) Gaining course related work experience to build achievements or accomplishments for
self-marketing activities such as the resume, job interviews and the one minute career pitch.
As Krumboltz (2009) states instrumental learning experiences occur when individuals
observe the consequences of their own actions.

(2) Establishing long term helpful career networks for the future
(3) Exploring careers and possibly discovering and deciding on a career direction

(4) Gaining important insights that motivate students to take actions to improve their
employability early in the course. Having personally experienced the benefits of gaining
relevant work experiences, students recognise that it will be problematic to leave aspects of
career development work until the end of their course. They come to appreciate how
limited work experience, achievements, accomplishments or networks may affect their
ability to gain significant course related employment when they graduate. Career
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placements are recognised as a solution to this foreseeable problem facing many university
students when seeking employment at the end of their degree — no substantial sport and
recreation industry work experience or achievements.

(5) Increasing the chance of gaining employment through happenstance or planned luck.
(Krumboltz, 2009). For example, being in the right place at the right time. Career
placements are presented as potential opportunities for students to be recruited for part-time
or full-time employment in the sport and recreation industry. The concept of happenstance
is discussed in depth later in this paper.

(6) Significant gains in career self-efficacy and sense of a professional identity (Scott &
Ciani, 2008)

As previously mentioned students tend to be career immature in first semester year 2 of their
degree. They require passionate, qualified career development lecturers to call their attention to all
of the above career development and employability benefits who articulate and strongly emphasise
the above points many times using different pedagogical methods. Students will maximise how
they use the placement if they know, beforehand, what potential benefits exist for their career
development. Academics who have personally experienced the benefits of applying career
development skills, knowledge and attitudes to their personal lives are best placed to teach students
with absolute conviction that “career placements are the vehicle we provide for you to drive to your
career destination.”(Dressler, 2010)

“Students are more likely to take low-Stakes, formative assessment seriously if they understand the
purposes. This is not a matter of telling them once but of saturating programme and module
handbooks as well as teacher’s discourses, with messages about the importance of formative
assessment.”(Yorke & Knight, 2004, p.7)

Participation in CPD 1 assessment activities, career development learning and regular
communication via recruitment emails and monthly online newsletters all saturate the CPD
programme generating a career culture and focus for students long before graduation. By advancing
each student’s career maturity CPD 1 assessment sets in motion students’ motivation to take
actions, whilst they are a student, to dramatically improve their employability.

Overview of Sport and Recreation Career Development 1 Assessment Tasks

In Table 2 an overview of assessment tasks and how they are associated with previous tasks as well
as interrelated with one another is shown. It can also be seen that all assessment is designed around
the three interconnected career development learning themes. The themes as stated previously are:
finding a career direction, learning to effectively self market oneself to improve career success and
gaining course related industry experience whilst a student. Each assessment task is developed
within class time through engaging pedagogical activities such as; role plays, peer review, sharing
with partners, story telling, brain storming, speed dating and writing reflections.
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Table 2: Overview of Assessment tasks for Sport and Recreation Career Development 1

Sport and Recreation Career Development 1
Semester 1 YEAR 2

Learning Theme: CAREER DIRECTION BASED ON SELF UNDERSTANDING

Assignment 1

Students use the Holland Self Directed Search career assessment tool and relate self understanding
knowledge gained to target a sport and recreation career that matches their skills, interests and
values. They are required to analyse, interpret and apply understandings of their results to
recommend a personal career direction within the sport and recreation industry. This is a graded
assignment requiring students to use higher order thinking skills.

Relationship of assignment 1 to upcoming assignments.

With the personal career insights gained from assignment 1 the student selects a career that they
would like to explore. They then perform an exploration information interview with a person who is
already working in the job they have identified as a good match for themselves within the sport and
recreation industry.

As well students are more informed by their increased self understanding to choose where they will
target their search for a 70 hour career placement.

Learning Theme: SELF-MARKETING SKILLS

Assignment 2

Students learn how to write an achievement focused resume and as a result recognize the
importance of accomplishments or achievements to their employability. After writing a personal
resume it is reviewed by 3 peers, a corporate worker and finally graded by the lecturer. This activity
serves as an awakening alerting students to their empty personal resume and motivates them to gain
relevant work experiences whilst a student. (Dressler, 2008)

Relationship of assignment 2 to upcoming assignments.

After realising they have an empty resume students are very motivated to use career placements
wisely.

Students take their resume to their information interview. The resume can be used at the
information interview in four ways. It can be:
- Shown to the professional being interviewed in order to identify skill gaps that the student
will need to address by gaining more industry experience or studying certain subjects.
- Given to the professional so that the student may be considered for future opportunities to
help out on a project, complete a career placement or work part-time
- Provided so that the professional may pass it on to others in their network that may be able
to offer the student work or placement experience within the industry.
- Shown to the professional to receive helpful feedback to the student concerning resume
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format and content.

Assignment 3.

Students personally learn about and experience the power of networking by conducting an
information, career focused interview with a professional working in a job of interest to the student.
The interview provides associative and vicarious learning experiences by observing the
environment and hearing the career story of a professional. (Krumboltz, 2009) The criteria for the
interview is that the professional was previously unknown to the student and has been accessed
using the students existing networks. This activity teaches students how to access the hidden job
market where 80% of jobs will be found. As part of the formative preparation for this assignment
students learn about, create and practice delivering a “career pitch” to use to self-market whenever
an opportunity presents itself. The career pitch is used during telephone calls to secure an
information interview. Students prepare and deliver a PowerPoint presentation containing six slides
and photos to highlight the career they have explored via the information interview. The
presentation is graded during tutorials.

Learning Theme: GAINING SPORT AND RECREATION INDUSTRY EXPERIENCE

Assignment 4

A 70 hour industry placement is sourced by the student using job hunting skills required when they
graduate. The career strategy promoted for this first placement is that the student gains part-time
employment in the sport and recreation industry following the placement.

After each placement a graded business report is written requiring reflection and use of higher order
thinking skills to analyse the placement tasks and personal career insights. Students also write about
5 graduate capabilities developed during the placement using the “Situation, Action, Result” format
typically used to structure answers during job interviews. Some of the report content also transfers
directly into the student’s resume.

Relationship of assignment 4 to previous assignments.
The placement is focused on the student’s career direction previously identified and explored in

assignments 1 and 3. Assignment 2 — empty resume- motivates student to use the placement wisely
to improve employability.

Example of an Introductory Activity used to Engage Students with
Assessment Tasks

This tutorial activity is designed to develop positive attitudes in students’ towards CPD 1
assessment. The activity introduces the concept of using the information interview, career pitch or
placement to generate beneficial unplanned events for career development. Students write their
personal career timeline story and identify chance events in their lives that were unpredictable but
have already had a profound influence on their career path. By reflecting on their past students
recognise that realistically career development will not always be planned, predictable or logical.
The lecturer can then emphasise to students that we cannot predict what will happen through being
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“out there” on career placement, using our career pitch whilst talking to people or networking
however there is a chance that something beneficial may happen. For example the student may have
a chance meeting at the workplace that opens up a job opportunity or they may discover their first
career direction quite by accident. Students share their career timelines with one another and also
read an article about planned luck career theory (Krumboltz, 2009). Discussion then ensues
concerning how career placements or information interviews could be used to plan the students’
luck.

Clients [students] learn to engage in exploratory actions as a way of generating beneficial
unplanned events. There are three steps in controlling unplanned events:

1. Before the unplanned event, you take actions that position you to experience it.

2. During the event, you remain alert and sensitive to recognize potential opportunities.

3. After the event, you initiate actions that enable you to benefit from it. (Krumboltz, 2009,
p.144)

4. To further support the emphasis on being “out there” the students are told true stories about
past students who have established their career through unpredictable circumstances.
Inspiring placement and career stories are also published in the ‘CPD Inspire” monthly
newsletter. The current students enjoy and are curious to hear stories gathered over many
years that illustrate happenstance or planned luck.

The career timeline story activity and understanding planned luck career theory help to take the
pressure off students who feel anxious not knowing what they want to do as a result of their
university course or overwhelmed by the responsibility of managing their careers. It helps focus
students on enjoying the journey as they construct a career through accumulated experiences and
achievements. The career story timeline activity precedes the information interview with a sport
and recreation professional and as a consequence students are far more in tune to happenstance in
the stories of others which further reinforces the “out there” message for personal career
development.

Assessment Approaches

CPD 1 assessment is designed to increase knowledge and combines both experiential and academic
activities intended to advance student career development. Good practice applied to assessment
tasks include: a student-centred approach, explicit learning outcomes aligned with assessment,
provision of specific and timely feedback, engaging students with the assessment process, using a
variety of assessment methods and embedding graduate attributes in assessment tasks (Chalmers,
2007).

Student-Centred

Assessment tasks are always introduced and explained in the context of the personal benefit to
ones’ career and usually accompanied by a true story of a previous student’s career success
associated with the assessment task e.g. a job gained during the information interview task or
placements that have led to fulltime careers.

The student sources their own career placement based on their personal career aspirations.
“Students learn best from their own actions” (Krumboltz, 2009).
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Classroom and Assessment Variety

A variety of assessment methods are used including: completing, interpreting and applying results
from a career test to career direction, creating an achievement focused resume, conducting
information interviews with sport and recreation professionals, creating and presenting a power
point show and writing a business report concerning the placement experience.

Assessment Resources

Face to face teaching is supported by teaching and learning resources developed to reinforce lecture
and tutorial content and facilitate assessment. This includes a 15 page placement report writing
guideline booklet that utilizes learning modules to teach students to reflect and use higher order
thinking skills to critically analyse placement tasks. Learning modules were introduced within the
guidelines to ensure learning occurs at the time of writing reports when students are most receptive.
In the report students write about graduate capabilities, employability attributes and skills
developed during the placement. They are all written as achievements or accomplishments in a
format that could be used during job interviews. The student is also asked to write the placement
experience as it will appear on their actual resume. The final aspect of the placement report asks
students to reflect upon career insights gained during their placement for future career direction,
decisions and strategies. (Dressler, 2010)

Evaluation of the Sport and Recreation Career Development 1 unit

To date most evaluations completed for the CPD 1 unit have been informal surveys conducted by
the CPD lecturer to appraise student learning, gain constructive feedback and for improvement and
scholarship of teaching. Examples of survey results are provided below:

- Second year CPD 1 students grasp the relevance of utilizing the workplace as a site for
learning and career development.

- In a 2009 written and anonymous survey conducted during in week 9 of first semester
second year (n=37).

- 95% of students viewed placements as providing significant opportunities to develop
employability by gaining workplace achievements and sport and recreation industry
networks.

- 91% said that writing a resume assisted them in realizing the importance of gaining
relevant work experience while a student,

- 91% said that knowing how to network was a very useful job search skill

- 91% said that the Unit of Study had taught them to be a self-directed career builder.

- Students find recruitment emails very useful for career development

In a 2009 survey conducted using email (n=65) 100% of a survey group respondents said the email
alerts were very beneficial and to keep up this service. Students are assisted with career direction,
self marketing and motivated to take actions to improve employability

In 2010 an evaluation of the Sport and Recreation Management Career Development 1 unit (n=26)
conducted by an administrator, when the lecturer was not present, elicited very positive comments,
outlined in Table 3.
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Table 3: “Please describe the ways this teacher has most influenced your learning.”

Career Direction

“By finding out what we wanted to do in life and showing us a path on how to get there”,
Motivation to Take Career Development Actions

“Shown excellent examples of what students need to do”

“Through constant feedback and pushing us into the real world while highlighting possible career
opportunities”

“Inspiring me and motivating me to go out into business and meet people to build networks so that I
can successfully get a fulltime job at the end of my course”

“Excellent in motivating students to be aware of their career and to make it happen”,

“Helping me to understand more about career development and making sure [ was job ready”
“Enabled me to approach people I don’t know in order to benefit my career path”,

“Giving us skills for life”

Self-Marketing

“Helped by giving ideas on the real world of job recruitment as well as hints or tricks of the trade in
getting me where [ want to go”

“By having assignments such as the information interview and placement and giving feedback on
assignments after assessment”

“Helped build confidence and a professional resume”

Conclusion

Career development and career maturity are a way of thinking and best learned by personally
experiencing the process. Embedding career development learning linked to a career placement
during first semester year 2 of the degree facilitates student career maturity early in the course. It is
the assessment tasks that allow students to personally experience the career development process
and improve their career maturity. Once this happens students are more likely to start to initiate
career enhancing experiences to improve personal employability throughout the rest of their time at
university.

Assessment used for the Sport and Recreation Management Career Development 1 unit ensures
students receive opportunities to develop and establish career development knowledge, skills and
mindset to implement informed and insightful career plans. It is through the assessment tasks that
students recognise that by their own actions they play the most important role in creating their
future career reality. Hence the guiding principle and underlying theme for assessment is to select
activities that are centred on the student’s personal career development.

Good assessment ensures students experience success and the benefits of using the career
placement wisely. In the assessment tasks there is a strong emphasis on the development of
personal workplace accomplishments or achievements, sport and recreation industry networks and
students are encouraged to aspire toward a career that is a good fit and that will provide self
fulfilment. The assessed activities described in this article have resulted in a paradigm shift in
student thinking. Students grasp how learning in the workplace activities will assist them to launch
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fulfilling careers and they do become proactive career builders who initiate personal leadership
regarding career establishment whilst a student.
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Flinders Tourism Work Integrated Learning Programmes
— evaluating learning outcomes

CHRIS FANNING
Flinders University

Background: Flinders University Tourism programmes offer a range of work integrated learning opportunities
at both undergraduate and postgraduate level. This paper evaluates three different undergraduate topics based
on industry placements, research projects and tourism projects. This paper shows the tourism student's
perspective and how they rated their learning between the three topics in question and whether one form of
work integrated learning within the tourism industry is more effective than another.

Aims: The purpose of this paper was to identify student’s perceptions of learning outcomes between tourism
placements, tourism research and tourism projects.

Method: Quantitative survey methods were used to obtain the information. All eligible tourism students who
had completed a work integrated learning topic (51 possible responses) were emailed a one page survey at the
completion of their topics at the end or 2009. The survey was constructed with a combination of five point
Likert (Poor, Average, Good, Very Good and Excellent) scales and open comment options for each question. A
48% response rate occurred.

Discussion: The findings of this paper suggest that the Tourism Work Integrated Learning programmes are
positively perceived by students as worthwhile learning experiences providing a range of learning outcomes to
enhance their career options. In particular, tourism projects (both independent research projects and non-
research based projects) provide rich student learning opportunities not just in obvious ways such as research
skills and the ability to work independently but show student awareness of very strong academic/industry
connections. Furthermore, it is suggested that the students were able to apply their knowledge and skills in the
workplace, gaining confidence from doing so, which in turn appeared to reflect in their positive attitudes
towards the Work Integrated Learning programmes and their industry contacts.

Conclusions: The three modes of work integrated learning provided quite distinct learning outcomes from each
mode of engagement to the Flinders Tourism students. In turn the work integrated learning programs were
considered as the catalyst for connecting the knowledge gained from formal university study to the knowledge
and skills needed for future career opportunities. Although the presented findings in this paper are
representative of a small group, it is not unreasonable to suggest that the findings would be generalised further.
Further research of the Tourism work integrated learning programs and the student perceptions of the learning
outcomes could be conducted alongside research within another discipline in the same field.

Keywords: work integrated learning; tourism placements; learning outcomes; projects; research.

Introduction

Flinders University considers Work Integrated learning (hereafter called WIL) to be “directed or
supported educational activities that integrate the theoretical learning on campus with its
application in the workplace” (Flinders University, 2010; Smith et al, 2009). International Tourism
at Flinders University seeks to blend vocational opportunities with academic rigour to stimulate the
student’s learning. Aside from readily recognised work integrated learning programmes such as
guest lectures, field trips and case studies (Wolf, 2008), tourism also offers topics that connect
students with the tourism and event organisations via placements, research projects and general
project opportunities. This paper aims to evaluate these academic topics to evaluate the
effectiveness of the learning that takes place from the student’s perspective, looking at what is
different between each of the three topics programmes.
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The 2009 Work Integrated Learning Report conducted by Patrick, Peach and Pocknee outlines 43
different terms used to describe work integrated learning by various Australian university
disciplines and government and industry reports. However most of these still refer to a student
either actually being in a real or simulated workplace on a regular basis as in a placement and do
not include the WIL programmes listed above by Wolf (2008).

Fletcher (1991) identified that personal development, career development and academic
achievement were three outcomes of cooperative education; this was added to in 2001 when Parks,
Onwuegbuzie and Cash noted the importance of work skills development. Work skills were
considered the micro level day to day functions compared to the macro level skills required to
manage ones career. This research is a combination of both skill sets as it looks at student’s
perceptions of how their knowledge and skills have improved on both a micro and macro level.
Flinders University tourism topics incorporate some of these micro level skills within the academic
programmes — students are taught components such as customer service, team work, cultural
diversity and report writing as part of their studies prior to undertaking any WIL programmes.

This research has been undertaken as part of the “Curriculum and pedagogic bases for effectively
integrating practice based experiences within higher education” study, a National Teaching
Fellowship funded by the Australian Learning and Teaching Council.

Background to Flinders University Tourism WIL

International Tourism programmes at Flinders University have always had a limited, quota based
intake. A core component has been the links with the tourism industry especially via placements
and industry based research projects. A list of industry contacts has been built up and refined over
the past twelve years which become the basis of all of the Tourism WIL topics. These contacts
demonstrate long term relationship/partnership building and the integrity of the WIL programmes.
Many of the industry providers have been with the programmes since the beginning of the tourism
degree and these relationships cannot be overestimated. Valuable relationships which provide
mutually beneficial programmes for students to learn in both the university and workplace
environments are crucial (Patrick et al, 2009, Smigiel & McLeod, 2008).

Tourism industry placements require 160 hours of unpaid work in a relevant organisation selected
by students from a suggested list and based on their interests and current skills. Students may be
involved with a major festival and event, museum, with a tour operator or for a local government or
state government tourism department. Students must attend the place of employment as any other
employee would. Students undertake placements on either a full time or part time basis depending
on their circumstances, primarily during the university end of year break.

Research projects such as marketing plans, visitor survey studies, feasibility studies, trails,
brochures across individual businesses, local and state government organisations are matched by
industry needs and academic interests of lecturers and students. Generally research projects are
independent study conducted for a host organisation but not necessarily at their work site.

In more recent times other tourism projects have been added to the WIL programmes. These
include the opportunity to participate in a Visitor Information Centre (VIC) on a regular basis —
similar to a placement, or to do one off projects with or for event management organisations which
may or may not require regular attendance at the host organisation. In all instances the programmes
are driven by tourism academics who identify and manage a multitude of offers and opportunities
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proposed by tourism organisations predominantly in South Australia but also interstate and
overseas.

Tourism projects are opportunities provided by industry such as participating in regular shifts in a
Visitor Information Centre or evaluating various events for design and management issues. The
Visitor Information Centre is a local government run, volunteer based service for locals and visitors
to a major Adelaide location.

In each placement, project or research project students are assessed not only on the formal written
outcomes (which can include reports, papers, brochures etc) but also on reflective journals of their
experiences. The student’s journals are not included in this research paper.

The Tourism Work Integrated Learning Programmes compare to similar programmes where
students are empowered to take control of their learning and apply what they have learnt in the
classroom to a work environment (Graham & Lewin, 2000; Fleming & Ferkins, 2005). In each
scenario students are briefed before undertaking the WIL activity by university staff who maintain
regular contact with the student during the experience and students report back to their peers and
topic coordinator at the end of the topic

Method

All current tourism undergraduate students who had completed an industry placement (CUTU
2005A Industry Placement 1), research project (CUTU 3006A Tourism Research Project) or
tourism project (CUTU 3101A/2 Tourism Project 1 / 2), were invited to complete a survey about
their learning experiences with these topics. The placement and research projects are compulsory
final year core topics of the Bachelor of International Tourism whilst the Tourism Project is an
elective topic. A second tourism placement elective topic is also available to students upon
negotiation.

Some students had undertaken multiple topics i.e. completed each of the possible topics listed
above. 25 responses (50%) were obtained from 51 possible replies. The sample size is small,
consequently this study is to be considered exploratory in nature. The open ended responses have
allowed a combination of primarily quantitative and e qualitative analysis to take place. There is an
opportunity for the study to continue to increase response rates. The majority of the respondents
gave valid, thoughtful reasons to support the rating they gave. Most responses, 48% were related to
industry placements with an even spread over the other two topics. The survey was constructed
with a combination of five point Likert (Poor, Average, Good, Very Good and Excellent) scales and
open comment options for each question. Copy of survey in Appendix 1.

Findings

Students were asked how successful they rated their knowledge and skills gained from the WIL
activity. Respondents rated their knowledge gained as excellent or very good (80%), with 60% for
skills gained. Research projects which are individual, independent projects rated the highest, with
86% of those respondents rating both an increase in knowledge and skills as excellent. Responses,
such as that below, outline the excitement that students felt and the use of the research and writing
skills that they had developed at university being put into use.
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...I was able to put all the research and writing skills into practice....the work I did had a real
effect in the industry which was exciting (Placement Student)

Students were asked to evaluate their learning in a variety of categories including working with
customers; networking; working independently; research skills, professional writing skills and
exposure to industry standards.

By far the most learning that students felt took place with customers and clients was from tourism
projects such as the Visitor Information Centre (100% excellent and very good) followed by 83%
for placements. This is to be expected as customers are the main stay of a visitor centre compared
to research projects, which is independent study and tends to deal with only one client.

Meeting people who may be able to help professionally is considered to be networking activity. In
this instance students rated networking opportunities as 86% (excellent and very good) for tourism
projects, 66% placement and 34% research projects. This is a seemingly high figure for the tourism
project (especially if attached to the Visitor Information Centre and makes the researcher query
whether students see visitors and fellow colleagues as a network opportunity more readily than
business contacts they may make whilst on placement or conducting research. Alternatively
perhaps the business networking opportunities are not as available or are more subtle.

All three WIL tourism topics scored highly in student’s perception of learning to work
independently, tourism projects 86% (excellent and very good), research projects 83% and
placements 75%. With research projects being independent industry research it would be expected
that they would rate well. The fact that the other two also rated highly is something to be aware of
as tourism student responses are indicating that they learnt to work independently even in team
situations and whilst on placement.

Over half (58%) of all respondents, rated their learning of research skills as excellent or very good.
This was most prevalent in the tourism project (86%) and research project (80%), again this is to be
expected with the research project. However it was a surprise result for the tourism project where
the largest number of participants had been involved with a Visitor Information Centre. Students
did not appear to differentiate their level of learning regarding research learnt from in-depth
analytical research to quick specific research attached to a query from a visitor. The fact that the
students rated their research learning skills so highly in a project which tends to have more of a
vocational feel should not be underestimated, as any sense of accomplishment and confidence in
their research skills is a rich learning experience (Coffield, 2000).

Student responses across all tourism WIL programmes perceived that their writing skills improved
from the experiences (64%). This would be expected for research projects where the main outcome
is a written piece of work. However, this skill also rated highly (72% excellent and very good) with
tourism projects. The main difference in the written assessment with this topic is a major
evaluation assessment which, whilst based on industry concepts is similar to other academic reports
that students are required to conduct in non-work integrated learning based topics. Hence it is
unclear whether in this instance the writing skills improvement is due to the work integrated
learning programmes or academic rigour.

Students learning of and about industry standards were high for all three programmes (84%
placement, 84% research project and 100% tourism projects). Students expressed how important it
was to see industry standards discussed in the classroom come into play in real organisations.
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From a university perspective it is important for students to make connections between any Work
Integrated Learning based programmes and the concepts and theories they are learning in the
classroom. This integration is the cornerstone of the Work Integration Learning programmes (Coll
et al, 2008). The majority (84%) of student responses stated they could see good connections
between their university studies and WIL experiences. This occurred over a range of areas as can
be seen with the following comments and was not limited to one university topic.

...what had seemed like common sense was much harder when applied in the tourism industry
and made me want to learn more...(Placement Student)

Report writing.... And also in a theoretical sense I could see how ideas pertaining to cultural
tourism, community consultation and sustainability linked to the job. (Research Project
Student)

Most respondents (88%), perceived their interest in the tourism industry had been stimulated from
undertaking a work integrated learning topic.

It was both a challenging and rewarding experience — | got swept up in the excitement and
possibilities of the industry. (Placement Student)

Respondents stated that the best things they had learnt from the WIL programmes was based on the
experiences and exposure to the tourism industry and the contacts they had made, as several gained
paid employment on completion of the programmes. The final question asked students if they had
learnt skills that would further their prospective careers, 91% of respondents stated yes to this
guestion.

...I was able to build up my confidence through extensive industry networking, a skill that
should never be understated. (Project Student)

Whilst several others felt that all learning experiences assisted with their future and that no learning
was a waste of time, every effort should be made by all parties to assist the student to learn on all
levels — conceptually (eg knowledge), procedurally (eg skills) and dispositionally (eg knowledge
and understanding of the organisation) (Billet, 2009). One positive outcome on the tourism project
attached to the Visitor Information Centre was that students stated that learning had taken place
working alongside volunteers. Whilst not an academic process, the respect and appreciation and in
some cases change of attitude, toward the volunteers who were usually much older than the
students was considered a rewarding experience for all. Volunteers are a core component across all
sectors of the tourism industry, whether it is in arts, heritage or events (Deloitte, 2007) so to gain an
understanding of how to work alongside volunteers is a vital skill.

Discussion

This study has shown that tourism Work Integrated Learning programmes are valued by students as
worthwhile learning experiences providing a range of options for students to learn from and
enhance their career options. These results compare favourably with other student experiences who
acknowledge the benefits of work integrated learning (Weisz & Smith, 2005; Smith et al, 2009).
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Previous studies of the Flinders University Industry partners revealed that the areas that were of
most interest to them were adaptability, attitude and initiative (Fanning, 2006) along with the ability
to competently apply their knowledge and skills in the workplace (Graham and Lewin, 2000). As
can be seen from the results, students stated that they were able to do this and gained confidence
from doing so, which in turn appeared to reflect in their positive attitudes towards the WIL
programmes and their industry contacts.

WIL is not about experience for experience sake or work for work’s sake (Britzman, 2003; Orrell,
2004) but rather the learning that takes place from the experience. The interaction that takes place
with individuals within the organisation whilst on placement or conducting a project can be a major
influence on the whole experience. Whilst there were a significant number of responses who
perceived that they had gained both knowledge and skills from the WIL activity, there were still
some students that stated that they had gained very little from the experience. This could be
reflective of the engagement that the student felt with the workplace activities and interactions that
occurred. If the student did not feel that they were in an inviting situation then they will not engage
with any learning experiences that may be offered (Billett, 2009).

Communication before, during and after a work integrated learning activity is imperative between
all partners in the process (the student, the university and the host organisation). If a student’s
communication issues are impeding on their learning abilities they need to feel that they have an
alternative source either within the business or the university to resolve the issue. This ability to
communicate is one of the most widely recognised employability skills (Quinn et al, 2008) and yet
communication and confidence as seen in the student responses can be one of the greatest benefits
of the tourism and other international work integrated learning programmes (Kelton, 2008; Willis
2008; Wolf, 2008).

Tourism projects, both research based and general provide rich student learning opportunities not
just in obvious ways such as research skills and the ability to work independently but show student
awareness of very strong academic/organisation connections (Smith et al, 2009). The high
percentage of students who had their interest in the tourism industry stimulated often return to their
university studies with a high level of motivation to continue to learn more and to achieve their
career goals (Freudenberg et al, 2008). They are usually more prepared to share what they have
experienced within their WIL with other students, which provides a further reflective learning
activity. The gaining of confidence was reflected throughout the outcomes by respondents. If
students feel confident, then their dispositional learning through understanding the value of the
work will be more active and significant (Billet, 2009).

This study has considered the differences and similarities of student learning between the various
Work Integrated Learning programmes in the tourism area but the data could also be analysed to
view whether there were any differences in the learning depending from the first, second or further
Work Integrated Learning topic the student had undertaken. Analysis of this area was outside the
scope of this paper. A previous American study (Parks et al, 1991) did not find any statistically
significant positive relationship based on the amount of Work Integrated Learning the students had
undertaken, even though at a glance it would be a valid assumption that there would be a positive
correlation. Conversely, it could be argued that each experience is an individual one and that other
factors besides student confidence may come into play such as lack of connection with the
workplace or communication issues with an industry provider.
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Conclusion

Each topic in this study provides opportunities for student learning to benefit across a range of
skills and knowledge, with no topic a major standout from the other. As students have expressed,
each topic in its own way allows the chance to build on networks and increase confidence and
knowledge to enhance not only the student’s immediate employability skills but their longer term
career prospects.  Flinders University as an institution has made a clear commitment to work
integrated learning (Smigiel & MacLeod, 2008) and the results of this preliminary study support the
importance of the combination of academic and work integrated studies.

Further research could build on this study, either as a longitudinal study to consider if and how
student learning outcomes vary over time or as a comparative study with other programmes, either
with other disciplines within or outside of Flinders University. Another area of research from a
student’s learning perspective not covered in this paper, is who did the student learn from whilst
undertaking work integrated learning — was it the supervisor, a team, a colleague or the cleaner.
Having this information can strengthen the integration between university and industry knowledge
and learning.

The study has shown that student learning successfully bridges the knowledge students gain from
academia with the knowledge student’s gain from experience. Even from a small sample that there
are different learning outcomes emerging from different modes of engagement with Work
Integrated Learning programmes by students with their host organisations, and that curriculum’s
should consider more than the traditional ‘industry placement’.
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Evaluating teaching quality through measures of learning
approach, satisfaction and attainment

JEFFREY FAUX
Victoria University

Context: The higher education sector in Australia is going through a period of substantial change and the
Federal Government requires universities to internationalise and differentiate their activities. At the same time
funding is being reduced and quality assurance audits such as Australian Universities Quality Agency (AUQA)
committee have been put in place. The effect is a tightening of objectives that identify quality outcomes for
students as a priority, amongst a range of other effects.

Aim: The evaluative model has been developed to determine the approach taken to studying an accounting
subject by students has potential as a quality tool that university staff and management can employ. This study
provides the prospect for teacher introspection on student attainment of technical knowledge, generic skills and
core graduate attributes and hence university objectives such as Learning in the Workplace and Community.

Method: The theoretical modelling draws together the students’ learning approach, achievement and
satisfaction aspects to evaluate the context of learning provided by a specific subject in an accounting degree.
The research method utilizes three existing surveys that have proven reliability and validity. The survey is an
amalgam of the R-SPQ-2F survey (Biggs, 2001), Student Evaluation of Teaching (SET) survey (CEDS, 2002)
and an adaptation of the cultural demographic detail from Cooper (2001). Student grades and marks were
added to the data after the publication of student results. The evaluation of the model as a potential quality
measure for higher education lecturers and management, and the reflection on achieving a deep approach by
students forms the basis for discussion.

Results: Findings show that higher achieving students, defined by higher grades, adopt a deep learning
approach in the subject. However, findings also indicate that students adopt a surface learning approach. An
explanation of this apparent contradiction could be because students participating in the survey attach a
different meaning and significance to memorizing because of their knowledge tradition. Subject satisfaction, as
measured by the SET does not affect deep or surface learning approaches. Students who speak a language other
than English as their first language take a deep learning approach to studying the subject. This contradicts
anecdotal labelling of these students as surface learners. There is no significant first language effect between
surface learning approach, achievement and subject satisfaction.

Conclusions: The measures of student learning approach, subject satisfaction and achievement provide a
starting point for evaluating quality. With the pressure on universities to have substantive evidence of course
and subject quality this project provides a measurable quality assurance model. The investigation of student
approach to learning in the context of the accounting subject has provided the opportunity for reflecting on the
various aspects that contribute to good teaching. The findings stemming from the research and consequent
reflection can only improve outcomes for students.

Keywords: Measuring teaching quality, approach to learning, student satisfaction

Introduction

The higher education sector in Australia is going through a period of substantial change and the
Federal Government is encouraging universities to internationalise and differentiate their activities.
At the same time funding will depend upon attainment and improvement in student outcomes.
Quality assurance audits such as the Australian Universities Quality Agency (AUQA) and, very
shortly, the Tertiary Education Quality and Standards Agency (TEQSA) will require Universities to
ensure minimum standards of programs offered are reached and improvement in student
capabilities demonstrated. The Australian Qualifications Framework (AQF) has begun work on
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establishing the minimum standards for disciplines. This will involve closer alignment of
university programs with core graduate capabilities and differentiating capabilities such as Learning
in the Workplace and Community. Effective measurement of graduate capabilities and importantly,
the improvement in capabilities, should be undertaken over the duration of a program of study.
This will necessitate student performance evaluation in subjects contained within a program. In
this paper a model for measuring student attainment of capabilities, at the subject level, is evaluated
from the perspective of students who speak English as their first language and those students who
speak a language other than English (LOTE) as their first language.

The theory development considers the subject context and learning styles literature in a framework
that allows a quantitative evaluation of the key variables; deep and surface approaches to learning,
achievement and subject satisfaction. The relationships that exist between student approaches to
learning, their achievement and subject satisfaction is investigated in the context of the learning
environment taking consideration of first language. The evaluation of the model as a potential
quality measure for higher education teachers and management, and the reflection on achieving a
deep approach by students forms the basis for discussion. The need to provide demonstrated
improvement in student capabilities will require a quantitative measure at the subject level capable
of building over the program to verify attainment of desirable capabilities. As such this project
contributes to the quality assurance literature and will be interest to teachers, university
administration and the higher education quality assurance agencies.

This paper is structured as follows. A consideration of the literature relating to learning styles is
followed by an explanation of the subject context. The research method that has been adopted for
this study is described. A discussion of the results and the possible implications are provided in
Part 4. This study is concluded by a summary of the preceding analysis, study limitations and
suggestions for further research.

Literature review

Moving away from teaching methods that are procedural and only emphasise technical skills
attainment to methods that promote critical, analytic and judgment skills as well as the technical
skills is considered desirable and conducive to promoting active learning amongst students (Rebele
et al, 1998 and Boyce et al, 2001) and deep approaches to learning (Marton and Saljo 1976a). The
accounting profession, universities and employers value the development of these skills and
identify them as necessary graduate capabilities. Jackling (1999, p. 5) encourages the use of
learning styles measures in evaluating the quality of learning offered in accounting. As such this
project will make a contribution to the evaluation methods for determining improvements in student
capabilities.

The seminal work on learning approaches and the identification of the concept of deep and surface
learning was undertaken by Marton and Saljo (1976a and 1976b). Entwistle and Ramsden (1983)
further developed the theory of deep and surface learning by broadening the academic tasks
inventory and introducing a third category; a strategic approach, to the learning styles literature.
This can be interpreted as the motivation of students towards their learning (Entwistle, 1987). This
initial research was extended by Biggs (1987) with the introduction of a learning approach
inventories survey instrument which allowed large cohorts of students’ learning approach to be
evaluated. This research did not initially include accounting students but has been broadened by
Gow et al., (1994) who surveyed 793 accounting and business students studying at Hong Kong
Polytechnic using Biggs’ SPQ (1987) to determine students’ approaches to learning. Findings

124



Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

indicated mean deep approach scores declined from first to second year but rose from second to
third years.

Beattie et al. (1997) point out that the dichotomy of deep and surface learning is an
oversimplification and defies the complexity of the concepts inherent in the notions of deep and
surface learning. As a consequence, focusing on one measurement technique, the SPQ, whilst
providing insight into student approaches to learning, may not provide comprehensive reasons for
the adoption of a certain approach by students.

Ramsden (1979, 1981) discussed the context of student learning from the perspective of the
perceptions of students. Ramsden (1992) considered the influence on student learning of
perceptions of teaching, course assessment and course design. The emphasis is not on teaching
competence, course design or assessment but rather on how students may construct reality from the
course context that is presented. This allows teaching staff the opportunity to reflect on the
contextual setting of courses.

The research method employed by Ramsden (1979, 1981) revealed that inappropriate assessment
and greater than normal subject work load could result in students adopting surface approaches to
learning.  Effective teaching, reflected by lecturer enthusiasm and concern, promoted deep
approaches to learning by students. Lecturers who taught badly encouraged surface approaches.
The association between assessment, quality of teaching and approach to learning is clear
(Ramsden, 1992).

Spady (1970) identified extrinsic motivation where the perceived value of learning was related to
job prospects and intrinsic motivation where students learn for intellectual growth. Evans et al.
(2003, p.508) provide further comment regarding specific subject situations such as assessment.

.. situational demands such as the anticipated format of evaluation may influence a student to
adopt a deep or surface level of processing. This puts a focus on student intentions: what
students intend to get out of a learning task influences the approach they adopt and the resulting
outcomes.

Biggs (1987a) defines an ‘approach to learning’ as a combination of students’ motives (intentions)
to learn and the (cognitive) strategy they use in learning. The resulting study process associated
with the motivation elaborated by Spady (1970), Evans et al. (2003) and Biggs (1987a) has been
further developed by Biggs (1978, 1979, 1987h).

The study process is affected by prior knowledge and learning experience, presage factors, and
academic performance identified as product factors. Presage factors include characteristics such as
intelligence, personality, home background and cognitive style whilst product factors refer to
academic performance. Presage factors can affect academic performance by affecting students’
motives for undertaking learning. This relationship was also identified by Ramsden (1992).
Accordingly, the study process is expressed in terms of the motives for learning and the strategies
that students use to achieve their desired outcome. The related approaches to learning have been
described as motive/strategy combinations by Biggs (1987a).

The three approaches are constructively different as the deep approach is task focused while the
surface and achieving approaches are affected by environmental factors (Biggs, 1993). This may
be a partial explanation for excluding the achieving variable and the introduction of a modified
SPQ survey instrument; the R-SPQ-2F (Biggs 2001).
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Further elaboration of the subject context is provided by Hassall and Joyce (2001) who comment
that;

.. approaches to learning of individual students are context dependent and that, although the
categorisations of ‘deep and ‘surface’ could not be applied to individual students, they could be
used to describe students in particular learning situations (Hassall and Joyce 2001, p. 146)

The student’s perception of a range of environmental factors will determine whether a deep or
surface approach to learning in a particular subject is undertaken. The quality of the learning
context, lecturer enthusiasm, assessment, teaching methods, curriculum and delivery mode, can
influence the perception a student has of a learning environment and therefore the approach to
learning undertaken.

Sharma (1997) used the course evaluation questionnaire (CEQ) developed by Moses (1986) to
measure the satisfaction that a student had with the subject context. The CEQ is the antecedent
survey instrument of the student evaluation of teaching (SET) used in this study to evaluate student
subject satisfaction. Sharma (1997) found that;

Students’ learning approaches were found to be associated with their perceptions of the learning
context. Hence, if we are to alter students’ learning approaches, then we could start by altering the
learning context. By discouraging reproducing orientations and encouraging meaning orientations
to studying we may be able to produce better quality accounting students (p. 143).

Later Sharma (1997, p. 144) states that;

What is certain is that more research on students’ learning behaviour and the influence of the
learning context on students’ approaches to learning and learning outcomes is required if we
are to implement changes to the accounting curriculum to improve the quality of our students.

The encouraging of deep learning approaches through improved teaching abilities and methods
goes to the heart of improving quality. Given the significant influx of overseas students,
particularly from Asia, the effect that a LOTE has on students’ approach to learning is also a
worthwhile area of investigation. Marton and Saljo (1976a and 1976b) and Biggs (1978) state that
if learning approach can be determined for a group of students then it is possible to achieve
improved outcomes. This assumes homogeneity of the student group with regard to language and
knowledge tradition (the way students are taught to learn) which are compounding factors in
subject specific studies such as this project. The internationalisation of accounting education and
the number of students studying in Australia from overseas with different knowledge traditions and
speaking languages other than English as their first language poses problems with regard to
achieving certain outcomes for all students.

Learning outcomes are dependent upon the learner and the subject context. The subject context in
this instance includes the subject content, texts, media employed, lecturing style and competence
and the myriad of difficult-to-describe activities that lecturers use to teach.  Recent research in
accounting education (Cooper, 2004) suggests that language and alternative knowledge traditions
may play a part in the adoption of approaches to learning. The learning approach literature offers a
basis for the evaluation of student approaches to learning and motivation. Studies by Turner (2006)
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and Cooper (2004) focus on Asian learners and the misconceptions that arise when students have an
alternative knowledge tradition.

This study focuses on a subject that has been designed to develop students’ analytic and
appreciative skills and provide them with the opportunity to develop further their mastery of
technical skills (Birkett 1993). The subject is concerned with developing students’ appreciation of
the role that theory and practice has played in the development of financial reporting. The subject
examines the role played and the interaction between the various parties who are deemed to have an
interest in financial reporting.  Contemporary issues, including measurement, conceptual
framework and the development of accounting standards, ethics and corporate social responsibility
are examined in the context of various theories of accounting.

Emphasis is placed on the development of generic skills by the accounting profession as evidenced
by the development of the skills taxonomy (Birkett, 1993), the University through the specification
of core graduate capabilities and the government through the Australian Quality Framework (AQF)
desire to establish minimum standards. The set of skills described as generic include, adaptability,
decision making, critical thinking, universal approach to problem solving, accepting of other
opinions, collaborative approach and identification of personal strengths and weaknesses (Engel,
1997; Boyce et al., 2001). The emphasis on generic skills development is central to curriculum
development in the subject.

Sharma (1997) investigated the relationship between learning approaches that students used,
measured by the Approaches to Study Questionnaire developed by Richardson (1990), and the
environmental conditions under which students undertook their learning, measured by the CEQ
(Moses, 1986). Spicer (2004, p.194) studied;

... the relationship between students’ performance (as assessed by their mark on modules) and
different, but linked, measures of style, representing ‘cognitive style’, ‘thinking style’ and their
‘learning approach’.

The inclusion in this study of the modified Study Process Questionnaire (SPQ) which was
developed by Biggs as a measure of students’ adoption of a deep learning approach, and hence
quality, and a measure of student achievement adds to the work undertaken by Sharma (1997) and
Spicer (2004).

Deep and surface approaches describe the ways in which students engage in the subject context of
the specific task to be accomplished, whereas the achieving approach describes the way in which
students organise their time and working environment. The SPQ was modified by Biggs (2001) to
exclude the achieving variable with the objective of reducing the questionnaire size to provide a
survey that was more manageable and capable of measuring quality. The result was the R-SPQ-2F.
In this study achievement is considered by the mark/grade attained in the subject as a partial
measure of achievement and the achieving approach discussed by Biggs is not evaluated. As the
SPQ was originally developed in the late 70°s there has been a need to modify the questionnaire as
indicated by Biggs et al. (2001). The most common use of the SPQ is in identifying common
learning approaches and with this understanding it is possible to establish appropriate teaching
methods, curriculum, and assessment. The shorter R-SPQ-2F employed in this study measures only
deep and surface approaches to learning and is used as a measure of quality.

Identifying core graduate capabilities is worthwhile but evaluation and accountability measures
need to be put in place to ensure that academic programs are delivering the outcomes required.
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AUQA and TEQSA will require an improvement in graduate capabilities and for the University to
be able to make the claim regarding capabilities a level of verifiability needs to be established. In
the accounting degree not only must the program meet the core graduate capabilities specified by
the University but must also meet the expectations of the accounting profession. The establishment
of the AQF minimum discipline standards in line with the forthcoming OECD study of 30,000
students across 10 countries in the disciplines of economics and engineering will have the effect of
internationalising the minimum discipline standards.

Student satisfaction is considered in terms of the context provided for learning and includes the
guality of teaching delivery, web-site, teaching materials and teaching program to name some of the
aspects learning context. Objective evaluation of the quality of teaching can be difficult to establish
and a subset of the CEQ survey described by the University as the Student Evaluation of Teaching
(SET) is used.

Achievement is considered in terms of an outcome, i.e., mark or grade. In this way the relationship
between a students’ approach to learning (deep or surface) and their achievement can be established
within the context of the subject post hoc.

Figure 1: Contextual relationship between variables

/

Language
effect

Student learning
approach

Subject
context

Achievement / R Subject
Assessment satisfaction

In Figure 1 the relationships between the variables in the context of the subject is depicted. The
context of the subject and the inter-relationship of learning approach, achievement and satisfaction
provide an effective indication of the manner in which student needs are being addressed in the
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subject. The compounding effect of first language is also evident. The thesis is that deep learning
is encouraged through the subject context adopted taking into account first language therefore
providing an effective quality assurance model.

Research method

The adoption of three existing surveys that exhibit reliability and validity and measure students’
approach to learning (R-SPQ-2F survey, Biggs, 2001), student satisfaction (Student Evaluation of
Teaching (SET) survey, CEDS, 2002) and an adaptation of the cultural demographic detail from
Cooper (2001) provide an appropriate measure of the model depicted in Figure 1. Safeguards were
put in place to ensure the reliability and validity of the project. It was highlighted to students that
their participation in the survey was voluntary and that privacy was assured. The questionnaire was
four pages long with 35 questions. Five questions concerned student demographics, twenty
guestions were related to testing the student approach to learning (R-SPQ-2F) and ten questions
focused on student satisfaction with the subject (SET). Student grades and marks were added to the
data after the publication of student results. The number of students who completed the survey was
113 or 89% of the population of 127.

Results and discussion

The relationship between students’ country of birth and their first language is displayed in Table 1.
The cross-tabulation indicates that there is little difference between a student’s country of birth and
their first language. On the basis of the cross-tabulation in Table 4 a students’ first language,
English or language other than English (LOTE), will be used to test between-subjects effects of
learning approach (deep and surface), and subject satisfaction and achievement. The range of the
three variables is as follows:

Learning approach is 0 to 40
Subject satisfaction is 0 to 45
Achievement (subject assessment) is 0 to100

Table 1: Students’ country of birth and their first language cross-tabulated

English First Other Language Total
Language
Australian Born 64 2 66
Born Elsewhere 5 42 47
Total 69 44 113

International students face two distinct problems, differing knowledge traditions and first language
is a LOTE. The two factors interact as English skills not commensurate with a required task will
inhibit understanding and deep learning. International students are required, according to the
student visa requirements, to have attained an IELTS of 6.0 for undergraduate study. Even so this
may not necessarily equip the student with sufficient language skill to exhibit any more than a
literal understanding of concepts. This provides a justification for using language as the
discriminating factor between local and international students to test between-subjects effects.

The reliability of the scales used was determined using Cronbach’s alpha statistic. The R-SPQ-2F
section of the questionnaire has two main scales; the deep approach scale and the surface approach
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scale.  For the achievement variable, either the students’ grade or actual mark will be used in
statistical evaluation.

The reliability coefficient of the deep approach scale is 0.80. This is a high level of reliability given
that the alpha values in the Biggs et al. (2001) study for the deep approach scale was 0.73. The
Biggs et al. (2001) study had a much larger group of students in which accounting students were
not represented. This may account for the greater degree of scale reliability in this study. The
alpha statistic is acceptable at 0.74 for the surface approach scale. This differs from the reliability
coefficient of the surface approach scale in the Biggs et al (2001) study which was 0.64. The
reliability of the surface approach scale is higher amongst the accounting students surveyed than the
Biggs et al. (2001) study. The SET questions were incorporated into the study questionnaire. The
scale reliability coefficient for the SET scale was 0.84 which is a particularly high degree of
reliability. The reliability of all the scales employed in the contextual quality assurance model are
adequate and can be used to determine the effect that achievement and satisfaction have on student
approach to learning and whether a deep approach to learning is promoted within the context of the
subject.

The deep and surface approaches to learning by students and subject satisfaction were compared
using the SET scale. Pairwise comparisons were conducted between deep and surface approaches
to learning by students and achievement as measured by grade (grade categories HD 80-100, D 70-
79, C 60-69, P 50-59, N1 40-49 and N2 0-39).

In Table 2 the difference between students whose first language is English and those students who
speak a LOTE and the grade received can be ascertained. Grade numbers are below 10 students in
all grade categories except the ‘C’ category (46 students) and the ‘P’ category (50 students). Given
the number of students in the ‘C” and ‘P’ categories it is not surprising that no comparisons could
be made.

Table 2: First language and grade (achievement)

Grade English LOTE Total
N % N % N %
HD - - 1 0.9 1 0.9
D 8 7.1 1 0.9 9 8.0
C 26 229 20 17.7 46 40.6
P 30 26.5 20 17.7 50 44.2
N1 2 1.8 1 0.9 3 2.7
N2 3 2.7 1 0.9 4 3.6
Total 69 61.0 44 39.0 113 100.0

A MANOVA model was used with the deep and surface learning approach scores as the dependant
variables and achievement (measured using the Credit and Pass grade categories as there were
insufficient numbers in other grade categories) and subject satisfaction as the factors. Box’s (p =0
.212) and Levene’s (Deep, p = 0.125; Surface, p = 0.053) homogeneity tests have been satisfied
with regard to this calculation. When subject satisfaction and achievement are treated as
independent variables, only the achievement variable has a significant effect on the learning
approach (effect on the approach to learning using the Wilks’ Lambda = 0.778 F (4, 132) = 4.418, p
= 0.002). Using the subject satisfaction variable as the factor and the approach to learning as the
dependent variables, there is no significant effect on the learning approach (Wilks’ Lambda = 0.557
F (34, 132) = 1.319, p = 0.137).
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Figure 2: Relationships between key research areas

Deep learning approach and
surface learning approach

Achievement (grade) Subject satisfaction

Table 3: Tests of between-subjects effects learning approach subject satisfaction and
achievement

Dependant Factors Sum of df Mean F Sig.
Variable Squares Squares

Achievement Deep 253.824 2 126.912 4.594 .013

Surface 403.712 2 201.856 5.816 .005

Satisfaction Deep 719.318 17 42.313 1.532 110

Surface 670.059 17 39.415 1.136 341

In Table 3, the deep learning approach and achievement (p = .013), and the surface learning
approach and achievement (p = .005) relationships, are both significant at the 5% level. The deep
learning approach and subject satisfaction, and the surface learning approach and subject
satisfaction relationships are not significant at the 5% level. Further analysis later regarding
language effects suggests that the difference in the deep approach is attributable to those students
whose first language is other than English. Higher achievement defined by higher grades would
indicate that students are adopting a deep learning approach in the subject. However, achievement
also indicates that students are adopting a surface learning approach. Subject satisfaction does not
affect deep or surface learning approach.

In Figure 3 the language effect on the key variables is depicted. The following analysis considers
the relationship between language and learning approach, subject satisfaction and achievement.
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Figure 3: Effect of language on key research areas

Learning approach LANGUAGE
' EFFECT

Achievement Subject satisfaction

In Table 4 the mean, standard deviation and number of students for the variables (Figure 3) are
compared between English as the first language and LOTE. There is a difference between the deep
learning approach adopted by LOTE and English as first language students. The mean for LOTE
students is much higher than English as first language students. The dispersion around the mean as
indicated by the standard deviation is higher amongst LOTE student indicating greater variability in
response. This is an interesting outcome but significance testing needs to be undertaken to
determine whether any other differences exist. The mean difference for the surface learning
approach variable is slightly higher for English as first language students. The LOTE students have
a marginally higher achievement mean whilst the English as first language students have a
marginally higher satisfaction mean. Further testing is necessary to assist in the interpretation of
the descriptive statistics in Table 4.

Table 4: Descriptive analysis first language and key variables

Variable First Language Mean SD N
Deep Approach English 16.25 5.09 65
LOTE 20.74 5.68 42
Total 18.01 5.74 107
Surface Approach English 16.48 6.03 65
LOTE 15.41 6.00 42
Total 16.06 6.01 107
Achievement English 58.77 8.68 65
LOTE 59.07 7.43 42
Total 58.89 8.17 107
Satisfaction English 37.48 4.27 65
LOTE 36.88 4.32 42
Total 37.24 4.28 107

A number of tests was undertaken to determine the validity of the between-subjects effects.
Multivariate homogeneity of the covariance matrices is tested using Box’s M statistic which must
not be significant (p > .001). This test is very sensitive, so the alpha of .001 is used. Homogeneity
of variance exists (Sig. = 0.603) as the test is not significant at an alpha level of .001. Levene’s test
of equality of error variances tests the null hypothesis that the error variance of the dependent
variable is equal across groups. The univariate tests for homogeneity of variance for each of the
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dependent variables using Levene’s test of equality of error variances is not significant (p < .05)
and therefore the homogeneity of variance assumption has not been violated. Having satisfied
Box’s M and Levene’s tests the multivariate tests of between subjects effects of first language and
modelled variables can take place.

Table 5: Multivariate tests of between subject effects first language and model variables

Factor Dependant variable Sumof  df Mean F Sig.
squares squares

First Language Deep learning approach 514.810 1 514.810 18.126 .000

Surface learning approach 29.329 1 29.329  .810 370

Achievement 2.330 1 2.330 .035 .853

Subject satisfaction 9.062 1 9.062 493 484

In Table 5 a determination as to the statistical significance of the differences between those students
who speak English as their first language and students who speak a LOTE and the variables deep
learning approach, surface learning approach, achievement, and subject satisfaction is shown. The
univariate F-tests for the dependent variables indicates which dependent variables contribute to a
significant multivariate effect. To reduce the chance of a type 1 error the Bonferroni-type
adjustment, (alpha/number of tests; 0.05/4) is made resulting in an adjusted alpha of 0.013. A
perusal of Table 5 reveals that there is a significant difference (Sig.0.00 < alpha 0.013) between
those students who speak English as their first language and students who speak LOTE and the
adoption of a deep learning approach. It was ascertained from the descriptive analysis that the
difference was due to students who speak a LOTE. The implication for this is that those students
who do not speak English as their first language take a deep approach to their learning more often
than those students who do speak English as their first language. What is not evident is whether the
reason for taking a deep approach is because they speak a LOTE or because of the difficulty of the
subject.

Whether studying the subject encourages deep learning in students and the effect of first language
has been approached through a quantitative investigation. The subject context demonstrates the
need to focus on analytic and critical skills (generic skills) that University and the accounting
profession actively promote through Core Graduate Capabilities (CGC) and the profession through
discussion papers (Birkett, 1993). The problem of transition from home country to studying at an
overseas university experienced by students provides the basis for an examination of the effect of
first language (Turner, 2006). The literal or denotative English level of some international students
has lead to criticism that international students are surface learners which further investigation
reveals is influenced by the knowledge traditions. With the internationalisation of higher education
and the influx of students into Australia the issues surrounding a LOTE and literal English
understanding are a concern.

The value of this study is in suggesting a workable quality assurance model that indicates whether
students are responding to the teaching practice within a subject by adopting a deep approach to
learning. Universities specify desirable attributes that their graduates should have upon graduation
and critical thinking or deep approach characteristics would satisfy the majority of these attributes.
However, testing of the attributes within an acceptable and comprehensive quality assurance
framework does not often take place. The student perspective of the teaching or subject context is
evaluated through the SET but the evaluation of whether the subject encourages deep learning in
students is not presently assessed. Figure 1 could be considered an effective quality assurance
model for determining improvement in students’ core graduate capabilities and should be evaluated
across a variety of subjects and disciplines. Whilst the findings of this study cannot be related to
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other subjects the idea of a quality assurance model applicable in a variety of disciplines and
subjects is a significant contribution.

Conclusion

The intention of the paper was to test an indicative model of evaluating subject quality and the
improvement in students’ core graduate capabilities. The research method is supported by
comprehensive literature and utilised three existing surveys that have substantial reliability and
validity. The Cooper (2001) survey adaptation of cultural background was used for gathering
demographic information. The R-SPQ-2F (Biggs et al., 2001) measured the deep and surface
approaches to learning and the SET (derived from the CEQ) assessed student satisfaction. A
student’s mark and grade in the subject were also added to the data collected. Students’ first
language was used for further analysis as English skills not commensurate with learning tasks will
inhibit understanding and deep learning.

Analysis of the primary research areas revealed that students did adopt a deep approach to learning
but also adopted a surface approach. This outcome is similar to findings by Sharma (1997, p. 142)
who found that “students’ learning approaches were not distinctively surface or deep. Their
approaches were more in the grey area”. Those students who spoke a LOTE took a deep learning
approach in the subject which is a similar outcome to the Gow et al. (1994) study.

The finding that students take both deep and surface approaches to learning in one subject is a
curious finding. Perhaps the situation can be explained by a number of issues that confronted
students. A misunderstanding of the SPQ survey may have resulted in students not having
understood the difference between memorisation and rote learning. The questions relating to this
area in the SPQ survey are not necessarily easy to distinguish and have resulted in an ill-defined
concept that does not appear to take account of differences between occidental and oriental
knowledge traditions. LOTE students take a deep approach because their knowledge tradition
encourages memorization rather than rote learning (Gow et al., 1994; Cooper 2004). The labelling
of LOTE students as rote learners and therefore surface learners when these students come from a
knowledge tradition that values repetitive learning is fraught with problems (Volet and Renshaw,
1996).

This raises issues with validity and interpretation of surface learning approach questions in the R-
SPQ-2F by students from different knowledge traditions. The findings however, reveal that higher
achieving students, regardless of first language, use both deep and surface approaches to learning
with an emphasis on the former. When distinguishing between students on the basis of first
language those students whose first language is a LOTE take a deep approach to their studies in
AFA. This contradicts anecdotal labelling of LOTE students as surface learners.

Another possibility for students taking both approaches to learning is because accounting is quite
procedural and this necessitates repetitive learning. Biggs (1993) acknowledges that rote learning
by itself does not necessarily mean that students are taking a surface approach and that in certain
situations rote learning may be appropriate. However, if the later were the case, the expectation
would be that all students’ would approach learning in the same manner. Another alternative could
be that students whose first language is not English need to repetitively learn their subject material.
Of course, repetitive learning is only one aspect of the surface approach. The above discussion has
support; ‘The surface approach scale as it presently exists on the SPQ does not appear to be well
defined’ et al. (2003, p527).
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The finding that subject satisfaction does not affect learning approach has implications for the use
of the SET to measure quality. Biggs et al. (2001) point out that the shorter R-SPQ-2F used in this
study measures approach to learning adopted by students and aims to be a measure of quality. The
SET largely addresses issues related to subject context and whilst a quality context is important for
student learning the focus should be on determining whether the students’ behaviour has been
positively modified. The quality measure should therefore reflect the positive modification of
student behaviour which was the aim of Biggs et al. (2001) with the R-SPQ-2F. As a consequence
Figure 1 is a partial depiction of quality.

Tentative conclusions are that repetitive learning (memorisation) is characteristic of some
knowledge traditions and may lead to inappropriate labelling of LOTE students as surface learners.
Greater understanding of alternative knowledge traditions and learning styles is essential with the
internationalisation of education. Whilst indicating that the subject does encourage a deeper
learning approach and therefore is indicative of the subjects quality further work needs to be
undertaken to evaluate the assessment techniques employed.

Limitations

This study is context based so generalising the findings to other subjects within accounting or
elsewhere is inappropriate. It seems that the questionnaire that has been developed for this project
is quite effective for explaining whether students adopt a deep or surface approach to their learning
in the subject and also whether they are satisfied with teaching practice but it is less effective in
pointing to areas of possible subject improvement. The inclusion of focus groups as part of the
research method would improve understanding of LOTE issues and the effect of alternate
knowledge traditions. The study has been conducted from the perspective of a western knowledge
tradition and therefore suffers from a lack of accommodation of alternative traditions.

The participants in this study numbered 113 which precluded or limited further statistical
relationship testing. Relating the different assessment methods used such as case, short answer,
accounting problems and multiple choice to the outcomes of students in terms of deep and surface
approaches to the issue of language may have resulted in greater information if the number of
participants was higher. Other studies such as Biggs (1994) and Cooper (2001) had a greater
number of students participating and this enabled more rigorous statistical analysis to take place.
Widespread use of the model across a range of subjects and disciplines would therefore be affected.

With the pressure to have quantifiable evidence of subject quality this project provides a
substantive measurable method. However, if this is to be successful then there must be more
intensive training and support for teachers and students. At the moment training and support for the
changes taking place and the research required are erratic and patchy as a result of financial
constraints and not because of the lack of commitment or enthusiasm of teachers. Supporting and
disseminating this type of work will allow interaction and further development as issues of quality
become more important. Measures of student learning approach, subject satisfaction and
achievement are not perfect but they provide a starting point in what is potentially the beginning of
a new era in quality evaluation.

Further study and implications




Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

The encouragement of deep learning, as indicated by high achievement and defined by higher
grades, would indicate that students are adopting a deep learning approach in the subject. Findings
also indicate that students are adopting a surface learning approach. It could be argued that
differentiating between ‘P’ and ‘C’ is hardly a measure of significant deep learning and many
would argue is merely a confirmation of surface approaches. Anecdotally, over many years results
have tendered to be in the ‘P’ and ‘C’ range with students who demonstrate connotative
understanding obtaining ‘C’ grades.

With measuring quality high on the agenda of all universities in Australia the problem becomes one
of finding a research tool that is quick, easy to manage, easy to interpret, is not capable of
misinterpretation or confusion by participants (students) and can be administered on a regular basis.
Whilst the difference memorisation and repetitive learning can be described framing survey
guestions so that respondents can differentiate between the concepts is a difficult proposition. This
issue has not been specifically addressed in this project but is a useful way of advancing the
literature. The question that is raised stems from whether students whose first language is English
are more capable of distinguishing between memorisation and rote learning and whether those
students who speak a LOTE as their first language can think conceptually in English and make the
finer conceptual distinctions. Research of this nature would be quite useful.
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Universities are increasingly accountable to government agencies, industry bodies and students for the quality
and content of the courses (programs) on offer. Underpinning the overarching concept of what constitutes a
quality course are questions pertaining to the role of universities and competing agendas of research and
teaching. The effectiveness of universities in equipping graduates for employment is also hotly debated in many
sectors of the educational and corporate world. As a result, discussions on incorporating career development
learning into curricula have gained momentum. Curtin University completed a three year strategic project at the
end of 2009, Curriculum 2010 (C2010). The project involved several key tasks, the largest being the
Comprehensive Course Review of every course at the University. Tools were developed to support teaching
staff and ensure an evidence based approach to this process. The process of comprehensive course review
required a cultural shift within the university and a rethinking of the features of a quality course and what a
graduate should know and be able to do upon completion. One of these tools, the curriculum map, recorded
core elements of the curriculum such as learning outcomes, assessments, the weighting, timing and value of
assessments and the level of thinking using Bloom’s Taxonomy. During the course of the project, links were
made with many sectors of the university including The Careers Centre. As staff from The Office of
Assessment Teaching and Learning and The Careers Centre began to collaborate, it became apparent that the
curriculum map could be easily modified to indicate where career development learning was occurring in the
curriculum and thus maximise opportunities to embed career development learning in the course experience.
Within Higher Education the knowledge and skills associated with career development learning has been
achieved typically through the delivery of career services by ‘stand alone’ Careers Centres or on an informal
basis through Faculties and extra curricula activities, as a value added support service. While Career Centres
have formed a part of the University infrastructure for the past 15 years, it is challenging to have system wide
impact when the Careers Centre is isolated from academic faculties across the University. To be effective in the
provision of resources and support to assist students and graduates nurture well rounded career development
skills, it is imperative that higher education institutions incorporate career development learning into courses by
working collaboratively with Teaching and Learning Centres. This paper documents a case study showing how
the curriculum map was used to highlight where career development learning was occurring and how the gaps
were identified. Suggestions for working with staff are explored and ideas for further research and
modifications to the process are determined. This paper highlights the advantages of establishing networks and
partnerships within the University to facilitate sustainable and systemic best practice through the sharing of
resources, expertise and processes This paper will highlight an evidence based approach for incorporating and
assessing career development learning in the curriculum through the use of a curriculum map which generates a
visual representation of where career development learning is addressed across a course and identifies gaps in
the curriculum.

Keywords: Curriculum mapping, career development, partnerships, assessment
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Introduction

Universities are increasingly accountable to government agencies, industry bodies and students for
the quality and content of the courses (programs) on offer. Underpinning the overarching concept
of what constitutes a quality course are questions pertaining to the role of universities and
competing agendas of research and teaching. The effectiveness of universities in equipping
graduates for employment is also hotly debated in many sectors of the educational and corporate
world (Lees, 2002). As a result, discussions on incorporating career development learning into
curricula have gained momentum (Watts & Butcher, 2008; Holmes, 2001). This topic generates
guestions about the role of universities and how they conduct business. Careers advice and
preparation in relation to employment is critical in a university context since employment is
recognised as a key exit outcome for students.

Using a case study approach, this paper outlines where career development learning occurs in the
curriculum of two large undergraduate programs. A description of the process is included which
highlights the benefits of the Careers Centre and the Teaching and Learning arm of the university
working collaboratively to optimise outcomes for both sectors. The paper also describes the tools
and resources used to engage staff. Ultimately, through the process of investigating where career
development learning is occurring across a program of study and participating in robust
conversations, the concept of preparing students for the workplace is given increased consideration
by teaching staff.

Background

Employers, government and professional bodies have consistently urged universities to better
prepare graduates for the workforce (Precision Consultancy, 2007). Work ready attributes, also
known as graduate attributes or employability skills, are now a key element of most university
courses. While they may vary in precise wording, essentially these attributes focus on skills such as
teamwork, communication and problem solving; skills considered to be essential for success as an
employee. The challenge lies with universities to ensure a well rounded and comprehensive course
experience for students culminating in work ready graduates (Watts, 2008). A strong education
system ensures citizens are resilient, informed, adaptable and confident to manage the
consequences of the new global economy with all its opportunities and threats (Review of
Australian Higher Education, 2008). This suggests a university education is far more than mere
knowledge and technical know-how; it is about equipping students with strategies and skills that
facilitate success and survival in a competitive and demanding environment. Watts,(2008)
considers career development learning as a means of acquiring competencies that facilitate lifelong
and sustainable employment . This encompasses not only employability skills but also the skills to
manage a career (Smith et al, 2009).

A curriculum model where careers service works closely with teaching departments is paramount to
a well rounded course. Foskett and Johnston (2006) emphasize that for effective careers
development, it is crucial that career practitioners and curriculum developers work collaboratively.
Yorke and Knight (2006) believe such an approach will enhance the curriculum by incorporating
the development of employability and career management skills into courses. These authors
believe that as career development learning becomes widely embedded as part of core curriculum it
may have considerable implications for the structural position of careers services within
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institutions. Strategic positioning of career practitioners and Curriculum Developers will enhance
synergies and facilitate collaborative working opportunities with teaching staff to create meaningful
and relevant curriculum for students, culminating in work ready graduates.

According to Lees (2002) the issue of whether employability skills (and therefore career
development learning) should be embedded in the curriculum or a bolt-on supplement is at the core
of the employability debate. Currently in Australia both modes are employed (Smith et al, 2009);
however, there is strong argument for embedding and integrating these skills across the curriculum
(Lees, 2002; Yorke & Yorke 2007; Mcllveen et al, 2008). Foskett and Johnston (2006), outline five
possible structures which range from offering discrete units to embedding employability skills
throughout the curriculum. However, all models are underscored by the need for career
practitioners and curriculum developers to be working closely together.

Law (2005) argues that careers education is not suitable as a stand-alone academic subject, and the
integrating of careers development in curriculum should be a priority. Similarly, recommendations
provided by DEEWR (2008) state that employability skills should be explicitly identified in all
university curricula. Career development learning has greatest impact when embedded throughout
the curriculum but there are a number of obstacles to achieving this, including a lack of resources
and infrastructure, and that of overcoming resistance to the idea. According to Yorke and Knight
(2004) there is a considerable amount of overlap between the aim of supporting good learning and
that of enhancing employability. By creating clear and concise learning outcomes supplemented
with quality learning experiences, embedding employability and career development skills should
follow.

Career development is an essential component of the curriculum. Students, graduates, employers
and Government are critical stakeholders who clearly want a university education to contribute to
developing employable, self-managing individuals. Morley (2001) believes higher education is
designed to serve social-equity goals by increasing access for disadvantaged groups. According to
Morley, attention also needs to be paid to enhancing their subsequent success in the labour market.
Career development learning offers an additional dimension to institutional strategies designed to
foster the employability of students. It makes the value of such strategies transparent to students
and strengthens the sustainability of their benefits. The Quality Assurance Agency for Higher
Education (2010) states that higher education institutions should prepare students not only ‘for a
successful transition to employment’ but also ‘for effective management of their career thereafter’.

Scott (2008) stated that students expected personal and vocational relevance and coherence in what
is being studied and assessed and the capacity to be appropriately employed on graduation.
Ultimately how can universities meet this expectation? Much has been written about the need to
build employability skills into the curriculum but little on how to actually achieve this. As
discussed by Smith et al (2009) the extent to which career development learning is embedded in
higher education curriculum is unclear and the evidence of the efficacy of curricular interventions
in relation to this theme are limited (Mcllveen et al, 2008; Bimrose, Barnes & Brown 2005).

Based on the Australian Blueprint for Career Development (See Appendix 1), Curtin University has
incorporated the mapping of career development learning competencies into the curriculum map.
The curriculum map is designed as an Excel document which generates visual representations of
various elements of the curriculum. Figure 1 provides an example of data from the curriculum map
presented in graphical format. The chart in Figure 1 is generated from data on an Excel spreadsheet
and demonstrates the spread of Graduate Attributes across a 3 year undergraduate degree program.
Visual representation of different curriculum elements such as the example in Figure 1, provide the
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stimulus for discussions with teaching staff through identification of strengths and deficiencies in
the curriculum.

Figure 1. Emphasis of Graduate Attributes across a course
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Comprehensive Course Review

Curriculum 2010 (C2010), a strategic 3 year project at Curtin University in Western Australia,
culminated in December 2009. A key task of the project was for all viable courses at the University
to undergo Comprehensive Course Review. This process aimed to ensure all courses at Curtin are
consistent in shape, structure and standard; and have clearly articulated and intellectually
challenging unit learning outcomes with assessment tasks designed to enable students to show their
achievement of those outcomes (Oliver et al, 2007; Oliver et al, 2007). To achieve the outcomes of
the C2010 project and ensure an evidence based approach to engage teaching staff, the curriculum
map was developed and enhanced through-out the life of the project.

Curtin has adopted the triple-i curriculum which emphasises three key areas of the curriculum:
industry (graduate employability); international, Indigenous and intercultural (global citizenship);
and interdisciplinary (rich educational choices). Embedding these components into the curriculum
is challenging and requires a plethora of expertise. Hence, in the review of existing curriculum and
the development of new curriculum a collaborative approach was deemed essential. Such an
approach maximises available resources within the University. The Careers Centre, with industry
contacts and expertise in developing work ready skills, is an obvious representative to have around
the table at critical stages of the review process. Credibility of the process is strengthened for the
Careers Centre through the partnership with the Teaching and Learning centre (Watts & Butcher,
2008).

Definitions

The Australian Blueprint for Career Development is a framework for designing, implementing and
evaluating career development programs. The Blueprint identifies the skills, attitudes and
knowledge that individuals need to make sound choices and to effectively manage their careers.
(http://www.blueprint.edu.au/index.php/framework/) See Appendix 1 for further details.
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Career Development Learning (CDL) describes curriculum content where attention is paid to
helping groups of individuals to make educational, training and occupational choices and to
develop the competencies to manage their careers (OECD, 2004).

Common Ground

Much of what universities have to offer is implemented through their curriculum (Watts et al,1996)
. It is in relation to this wider curriculum that the importance of career strategies and programmes
are frequently measured. Particularly challenging for the Careers Centre is the need to continually
re-negotiate within a wider agenda, the position of worth (or lack of) that CDL is perceived to hold
within the university (Holmes, 2001). Advancing CDL requires ongoing attention to the curriculum
agenda.

The emerging collaborative relationship with the Office of Assessment Teaching and Learning at
Curtin has facilitated the process of beginning to embed CDL into the curriculum of Curtin courses.
The aim is to move the Centre’s involvement in the curricula beyond the occasional workshop to
intensive involvement in curriculum development and design.

A key outcome of the partnership is the acceleration in which the Careers Centre has become part
of the support in delivering employability skills and career management skills into the curriculum.
The Australian Blueprint for Career Development and the curriculum mapping tool provides Curtin
with a mechanism for demonstrating where and how CDL occurs in the curriculum. This process
becomes more manageable and achievable through use of the Curriculum Mapping tool developed
for the purpose of Comprehensive Course Review at Curtin. However, it is the support in
developing and implementing strong pedagogical practice in the delivery of CDL where the Careers
Centre at Curtin attaches considerable importance to the working relationship with the Office of
Assessment Teaching and Learning.

Case Studies

Two large undergraduate degree programs which had previously completed the Comprehensive
Course Review process through the C2010 project were selected for the case studies. The Heads of
School, Directors of Teaching and Learning for both Schools and Course Coordinators were
consulted about the process and agreement sought. All relevant personnel agreed to take part in the
case study.

Figure 2 provides an excerpt from a curriculum map showing the curriculum information for one
unit. This template is used to collate the information for all units in the course.
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Figure 2: Sample curriculum map
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The Comprehensive Course Review process had been completed and curriculum maps for both
courses formally approved. The curriculum maps provided a readily available source of curriculum
data for career practitioners to work with teaching staff to map the frequency and level of CDL in
the curriculum.

Case Study 1

Course Profile

Case Study 1 was based on a large undergraduate specialist program. Table 1 shows the profile of
the course. The data conveys the nature of the student cohort which typically studies this course.
The course experiences high demand with an increase evident from 2009 to 2010. Approximately
41% of the total student count is international. While the average Tertiary Entrance Rank (TER)
on entry has decreased marginally, it remains a competitive course requiring a high score to gain
admission.
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Table 1: Course profile course A

Case Study 1 - First Preferences 2009 2010 YTD
School Leavers 82 86
Non School Leavers 79 103
Total First Preferences 161 189
Case Study 1 - Average TER 2009 2010 YTD
School Leavers 93.1 91.0
Non School Leavers 93.8 91.6
All Students 935 91.3
Case Study 1 - Course Commencing Students 2009 2010 YTD
1-Domestic Cwth 90 101
4-1FP Onshore 50 49
Total Commencing Students 140 150
Case Study 1 - Course Total Students 2009 2010 YTD
1-Domestic Cwth 408 385
4-1FP Onshore 211 212
Total Students 619 597
Case Study 1 - Course Commencing EFTSL 2009 2010 YTD
1-Cwth Supported 76.2 945
3-Int Fee - Onshr 47.4 46.2
Total Commencing EFTSL 123.7 140.8
Case Study 1 - Course Total EFTSL 2009 2010 YTD
1-Cwth Supported 366.2 355.4
3-Int Fee - Onshr 198.4 200.3
Total EFTSL 564.6 555.8

Prior to beginning the mapping of CDL in the curriculum, an analysis of Course Experience
Questionaire (CEQ) qualitative data was undertaken using CEQuery data analysis software. CEQ
comments from 2007 and 2008 were collated and organised into subdomains. The visualisation in
Figure 3 shows frequency of CEQ comments related to best aspects in each domain. The thicker
lines and larger circles represent a higher occurrence of comments relating to that particular

domain.
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Figure 3: Visualisation best aspects CEQ comments course A
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[} @

Useful practical experienceiwork placement (16)

From Figure 3 it is evident that graduates are very complimentary about their teachers. There is
also a clear emphasis on the value of practical experience or a work placement. Figure 4 below
indicates frequency of domains which graduates believed required improvement.

Figure 4 Visualisation of needs improvement CEQ comments course B

Mare practical components (8)
3 [
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Improve a.ssessment )] Improve ti.metabling (10)
Improve workloadirsduce contacthours (14) Better/Available venuerficilitiesiresources (8)
Mare \nteraclionidi.scussionrfeedback (6) Teachers should keep'in pgce with current industry (8)
Mare relevanc;to the industry (31) Updatefprovide lecture nuﬁas and teaching materials (13)

Improve guality ofteaching (17)
]

]
Teachers should be more motivated/helpfulisupportive (9)
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This data was used to ascertain that graduates perceived the course would be enhanced with a
greater emphasis on career development and preparation for the work place.

Using the completed curriculum map, the syllabus and learning outcomes for each unit were
analysed to identify key words and themes with links to the Blueprint competencies. These links
were then scrutinised in detail to identify two facets of the Blueprint’s framework. The
competencies addressed were recorded and categorised according to the four stage learning
taxonomy. This analysis provided a benchmark of where and how career development was already
embedded in the curriculum and an overview of the competencies that were not addressed or were
addressed in limited capacity.

Through discussion with teaching staff, ideas were generated about where information,
observations and activities relating to specific competencies could be further strengthened by
aligning them to the learning outcomes and assessment. Linking the career development
competencies to assessment demonstrates competence at the higher taxonomy levels of
‘personalise’ or ‘act’, rather than the more passive learning activities at the ‘acquire’ taxonomy
level.

Once the curriculum mapping of the CDL competencies was complete, the data was entered onto
the Excel curriculum map and visuals were created providing a graphical representation of where
and how the competencies were addressed across the whole course (program).  This is shown in
Figure 5.

Figure 5 Number of times an ABCD competency is addressed in course A
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The graph in Figure 5 shows that while most competencies were addressed, there is no evidence of
competency 8. This graph illustrates the number of times a competency was addressed with the
colour representing the developmental level of the competency. The graph shows an emphasis on
competency 2 and while competency 3 has been addressed on 4 occasions, it is in the lower order
of development being in the ‘acquire’ category. The colour breakdown suggests there is reasonable
spread of the developmental phases of ‘acquire’, ‘apply’, ‘personalise’ and ‘act’.

Where, how and to what level CDL is addressed in the curriculum is dependent on the nature of the
discipline. The visual representation of this data instigates robust conversation among teaching
staff and often initiates innovative ideas for enhancing the curriculum and incorporating CDL in a
meaningful and relevant manner.
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Findings

Graduates reported the practical experiences in the course useful and acknowledged the importance
of industry expertise and preparation through-out their educational experience. The key domain
identified as needing improvement was related to more relevance to industry and career. The
visualisation generated from the mapping exercise shows that competency 8 ‘Make career
enhancing decisions’ has not been addressed and competency 3 ‘Change and grow throughout life’
has been addressed but only at the lower taxonomy level of ‘acquire’. The graph illustrates that
while there is a reasonable spread of the Blueprint competencies across the course, it seems there is
an emphasis on the lower level skills. Teaching staff need to explore ways of addressing the
competencies at a more complex level.

Case Study 2

Course B is also a highly specialised professional undergraduate degree. The course profile in
Table 2 shows the preferences, enrolment figures and TER scores over a 2 year period. Data
indicates that demand for this course increased in 2010; however, enrolment of commencing
students declined marginally. The average TER has remained steady and total course enrolments
have grown.

148



Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

Table 2: Course profile course B

Case Study 2 - First Preferences 2009 2010 YTD
School Leavers 83 115
Non School Leavers 79 120
Total First Preferences 162 235
Case Study 2 - Average TER 2009 2010 YTD
School Leavers 79.5 81.1
Non School Leavers 85.7 83.9
All Students 82.6 82.5
Case Study 2 - Course Commencing Students 2009 2010 YTD
1-Domestic Cwth 206 180
4-1FP Onshore 20 17
Total Commencing Students 226 197
Case Study 2 - Course Total Students 2009 2010 YTD
1-Domestic Cwth 514 547
2-Domestic Fee 0 0
4-1FP Onshore 48 46
Total Students 562 593
Case Study 2 - Course Commencing EFTSL 2009 2010 YTD
1-Cwth Supported 151.7 157.1
3-Int Fee - Onshr 154 15.6
Total Commencing EFTSL 167.1 172.8
Case Study 2 - Course Total EFTSL 2009 2010 YTD
1-Cwth Supported 387.7 443.6
2-Domestic Full Fee 0.9 0.5
3-Int Fee - Onshr 404 36.3
Total EFTSL 428.9 480.4

Prior to mapping CDL in the curriculum, an analysis of Course Experience Questionaire (CEQ)
gualitative data was undertaken using the CEQuery data analysis software. CEQ best aspects and
needs improvement comments from 2007 and 2008 were collated and organised into subdomains.
Figure 6 shows the visualisation of this data for best aspects and Figure 7 presents the analysis for

needs improvement.
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Figure 6: Visualisation best aspects CEQ comments course B
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Despite the small number of comments relating to best aspects, the analysis in Figure 6 illustrates
that the comments concentrated in 4 key domains. Students felt their learning experience was
greatly enhanced by the good, enthusiastic and helpful staff members. Students also voiced their
overall satisfaction with the course.

Figure 7 shows students’ comments relating to areas needing improvement of Course B centred
mainly on the need to have more practical components, specifically the need for more work
experience/placement. There was also varied feedback on the improvement of course content.

Figure 7 Visualisation of needs improvement CEQ comments course B
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Figure 8 Number of times an ABCD competency is addressed in course B
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Figure 7 illustrates the number of times a competency was addressed with the colour representing
the development level of the competency. The graph in Figure 8 demonstrates that all but
competency 11 is addressed.

Findings

Graduates indentified the need for more practical components to be built into the course. This
domain showed strong links to the issue of course relevance. As evident from Figure 8, across the
curriculum of the course, there was an emphasis on competency 2, 5 and 10. Each of these
competencies belongs to a different area of the Blueprint: ‘Personal Management, ‘Learning and
Work Exploration’ and ‘Career Building’. This spread is positive but perhaps greater prominence
needs to be given to incorporating the higher taxonomy levels of ‘apply’ and ‘act’. Competency 11,
‘Understand, engage in and manage the career building process’ appears to be absent from the
curriculum.

Engaging Staff

Through participation in the curriculum mapping exercise and interacting with the visual
representations of the data, teaching staff tended to be more engaged with the process and keen to
contribute in a constructive and meaningful way. This process was multi-purpose in its intention: it
allowed for the Careers Centre to gain a deeper understanding of the learning outcomes, unit
content and delivery methodologies; it provided the opportunity for the Careers Centre to explain
possible ideas for addressing the gaps and suggest ways to strengthen the curriculum; it provided
meaning and relevant professional development for teaching staff; it assisted in relationship
building between the Careers Centre and Faculty staff ; and it nurtured a greater understanding of
the role of the Careers Centre and how they support teaching areas. Building of these relationships
are paramount in the effectiveness of delivery of careers in the curriculum and creating further
opportunities for collaborative teaching and learning with the ultimate aim of enhancing the student
experience.
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Future Developments

To ensure these tools and learning practices remain relevant and pedagogically sound, it is
imperative to incorporate further research and benchmarking activities. Applying what has been
learnt through conducting the two case studies, mapping CDL in the curriculum will be integrated
into the Comprehensive Course Review process across the Institution. Incorporating CDL into
assessment will be a focus as part of the university’s systemic approach to improving assessment
practices. The inclusion of Curtin’s iPortfolio as a mechanism for assessing CDL will be explored.
Furthermore, an ALTC Fellowship is currently underway: Benchmarking Partnerships for Graduate
Employability (see http://web.me.com/beverleyoliverl/benchmarking/About.html). The curriculum map
and the evidence based practices it enables are being promoted globally with an intention to
benchmark.

Conclusion

The success of this initiative is reliant on established working relationships, familiarity with the
curriculum review process and an understanding of curriculum design protocols. While the process
itself is a form of professional development, a willingness to participate and recognition of the
importance of CDL is imperative. It is essential for leaders of the teaching area such as Heads of
School and Deans Teaching and Learning to act as champions and assist in driving the engagement
of staff. The process of mapping CDL in the curriculum serves multiple purposes. It provides
visual evidence of strategically important elements of the curriculum and a means of relaying
accountability to accrediting bodies, government agencies and other auditing organisations.

Curriculum development in careers education is a major priority (Watts, 1996) to ensure graduates
are well positioned to manage challenging and demanding careers in a rapidly changing and global
world. Career centres are poised to make a stronger contribution to the graduate employability
agenda (DEEWR, 2008). Through engaging in curriculum development activities and working
directly with teaching staff, Careers at Curtin are on the cusp of making a significant impact in this
arena.
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Appendix 1 - THE FRAMEWORK: The Competencies - 4 Phases
Competencies Phase I Phase 11 Phase 111 Phase IV
Area A: Personal Management
1 Build and maintain 1.1 Build a positive 1.2 Build a positive 1.3 Develop 1.4 Improve abilities to
a positive self self concept while self concept and abilities to  maintain a positive self
concept discovering its understand its maintain a positive concept
influence on yourself influence on life and self concept
and others work
2 Interact positively 2.1 Develop abilities 2.2 Develop 2.3 Develop 2.4 Improve abilities
and effectively with for building positive additional abilities for abilities for for building positive
others relationships in life  building positive building positive relationships in life

relationships in life

3 Change and grow 3.1 Discover that 3.2 Learn to respond
Throughout life change and growth to change and growth
are part of life

Area B: Learning and Work Exploration

4 Participate in 4.1 Discover lifelong 4.2  Link life-long

lifelong learning learning and  its learning to personal
supportive of career contribution to life career aspirations
goals and work

5 Locate and 5.1 Understand the 5.2 Locate and use
effectively use career nature  of  career career information
information information

6 Understand the 6.1 Discover how 6.2 Understand how
relationship between work contributes to work contributes to
work, society and the individuals' lives the community
economy

relationships in life
and work

3.3 Learn to
respond to change
that affects your
well-being

4.3 Link lifelong
learning to the
career building
process

5.3 Locate and
evaluate a range of
career information
sources

6.3 Understand
how societal needs

and economic
conditions

influence the
nature and

structure of work

and work

3.4 Develop strategies
for responding
positively to life and
work changes

4.4  Participate in
continuous  learning
supportive of career
goals

54 Use career
information effectively
in the management of
your career

6.4 Incorporate your
understanding of
changing  economic,
social and employment
conditions into your
career planning
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Area C: Career Building

7 Secure / create and 7.1 Explore effective 7.2 Develop qualities
maintain work ways of working to seek and
obtain/create work

8 Make career 8.1  Explore and 8.2 Link decision-
enhancing decisions  improve decision- making to career
making building
9 Maintain balanced 9.1  Explore and 9.2  Explore and
life and work roles understand the understand the
interrelationship ~ of interrelationship
life roles between life and
work roles
10 Understand the 10.1 Discover the 10.2 Explore non-
changing nature of nature of gendered traditional life and

life and work roles life and work roles work options

11 Understand, 11.1 Explore the 11.2 Understand and
engage in and underlying concepts experience the career
manage the career of the career building building process

building process process

7.3 Develop
abilities to seek,
obtain/create and
maintain work

8.3
career
making

Engage in
decision-

9.3 Link lifestyles
and life stages to
career building

10.3 Understand
and learn to
overcome

stereotypes in your
career building

11.3 Take charge
of your career
building process

7.4 Improve on abilities
to seek, obtain/create
and maintain work

8.4 Incorporate realism
into  your  career
decision-making

9.4 Incorporate
life/work balance into
the career building
process

10.4 Seek to eliminate
gender  bias  and
stereotypes in your
career building

11.4 Manage your
career building process
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Reflecting, Blogging and Learning in Journalism: Are
Journalists Born or Made?

AMY FORBES
James Cook University

This paper describes an innovative practice in journalism education and training at James Cook University
following the overhaul of its journalism program in 2009 under the Curriculum Refresh initiative. It has long
been a challenge to both the student and the journalism educator when confronted with statements such as “I
know what to do without thinking” or “know a good story when they see one” (Burns, 2005). Utilising a
qualitative case study, it shows how integrating two learning tools — reflective practice and blogging — within
the internship program serve to enhance the learning and sharing experience of journalism students. Blogging
provides the opportunity to engage in more writing practice. Reflection enables students to become aware of
how they learn and become socialised into the profession. Students report that confronting the contradictions
between what they are expected to do and what they ultimately do made them more self-aware and confident in
transforming themselves into competent and employable journalists for the 21% century newsroom.

Keyword: Journalism curriculum, Blogging, Reflective practice, Internship, Cooperative education
Introduction

A myth exists in the journalism profession that journalists are born, and not made. One of the
earliest supporters of this myth was H.A. Gwynn, president of the British Institute of Journalists
1929-1930 who wrote: “Journalists of all schools of thought hold the theory that, like a poet, a
journalist is born, not made.” (Carr & Stevens, 1931, as cited in Oakham, 2006). This belief, if
unchallenged, poses seemingly insurmountable difficulties for the veteran journalist and trainer
whose task it is to mould aspiring writers into their image.

In response, ‘learning by doing’ has long been the steady mantra embraced by journalists and
trainers keen on transforming aspiring writers into clones of themselves. As Ericson et al. (1987, as
cited in Oakham, 2006) argue, “Learning the (journalist) craft does not involve consultation of such
authoritative texts. It comes from consulting news texts, being scrutinized by editors, talking to
more experienced colleagues, and doing the work.”

As such, the cadetship (also called internship or placement) program in journalism has been a
capstone subject that is as much practice based learning, as it is possibly the student’s first foray
into the real world of the journalism profession. In recent years with the renewed attention afforded
Work Integrated Learning (WIL), it would be safe to say that journalism has always considered
cooperative education as essential in producing competent graduates. Combining personal
experience with academic study and reflection facilitates the transformation of knowledge into
competency (Canale, & Duwart, 1999).

Reflective Practice and Blogging

Critical reflective practice is used in WIL and cooperative education to encourage students to
consciously think about and analyse their experiences at the workplace and to reflect on them in
order to gain the maximum benefit from their work placement and co-op experience. It provides
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them with greater self-awareness of their competency that is useful when they promote themselves
to prospective employers (Coll, Lay, & Zegwaard, 2001).

Reflective writing has traditionally been described as the expression on paper of reflective thinking.
It is considered a key skill in the workplace as ‘only through contemplating what one is doing and
why can one demonstrate that intelligent and competent practice ensues’ (Thorpe, 2004). It is also
described as a process of thinking back on what has been experienced, reflecting on them, and
making sense of them. A key feature of reflection is that it occurs over time. During this time, the
learner This practice allows learners to question assumptions, critically question practices, and
change future practice.

In the journalism profession, this activity is lacking. Hard-bitten journalists plead deadline
pressures and budget constraints that preclude any downtime to engage in what many consider as
mere ‘navel gazing.” Few take the time to consider their role in stimulating discussion in society
and of animating democracy.

Similarly, journalists have been slow in embracing the overwhelming shift in information creation
and dissemination from the ‘mass’ to the more individual-centric new media of today’s
technological society.

Today’s information society is steadily being characterised by a shift in the balance of power from
traditional purveyors of information (old media) to the myriad ‘internet voices’ of smaller but no
less powerful ‘citizen journalists’ who are able to comment on anything and everything. Content
creation has shifted to individual publishers largely through the power of the web. For journalists,
the web has become an increasingly popular news source as well as an efficient way of organizing
materials such as when journalists provide links to other web sources in their stories. However,
debates have arisen surrounding the issue of whether web-based journalists need to have a physical
‘beat’ to be considered legitimate (Cunningham, 2001). Likewise, the division between professional
and personal practice remains a concern for the media organization which views blogging as direct
competition, or potentially blurring the line between objective reporting and what could (and
should) be considered the journalist’s opinion.

The practice of blogging traces its beginnings to as early as 1994 but weblogs, or blogs were few
and cumbersome to update due to the technology then available (Pavlik, & Mcintosh, 2010). Blogs,
in their simplest form, are web pages of short, frequently updated postings by an individual,
arranged chronologically, and may contain thoughts, links to sites of interest, rants, and anything
else the blogger wants to write about. By 1999, blogging became more popular and easy to do with
the availability of easy-to-use software as well as sites such as Blogger.com that was bought by
Google in 2003 (Pavlik, & Mclntosh, 2010). Many blogs served a similar purpose as mainstream
media in that the more popular among them served to set the news agenda of the day. In news
organizations, however, the uptake was less swift. In fact, in 2002, Steve Olafson, a journalist at the
Houston Chronicle became the first professional journalist sacked for running a blog (Orlawski,
2002). Olafson had criticised local politicians in his blog and his editor considered his action a
breach of ethics and a form of “gonzo journalism” (Orlawski). Steadily, weblogs gained the
attention of the mainstream media and many news organizations encourage their reporters to blog
(Mead, 2000; Weber, 2000). They are quick to caution them, however, that their blogs should not
undermine the journalist’s, and more importantly, the organization’s own credibility as a source for
important news. This is important as the very nature of blogs dictate that they are raw, honest and
unfiltered ‘exchanges’ with other members of, as opposed to the well-controlled messages
published by news organizations.
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Methodology

Utilising a qualitative case study, this paper shows how integrating two learning tools (reflective
practice and blogging) within the internship program serve to enhance the learning and sharing
experience of students. Qualitative case study also allows for the understanding of a bounded
phenomenon by examining in depth, and in a holistic manner, one or more particular instances of
the phenomenon (Yin, R., 2003).

Ethics approval was sought from the university for this research. From the point of view of data
collection, it should be noted that the students’ blog sites are in the public domain and therefore,
accessible to anyone.

There were 19 participants who were enrolled in the internship subject. The subject was delivered
over 13 weeks.

Data were collected from the interns’ published blog sites that formed part of their assessment task
during internship. Data were analysed guided by Jean Lave and Etienne Wenger’s pedagogical
strategy of situated learning where learning is viewed not simply as the transmission of abstract and
decontextualised knowledge from one individual to another, but a social process whereby
knowledge is co-constructed (Learning Theories Knowledge base, 2010). They suggest that such
learning is situated in a specific context and embedded within a particular social and physical
environment. As a data analysis tool, situated learning provides four distinct stages, which are
useful in looking at knowledge transfer, adaptation and learning:

- access to new skills and knowledge

- internalisation of skills and knowledge

- validation and integration against existing skills and knowledge
- application in a new context (Down, 2002)

Further insights were obtained from classroom discussions with the students as they discussed their
blogs and the learning they perceived to have occurred during their placement.

Discussion

In 2009, James Cook University embarked on an overhaul of its journalism curriculum. The new
Bachelor of Multimedia journalism is WIL-centered and aims to provide the student with the ability
to build competencies that are based not solely on technical mastery but support lifelong learning.
Emphasis is on creating competent and employable journalists for the 21% century newsroom.

As part of the curriculum, the internship subject is designed to enable students to develop and
demonstrate journalism graduate attributes whilst on placement. The subject is core to the degree
and placements are carefully matched to the expectations of both the student and the internship.

As part of innovative practice, maintaining a blog site of the students’ experiences and reflection
while at the placement was made an assessable requirement for the subject. Students were directed
to the Blogger website and provided easy step-by-step instructions on how to set up their individual
blog sites. It is worth noting that despite the widespread perception that today’s students are all
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Web 2.0 savvy, only one student in this class of 15 had ever set up or maintained a blog site
previously.

While some students expressed initial apprehension in mastering an unfamiliar system, all were
able to master the blog setup. Students reported Blogger.com presented a low level of barrier to
entry. The instructions provided were simple and each student was able to set up his/her blog site
before commencing placement.

Students were encouraged to blog regularly while at the placement. This could be daily, or at a
minimum, once a week. Each student’s URL or site address was shared with the rest of the class.
While students were aware of their peers’ blogs, they were under no obligation to read them.

At the same time, discussion of reflective practice was undertaken in class. Along the course of the
semester, the teacher posted comments and guideposts that served to assist the student in focussing
on reflection rather than just chronicling a narrative of experience. Some narrated experiences were
singled out and discussed during the face-to-face meetings as a class and students were asked to
revisit entries. During these sessions, students were provided guided reflective writing questions
adapted from Moon’s (2001) Reflective Writing Guidance Notes for Students. Ultimately, many in
the class took to reading each other’s posts and providing their own comments whether in their
peer’s site, or their own.

The following reflections are evidence of learning that took place. Students ceased to become
passive participants but became critical agents in the learning process, both in the active selection
of their learning experiences and also in their engagement with the new media of blogging. All
names used are pseudonyms.

Writing skills development

Heather began her blog by outlining what activities she had engaged in, in her placement. She
reported delight in the variety of tasks she was assigned to do, particularly as her placement was in
the new online environment.

When (the editor) edits my stories as | watch on, it is not only helping me learn how to improve
my writing style, it also teaches me some good sub-editing skills. Bonus !

Charles wrote :

I can now write a story, once I’ve done interviews and research, in anywhere between
15 to 45 minutes, depending on the subject and length. This is a marked improvement
upon my ability over the last 2 years. When | was doing JN assignments it used to be
the work of around 3 or 4 hours to write a story. But pressure makes me work harder,
and deadlines help me hone my story writing and information assimilation skills.

Mary learned a valuable lesson in media release writing :

After writing up the release | passed it on to (my supervisor) to read over, before | passed it on
to the media. | learned an interesting lesson from this. NEVER SAY TO MUCH (emphasis in
the original). To attract them (media) to the cheque handover, | needed to say as little as
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possible, and leave them with questions they NEEDED answered. | had never thought of it like
that, but, it made perfect sense.

Confidence boost

All of the students reported feeling intimidated at the start of their placement. However, after a
couple of weeks, all reported feeling increased confidence in their ability to get the job done:

I was on my own yesterday but that didn't stop me from getting a much needed interview  for
the story. | picked up the phone and dialled. I've come to realise that people on the phone are
really nice, polite and willing to help.

I felt really in control of what we were doing... Experiences like these are allowing me to see
my progress and skills development. | can feel the difference in my ability to communicate
with new people, especially in situations where the information is only relatively new to me.

...regardless of who I'm interviewing, when I am asking the questions, I have the power. This
has been both an important and powerful realisation for me, and one that I've been putting to
use in all my interviews.

Reflection on sources of news

One of the activities a good journalist ought to do regularly is to check on his or her sources
of information. In many cases, journalists fail to question their usual research sources, or to
guestion the choice of people they interview for a story. This needs to be challenged as sources of
information have become varied and there is need for more journalistic transparency. Transparency
“signals a respect for the audience and reaffirms a journalist’s public interest motive, the key to
gaining credibility” (Diakopoulos, 2008). Blogging provides a relatively safe environment in which
mistakes and ethical decisions are reflected upon.

They gave cutish quotes which is what people expect from 10 year olds. There's no point
asking really detailed questions from little kids, especially in the excitement of a parade when
they are getting out of class, so | did the easy thing and asked the easiest questions | could.

[I had to] find some people who were going to the festival. This was easy, as all of my friends
(and myself were going). |1 know it may not be ethical, but I interviewed my friends and
organised them for a photo with ease.

Communicating with them allowed me to update the 'writer’s information' database with their

interests, preferences for assignments, hobbies and how the magazine could help them. Having
this knowledge will help when it comes to allocating interviews and assignments.

Situated learning

Evidence of situated learning is evident in all of the students’ blogs. Students report being able to
make the connection with what was taught in class to what they actually experienced in the field.
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I remember [the teacher] saying once how you can have everything ready and then suddenly
something would happen and you would have to drop everything and go to the other story. I got
to experience this first hand today, which was quite exciting.

If you don't need it, cut it out.' ...there are images being played as the story is read, therefore
not every detail needs to be spoken. It has taken me a while to pick up on this  after  being
drilled at uni for the past three years about the importance of the 5 W's and 'H".

This made me wonder how the [newspaper] could get it so wrong... In our journalism classes
we are constantly being told to check and double check information. In nearly every lecture we
are reminded of the legal implications of printing information that is not correct.

In some cases, students were rudely awakened to the reality of what they had only been warned
about at university.

I was asked to write this release | had NO idea it was in the job description of a PR to
make up quotes... | was mortified when | was told to just "write what you think Cr Marr would
say." It went against everything | learnt about journalism.

Reflecting on blogging

In general, students reported they liked doing the blogging activity. It gave them a distinct voice
and allowed them to keep a sequence of commentary and links using simple software. The blogs
and consequent interaction among students also assisted in building a community of practice
collaboratively. The ability to discuss and interact with peers undergoing a similar experience,
addressed the oft reported problem of isolation during placement (Paku, & Lay, 2008; Wolf, 2008).

I have read other students’ blogs and seen that I am not the only one experiencing the
frustration of not hearing back from sources.

I do also enjoy reading blogs and being able to post my opinions and thoughts for others to read
without having to go through the trouble of getting it printed.

The writing of the blog is more a reflection of self then a writing exercise. | find that when |
start the blog, | hit a flow and think less about the form of my prose. Therefore the blog is more
about how I feel rather then honing my skills.

I really enjoy reading blogs about all different areas, including craft, fashion, travel and
magazines. Blogs let people be creative in their own way, so I’d love to have my own “famous”
blog one day.

Reflecting on Reflective Practice

The process of reflecting was new to all the students. The teacher spent face-to-face meetings to
talk about what it is and its aims. Several actual examples of students’ reflections were shared with
the students along with a discussion of how such reflection provides added learning to the student.
Along the course of the subject, the teacher also posted comments and questions, asking students to
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explore their reflections further in areas they may not have been aware of at the time of posting.
This guidance served to enrich the reflecting process. Expectedly, the levels of reflection varied
widely among all students. Some expressed apprehension about not knowing enough about
reflecting but showed they did understand the concept.

I don’t know enough about how I should be reflecting. Reflection to me is about looking back
at what you’ve learnt throughout a day. It’s about deciding whether, if you had your time over,
you would do something differently. Reflection’s also about learning what not to do/can
improve on in the future.

This blog has had a somewhat cathartic role. It has given me both time and opportunity to
consider the experiences I've had in my role as an intern. | think it's beneficial to have itas a
weekly task, because it allows me to examine my performance critically, and educates me on
how to improve my performance. | encourage the process of blogging, and will continue to do
it in all likelihood...

Conclusion

The results of this study provide support for the continued use of blogs and reflective practice as
part of the internship subject in journalism. Some students lacked the reflective skills to fully
benefit from the empowerment and deep learning that the practice provides. Admittedly,
commenting and guiding students over the course of the subject also required more work and time
on the part of the teacher. There is also the question of how much involvement or intervention a
teacher should undertake and still, as Wolf (2008) put it, maintain the “purity of the blogging
experience.” For larger class sizes, group blogging may be explored as an alternative discussion
space.

Blogs are useful reflective tools and they open up discussions on other areas such as the
relationship between private and public spheres, especially in terms of professional practice. Here,
the teacher must provide the context of the activity and make students aware of the implications of
having a public site. Rules of Netiquette have to be made clear as students navigate these new and
often treacherous technologies.

Reflective writing is good practice regardless of whether it is undertaken in the traditional pen-to-
paper mode, or, as in the case of this study, online and in the public sphere. Blogging poses
challenges as far as what can and should be written and shared online while operating within the
bounds of ethical and legal limits. It may be said that for the 21* century journalist who now must
operate in a sphere made even more public by online technology, the practice of blogging serves as
good training not just in strengthening the discipline of having to write regularly to keep the blog
site current, but also to write professionally and responsibly at all times.

There were students whose reflections were quite insightful and showed deep learning and
socialization into the journalistic profession. While the internship experience seems to support the
myth of “predisposition” or of one being “born with it,” many trainers and supervisors spend much
time training the student in the “craft” of journalism, stressing the most important “nuts and bolts”
of the profession — accuracy, good writing skills and how to validate information.

These few lessons have really helped me throughout my internship and have formed a basis for
my future work ethics. | now understand why these internships are so important as a valuable
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resource for life lessons in our chosen careers no matter where you do yours, whether it be at a
small Government organisation, a large news corporation or a PR firm.

Journalism is quite a hierarchical society, with a well ordered and firm structure. | also
observed some key character traits amongst the journos in the office:

-They are quite personable, and friendly, but with a reservation that doesn't give too much
away about themselves.

-They are dedicated, and somewhat reminiscent to a bloodhound on the scent. They
follow a trail, and can be seen to bray happily when they sight their quarry.

-Often ask incisive questions, and just ask questions in general.

-They are willing to sacrifice a lot of time and energy in the pursuit of their stories.

-They are often cynical.

I wonder if this is me in a few years, and | guess time will tell.

These students possess a unique personal insight into the profession they are planning to enter and
they are not far off the mark. Journalism is a hierarchical system where “being a journalist” is
passed on orally from the senior to more junior journalist. For a profession that boasts of members
having “it” — call it “sparkle,” “a hunger,” “a natural flair” or simply “passion”, and distinguishing
between what can and cannot be taught, much energy is expended by its members to teach the
younger generation in a formal, didactic, skills or craft-based method. The practice of reflection on
the part of the students adds a dimension of development beyond mere transfer of skills. Walker
(1985 as cited in Bartlett-Bragg, 2003) believes that “creative interaction with one’s own
development helps to ensure that new knowledge is incorporated in, and integrated with existing
knowledge.” The use of blogs and the practice of reflection afford the student with this creative
interaction that hopefully will translate into more than just ‘learning by doing’ but to an innovative
and creative transformation of both the new journalist and the development of “new” journalism
education in the 21* century.

29 ¢
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In recent years higher education stakeholders have expressed growing concern about teaching and learning
performance and outcomes (Yap, 1997; Albrecht and Sack, 2000). One technique that can assist in improving
students’ development of professional skills and understanding is work integrated learning (WIL). WIL presents
a challenge both in its formation and implementation for an Australian higher education system characterised by
limited resources, large and diverse student cohorts and the ever present ‘publish or perish’ paradigm that draws
lecturers’ attention away from teaching and learning activities.

The emerging gap between graduate attributes and what industry requires not only refers to the lack of
‘employment readiness’ of students, but also their generic skills. The 2002 ACCI / BCA project, Employability
Skills for the Future (DEST Report) identified eight employability skills argued to be important for students to
develop: communication, teamwork, problem-solving, initiative and enterprise, planning and organising, self-
management, learning and technology (ACCI/BCA, 2002, p 7).

To address this concern a Professional Development Program (the ‘PD Program’) was developed. The PD
Program is integrated into a business degree program and is designed to systematically develop students’
learning, employment and generic skills and supplements their theoretical studies. This paper details the
procedures that have been developed, and provides preliminary evidence on the impact of the first part of the
PD Program on students’ generic skill development over 12 months. It will be argued that those students
involved in the PD Program demonstrate significant gains in both their generic skills and associated recognition
of the importance of generic skills development to their studies and professional lives compared to students who
did not participate in the PD Program. These results highlight the potential gain for universities by investing the
necessary resources to develop WIL opportunities for their students to assist in the development of generic
skills.

Keywords: Work Integrated Learning, Generic Skills, Professional Development, Graduate Attributes.

Introduction

Universities are becoming more conscious of the need to develop not only the key technical skills
of their students, but also to develop students’ generic skills1 (Australian Education Council, 1992;
AC Nielson, 2000; ACCI & BCA, 2002; Precision Consultancy, 2007). Despite this increased
awareness, various surveys have identified underlying concerns of industry with students’ generic
skills (AC Nielson, 2000; Kavanagh & Drennan, 2008). This raises the issue of how universities
can provide their students with opportunities to develop their generic skills.

To address this critical issue, an integrated continuous orientation program, known as the
professional development program (the PD Program), was created to develop student attributes. To
increase the potential influence of the PD Program, industry is heavily engaged and involved with

1 Also referred to as ‘graduate attributes’, ‘graduate skills’ or ‘employability skills’.
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its delivery. In this way, the PD Program provides a continuous orientation program with work-
integrated learning (WIL) components.

This paper offers preliminary analysis of the PD Program relying on self-reported measures of
student development in terms of generic skills of two cohorts of business students over a 12 month
period. The remainder of this paper examines the importance of generic skill development and the
potential WIL has in its development. The design of the PD Program as well as the research method
is then discussed. This is followed by a discussion of the results. The final sections then consider
limitations and the potential for further research, before concluding.

Theoretical background

With the development of the PD Program — there was a focus on generic skills as well as what role
WIL can play in student learning.

Generic skills

There are a number of terms that have been used to describe generic skills, such as graduate
attributes, graduate skills or employability skills. In essence, these describe a set of skills that have
potential broad application to a range of disciplines or circumstances. For example, a student’s
technical knowledge of Australian tax legislation is discipline-specific, whereas the student’s ability
to research Australian tax legislation to identify a particular law represents information literacy — a
generic skill.

There are a number of generic skills that have been articulated. For example, the 1992 ACCI/BCA
project, Employability Skills for the Future (DEST Report) identified eight employability skills:
communication, teamwork, problem-solving, initiative and enterprise, planning and organising,
self-management, learning and technology (ACCI/BCA, 2002, p 7). Employers have emphasised
problem solving, communication and team work skills in qualitative research (Harvey et al., 1997,
Kavanagh and Drennan, 2008; ACNielsen, 2000). In fact, higher education institutions are
developing their own set of graduate attributes, drawing on generic skills research such as the
DEST report, to develop WIL curriculum (Litchfield et al., 2008, p 334).

There is debate about the balance and mix of generic, technical and professional skills that should
be built into degree programs (Asbaugh and Johnstone, 2000; Crebert, 2002; Kavanagh and
Drennan, 2008). While such debate is beyond the scope of this study, what is clear is that there is
little evidence based research which isolates the comparative effectiveness of different strategies in
terms of developing students’ generic skills (Precision Consultancy, 2007, p 1).

The implementation of generic skills in the higher education curriculum is critical for a number of
reasons. Firstly, students with generic skills have better graduate employment prospects. Numerous
reports recognise the employer demand for graduates with generic skills and conversely that a
strong disciplinary knowledge does not of itself guarantee graduate employment (Crebert et al.,
2004, p 148). For example, research in the United Kingdom found that a graduate’s success at work
was perceived to be more influenced by the graduate’s generic skills rather than their specific
degree (Harvey, 1999). Secondly, generic skills possess the attribute of transferability. Whilst
discipline-based knowledge becomes dated and is not necessarily transferable across different jobs,
generic skills rarely become obsolete and can be transferred into new career paths (Kavanagh and
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Drennan, 2008; p 281). The transferability of generic skills is also a graduate perception in the
context of WIL. WIL can assist in transferability as Crebert et al. found that 72.6% of graduates
surveyed from three tertiary schools who had completed work placements had not encountered
major difficulties in applying their generic skills in the workplace (Crebert et al., 2004, p 156).
Finally, professional bodies such as the Institute of Chartered Accountants in Australia and CPA
Australia have established accreditation criteria which explicitly requires universities to include
generic skills development in their programs (Birkett, 1993; ICAA and CPA, 2009). In fact, the
Financial Planning Association of Australia has emphasised the importance of WIL methods in
developing these generic skills (FPA, 2009).

However, research has questioned the tertiary response to development of students’ generic skills.
In the context of accounting education, a survey of 92 employers by Daggett and Liu found that
accounting graduates’ skills in writing, presenting and interaction were lacking (Daggett & Liu,
1997). Kavanagh and Drennan’s study of accounting student and employer perceptions concluded
that both employers and students believe that tertiary programs in accounting are failing to
sufficiently develop the non-technical and professional skills of students. Industry reports into
Higher Education have reiterated a similar theme, including Business/Higher Education Round
Table, 1991, 1992, 1993; Association of Graduate Recruiters, 1993, 1995; Sausman & Steel, 1997;
Coopers & Lybrand, 1998; AC Nielsen Research Services, 2000. For the purposes of this paper the
generic skills focused on are detailed in Table 1

Table 1: Generic Skill Numbers
Skill Number Generic SKill
interpersonal
self management
learning and adaptability
problem solving
concept and analysis
oral communication
team
information literacy
written communication
career & vocational

Boovoorwnrk

WIL

WIL can equip students with the necessary generic skills by offering a ‘rich, active and
contextualised learning experience’ (McLennan, 2008, p 4). WIL2 programmes are typically
described as “educational programs which combine and integrate learning and its workplace
application, regardless of whether this integration occurs in industry or whether it is real or
simulated” (Atchison et al., 2002, p. 3).3 WIL programmes are receiving increased attention in
Australia with universities encouraged to implement them (Jancauskas et al., 1999; Precision
Consultancy, 2007). One of the reasons for this greater attention is that “WIL has provided
universities with an opportunity to offer a better product that students will appreciate as a pay-off
for their investment” (Abeysekera, 2006, p 7). Research on WIL programmes has demonstrated
increases in student job knowledge and skills, improved attitudes and behaviours towards work

2 There are a number of terminologies used to describe WIL, including cooperative learning and service learning; however the term WIL
is used in this paper for consistency.

3 There are a number of possible models for a WIL programme, such as Mentored Employment, University/Industry Research;
Supervised Work Experience, Customised Accredited Workplace Learning, Enterprise Development and Entrepreneurial Programs,
and Simulations (Atchison et al., 2002).
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readiness (Hughes and Moore, 1999), substantial personal development by students (Day et al.,
1982), positive effects on students’ learning, including identifying the relevance of theoretical
concepts taught in class, putting theory into practice, appreciation that academic success is not the
only attribute for career success, and the development of communicative abilities. With the
capacity of WIL to address concerns regarding generic skills in mind, the PD Program was
developed and implemented.

Design of the PD Program

The PD Program is integrated into a business degree. Students can complete majors in Accounting
and Financial Planning. The PD Program is designed to systematically develop students’ learning,
employment and generic skills while providing students with industry knowledge and exposure to
industry. This systematic development has been described as a ‘full service model” in the WIL
literature (Atchison et al., 2002, at p 3). As a full service model, the PD Program scaffolds generic
skills development, industry awareness and exposure in each trimester in each year of the degree
and tailors the program to the unique student life cycle of the business degree.

The PD Program is delivered in the days prior to the start of each trimester (known respectively as
PD#1, PD#2 and PD#3), in each of the students three years of study. A critical element to the
success of the PD Program is industry participation in the design and delivery of certain sessions
within the PD Program, thereby giving the PD Program WIL characteristics. Industry
representatives include practitioners, human resources staff, recent graduates and the professional
bodies. From a student perspective, industry led-sessions conferred greater authenticity about the
importance of generic skills.

University staff (academic and non-academic) and external consultants conduct the remaining PD
sessions. Whilst some components of the PD Program are currently delivered elsewhere in the
university, they are generally stand-alone rather than being integrated and timed so students may
not appreciate their significance. Further, these centralised services can be generic rather than
contextualised to students’ actual degree. It is argued that the PD Program’s incorporation of these
existing services in an integrated and considered way will improve outcomes and contextualise
them for students.

This paper addresses the activities undertaken by 1% year students as part of the PD Program. Below
is a detailed description of the PD Program for 1* year students and how the activities correspond to
the generic skills listed in Table 1 above.

#1: First PD Days: Jan/Feb

The first PD Days are held at the end of January for three days in the week prior to the start of the
first trimester (PD#1). For 1% year commencing students the first PD Days were very much an
integrated orientation program, but with additional attributes of forming relationships with other
new and established students (through Pod activities) and initial networking with industry. These
workshops addressed many of the generic skills required by students. Some of the more
‘traditional’ activities included timetabling, getting on-line, library database (Skill #8), academic
planning (Skill #2) and counselling services (Skill #3). Also, learning services advisors conducted
sessions on time management (Skill #2), academic writing (Skill #9) and study skills (Skills #4 &
#8) (including an academic panel session discussing ‘what makes a successful student’).
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Students are also allocated to Pod mentoring groups. The idea of ‘Pods’ is based on the collective
noun for a group of whales and consists of a collection of students, industry and academics. An
individual Pod approximately consists of three 1% year students, three 2™ year students and three 3"
year students; at least one industry member, and an academic to help with facilitation. There are a
number of formal and informal Pod activities designed to improve the relationship between
members.

The formal Pod activities in PD #1 included a campus trivia tour, library trivia tour and study skills
workshop (Skills #1, #7 & #8). Additionally, there is a Pod meeting involving the industry member,
with discussion about the importance of ‘learning’ at work and at university (Skills #1 & #10).

In addition to funding, industry assisted in the delivery of a number of sessions in PD#1 for the 1%
year students, including ‘personal planning’(Skill #2), ‘goal setting’ (Skill #3) and ‘networking
skills* (Skills #1, #6 & #10). Furthermore, the major industry session held in PD#1 is a networking
breakfast on the third day, which enables students and industry (approximately 25 industry
members attended) to talk to each other about university and the profession (Skills #6 & #10).

#2: Second PD Days: End of May

The second instalment of the PD Program (‘PD#2”) is held over two days in the week prior to the
start of the second trimester (May). PD#2 focused on improving 1* year students’ academic skills
and preparing them for the job application and interview process. Industry delivered a number of
sessions including a HR Panel Session on ‘What firms are looking for in graduates’ (Skill #10);
‘Professional Presentation’ (Skill #6), ‘Different Roles in the Profession’ (Skill #10) and
‘Internship: Opportunities and the Challenges’(Skills #2, #3, #4, #5, #7 & #10). The major industry
session for PD#2 was a networking lunch, followed by Speed Dating Interviews’ which allowed 1%
year students to do a number of quick 5 minute interviews with industry to gain confidence with
them, as well as enhance their knowledge about the profession and different firms (Skills #1, #6 &
#10).

In terms of university-led activities, a workshop was conducted on advanced excel spread-sheeting
skills to assist students with the software utilised in many of their business assignments (Skills #4 &
#8). Career service advisors conducted sessions on CV writing (Skills #9 & #10), letter of
application (Skills #9 & #10) and interview skills (Skills #1, #6 & #10), with a particular focus on
the nuances of the accounting and financial planning professions. Learning advisors also conducted
a session on oral presentation skills in preparation for internship interviews and the Student-
Industry Conference in PD#3 (Skill #6).

Pod activities also helped cement relationships developed in PD#1. The Pod activities in PD#2
included sessions on ‘confidence in drama’ (Skills #1 & #6), ‘mock interviewing’ (Skills #1, #6 &
#10) and ‘Pod Olympics’ (Skill #7). There was also a Pod meeting with the industry member
discussing ‘what graduates should do in the first 5 years of practice’ (Skills #1, #6 & #10).

#3: Third PD Days: September

The third instalment of the PD Program (‘PD#3’) occurred over two days in the week prior to the
start of the third trimester (September). The first day of PD#3 focused on improving first year
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students’ generic skills, with sessions such as intermediate research (Skill #4 & #8). Industry
assisted in the delivery of a number of sessions for the 1% year students including ‘Professional
Framework of Practice’ (Skill #4), ‘Dealing with Clients’ (Skills #1, #4 & #7), ‘Relationship
Building’ (Skills #1 & #7), and ‘Professional Practice’ (Skill #10).

Pod activities occurred to enhance relationships between students and industry. The Pod activities
in PD#3 included a session on ‘practicing oral presentations’ (Skill #6) and a meeting with their
industry member, discussing the Student-Industry Conference theme ‘Breaking the Drought:
Sustainability - the Professional Challenge’ (see below) and the importance of being innovative
(Skills #5 & #10).

The second day of PD#3 was the Student-Industry Conference, which required students to present
an assignment from one of their courses to an audience of peers, industry representatives and
academics (Skill #6). In addition to the student papers, industry and academic papers were
presented that explored the conference theme: (Skill #10). Industry involvement extended to the
assessment of student presentations and participation in an awards ceremony for outstanding
student presentations.

Research Methodology

This study employs a longitudinal survey methodology to examine the impact of the PD Program
on first year students (the PD Students). The instrument was administered at the start of the
university year in ‘orientation week’ in an attempt to capture students prior to engaging extensively
with the university. The instrument was readministered 12 months later at the start of the students’
second year to gauge the level of student development. In addition, a control group (the Control
Group) of students in a similar degree that does not include the PD Program were surveyed at
similar times as the primary sample. There are two cohorts of students who to date have been
surveyed, being those students who commenced in 2008 (referred to as the 1% Cohort), and those
commencing in 2009 (referred to as the 2™ Cohort).

Survey instrument

The survey instrument included four sections. The first contained standard demographic questions,
with remaining sections containing questions about the students’ satisfaction, perceptions of self-
efficacy and generic skills. The focus of this paper is students’ generic skills.

To determine generic capabilities, students were provided with a self assessment tool for them to
evaluate their level of skill development. The inventory tool was based on the one developed by
Lizzio and Wilson (2004: 115) which identified different domains of skills (10 of the 14 were
used). The tool utilised ten broad capabilities, nine of which describe ‘commonly identified areas of
generic capabilities” — being: interpersonal skills, self management skills, learning and adaptability
skills, problem solving skills, concept and analysis skills, oral communication, team skills,
information literacy skills and written communication skills. The domain of ‘career and vocational
management’ was also measured.4 Within each capability there are 15 statements to ascertain
students’ perception about them.

4 Due to time limitations and duplications, excluded domains from the original Lizzio and Wilson (2004) tool was organisational
membership, community and citizenship, personal effectiveness and professional effectiveness.
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These generic skills are determined by a number of behaviourally specific statements to represent
the area of capability, which were categorised under multiple sub-domains (Lizzio & Wilson 2004,
at p 115). For example, the questions asked to ascertain a students’ self management skills are
detailed in Table 1. Respondents self evaluated each of the statements on a seven point scale, from
one ‘not at all a characteristic of me’ to seven ‘very characteristic of me’. Questions 1 to 12 relate
to demonstrating the generic skill, whereas questions 13 to 15 ask questions of the relevance of the
generic skill to university study, future career and interest in development. Answers to the last three
guestions are analysed separately to the first 12 questions.

Table 2: Behavioural Questions for Generic Skills

SELF-MANAGEMENT

Self-Awareness/ Self Knowledge

| have a good understanding of my strengths and weaknesses and use this to inform my
development

I know clearly why it is that certain situations or types of people seem to “push my buttons”
or trigger a reaction from me

I have a clear sense of how others see me or the impact | make on people

Self Organisation

I manage tasks well — successfully prioritising competing demands on my time and energy
In meeting deadlines, | deliver on time — asking for extensions is something | very rarely do
I am able to persist with challenging tasks without getting distracted

Resourcefulness

I handle pressure and difficult situations well

When I “get in a rut” or “feel down” I can quickly get myself going again in a positive
direction

If I have a problem I generally do something about it rather than hope it will go away
Responsibility

When I “stuff something up” I prefer to be accountable instead of “blaming others” or the
“external conditions”

I am able to accept feedback or criticism from others without getting offended

When something is important to me I usually find I have the “courage of my convictions”
and | take positive action

Personal evaluation on Self Management

How relevant do you consider ‘Self Management’ is to learning or doing well in your
present course at University

How relevant do you consider ‘Self Management’ will be to your future work or career

How personally interested are you in developing your ‘Self Management’

Descriptive statistics

For Cohort 1, a total of 178 useable student surveys resulted from this process (it was not
mandatory for students to participate). Of these, 67 were from the PD Students in first year and 35
in the second year. For the Control Group there were 27 and 49 respondents in the first and second
year surveys respectively. For Cohort 2, a total of 203 student surveys were obtained, with 93 from
PD Students (65 first year and 28 second year), and 110 from the Control Group (86 first year and
24 second year). Summary descriptive statistics for the samples are provided in Table 2.
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While the demographics of the PD Students are similar between the two Cohorts, there are some
differences with the Control Group — especially the age spread. Between the PD Students and the
Control Group there are also differences in terms of the population of international students, as
there is a greater percentage within the Control Group.

Results and Discussion

Summary survey results for all the measures for generic skills are contained in Table 4 and Table 5
across the two data sets (the PD Students and the Control Group) and at two points in time (at the
start of their degree and at the start of their second year) — for both Cohort One and Cohort Two.
The data presented are averages of respondent’s scores for each generic skill.

For Cohort One, PD Students appear somewhat cautious about their generic skills at the start of
their degree. The lowest score of 4.12 out of seven was for written communication skills with the
highest being 4.86 (for interpersonal skills and career and vocational skills). The uncertainty in
regards to written skills is also not unsurprising given that many commencing students find
academic writing in the tertiary environment a challenge in their first year of study.
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Table 3: Descriptive Statistics

Cohort 1 PD Students #1 Control Group #2

Item 1% Year 2" Year 1 Year 2" Year

N 67 34 27 42

Gender

Male 27 40% 12 35% 16 59% 15 36%
Female 40 60% 22 65% 11 41% 27 64%
Type

Domestic students 62 93% 32 94% 20 74% 15 36%
International 5 7% 2 6% 7 26% 27 64%
Age

Less than 20 42 63% 18 53% 14 52% 6 14%
20-30 19 28% 13 38% 9 33% 31 74%
30-40 4 6% 0 0% 4 15% 3 7%
>40 2 3% 4 12% 0 0% 2 5%
Entrance Score 10.2 8.9 10.8 9.7

Cohort 2 PD Students #2 Control Group #2

Item 1% Year 2" Year 1% Year 2" Year

N 65 28 86 24

Gender

Male 27 42% 8 29% 40 47% 10 42%
Female 38 58% 20 71% 46 53% 14 58%
Type

Domestic students 62 95% 27 96% 50 58% 2 8%
International 3 5% 1 4% 36 42% 22 92%
Age

Less than 20 42 65% 15 54% 51 59% 2 8%
20-30 18 28% 10 36% 31 36% 22 92%
30-40 3 4.6% 2 7% 3 3% 0 0%
>40 3 4.6% 1 3% 1 2% 0 0%
Entrance Score * 10.13 1.7 10 NA

* Entrance score refers to the average OP (Overall Position) university entry score of the
respondents.

The 2™ Cohort of PD Students appear slightly more confident in their generic skills at the start of
their degree when compared to the 1% Cohort. However, three of the four weakest generic skills are
common amongst the two cohorts, being oral communication (skill #6), written communication
(skill #9) and conceptual & analysis (initiative) (skill #5). This is interesting given the prior
research that these are some of the generic skills highly valued by employers.

After 12 months and three instalments of the PD Program, the 1% Cohort of PD Students
demonstrate increased belief in the development of their generic skills. While three of their four
weakest skills are still oral communication (skill #6), written communication (skill #9) and
conceptual & analysis (initiative) (skill #5), these have improved markedly. Indeed, all ten generic
skills have improved over the 12 month period for the PD Students in the 1% Cohort. For the 2™
Cohort of PD Students, their three weakest skills are slightly different, with oral communication
(skill #6), interpersonal skills (skill #1) and conceptual & analysis (initiative) (skill #5).
Nevertheless, like the 1% Cohort, the PD Students in the 2" Cohort have improved in all ten generic
skills even though they started the PD Program with more confidence.
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Table 4: Student generic skill development for PD Students and Control Group

1% Cohort 1% Cohort 2nd Cohort 2nd Cohort
PD Students PD Students Control Control PD Students PD Students Control Control

Student Attribute 1% year 2" year Group 1 Group 2™ 1% year 2" year Group 1 Group 2™

year year year year
L1.Interpersonal skills 4.39 5.20 5.09 4.47 4.61 5.13 4.72 4.76
2. Self management skills 4,74 5.44 5.22 4.87 4,98 5.46 4.81 5.01
3. Learning and Adaptability 4.69 5.45 521 4.79 4.89 5.43 4.74 4.98
skills
4. Problem solving skills 4.50 5.29 5.22 4,55 4.96 5.44 4.67 5.26
5. Concept and Analysis 4.41 4.90 5.04 4.38 4.63 5.15 4.66 5.02
(Initiative)
6. Oral communication skills 421 5.06 4,77 4,19 4.36 497 4.56 4.69
7. Team skills 472 5.50 4,97 4.44 4,97 5.48 4.89 4.60
8. Information literacy skills 4,71 5.28 5.22 4.70 5.22 5.75 4.90 4.98
9. Written communication 412 4.89 473 4.47 453 5.75 4.53 4.49
skills
10.Career and vocational 4.86 5.66 5.28 4.80 4.88 5.17 5.05 4.99
skills




Proceedings of the Australian Collaborative Education Network National Conference, Perth, 2010

The change in PD Students’ generic skills in both the 1 and 2" Cohort are demonstrated in Figure 3. The
largest positive growth in skills for the 1% Cohort was in oral communication (skill #6), interpersonal (skill
#1), problem solving (skill #4) and Career & Vocational (skill #10). For the 2" Cohort, their strongest
growth was in written communication (skill #9), oral communication (skill #6), interpersonal (skill #1)
and learning & adaptability (skill #3).

For the Control Group their development over the first 12 months varies dramatically between the 1%
Cohort and the 2™ Cohort. This may demonstrate if nothing else that the university experience without a
PD Program can vary dramatically year to year. That is, the PD Program appears to give a greater
consistent learning experience for those students involved. Other factors are inevitably involved which
explain the variance from year-to-year with the Control Group such as the university’s greater funding of
and research on the first year experience in 2009, which included implementation of new innovates.

Figure 3: Generic Skills - PD Students
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For the 1* Cohort of the Control Group in all measures they have reduced in their perceived generic skill
ability after 12 months of study, with the largest declines in problem solving (skill #4), concept & analysis
(skill #5), interpersonal skills (skill #1) and oral communication (skill #6).

For the 2™ Cohort of the Control Group the negative trend is not as strong, although three of the ten
measures are negative being: team skills (skill#7); career & vocational (skill #10); and written
communication (skill #9). Also, apart from problem solving (skill #4) and concept & analysis (skill #5),
the improvement in generic skills over a 12 month period is less then 0.25 on a 7 point scale. Indeed, for
interpersonal skills (skill #1) and information literacy (skill #8) the change in students over 12 months of
their university experience is negligible. Figure 2 illustrates the change in the Control Group’s generic
skills over the first 12 months.
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Figure 4: Generic Skills - Control Group
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While Figures 1 and 2 reveal variance between the 1% and 2™ Cohorts of students, Figure 3 clearly
demonstrates that the PD Students experience a positive change in generic skills over the 12 months
compared to the Control Group in both Cohorts, with the exception of skill #4 problem solving. The
‘difference in change’ is the ‘change’ experienced by the PD Students (refer Figure 1) less the ‘change’
experienced by the Control Group (refer figure 2) in the 1% and 2™ Cohorts respectively. For example, the
1* Cohort of PD Students experienced a change of 0.81 with their ‘interpersonal skills’ over 12 months,
whereas the 1% Cohort of the Control Group experienced a change of -0.62. This means the ‘difference’ in
change for the 1% Cohort with interpersonal skills is 1.43. Indeed, the difference in change is greater than
0.40 in favour of both cohorts of PD students for five of the generic skills: interpersonal (skill #1); oral
communications (skill #6); team skills (skill #7); information literacy (skill #8); and written

communication (skill #9).

Figure 5: Generic Skills - PD Students vs Control Group
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Table 5: Student perceptions of the importance of generic skills development

1° Cohort 1% Cohort 2nd Cohort 2nd Cohort
Student Attribute PD PD Control Control PD PD Control Control
Students 1" Students 2™ | Group 1"  Group 2™ | Students 1" Students 2™ | Group 1  Group 2™

year year year year year year year year
Interpersonal skills 6.26 6.24 5.96 5.37 6.01 6.18 5.53 5.35
Self management skills 6.39 6.27 6.41 5.80 6.31 6.37 5.72 5.85
Learning and Adaptability skills 6.19 6.21 6.23 5.48 6.09 6.17 5.45 5.40
Problem solving skills 6.23 6.36 6.44 5.55 6.21 6.19 5,51 5.68
Concept and Analysis (Initiative) 5.97 5.98 6.07 5.33 5.89 6.09 5.33 5.40
Oral communication skills 6.24 6.61 6.47 5.51 6.42 6.59 5.38 5.24
Team skills 6.21 6.42 6.22 5.44 6.42 6.38 5.61 5.25
Information literacy skills 6.30 6.29 6.28 5.42 6.26 6.34 5.53 5.46
Written communication skills 6.22 6.62 6.35 5.45 6.39 6.34 5.60 5.46
Career and vocational skills 6.26 6.45 6.19 5.44 6.41 6.37 5.61 5.61
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In terms of perceiving the importance of generic skills to their studies, careers and desire to improve,
the PD Students consistently value these skills at a greater level then the Control Group. Table 5
contains summary results of these measures, and from an educators point of view it is pleasing to note
the high scores that the student respondents in both groups provided. This suggests that there is some
appreciation for the importance of developing these skills for both academic and professional purposes
within these two cohorts.

Interestingly, the PD Students do not substantially change their views after a year of their degree. This,
however, contrasts with the Control Group scores for the 1 Cohort, which at the start of their second
year are lower in all cases and lower than the PD students. For the 2™ Cohort of the Control Group the
negative trend is not as strong, with six of the ten skills being perceived as less important after 12
months of study.

It is concerning that the scores have declined, indicating a declining belief in the importance of generic
skills development. Perhaps this relates to the decline in their abilities reported above (particularly
with respect to the 1% Cohort), however which leads and which lags will require further investigation.
The negative trend and the strength of that negative trend may be caused by a variety of factors
including: the quality of the Control Group’s respective first year orientation experiences in 2008 and
2009; the lack of assessment and/or teaching activities involving generic skills in the Control Group’s
first year courses; or that by their second year, for whatever reason, Control Group students were more
concerned with completing courses of study (outcomes) rather than developing generic skills
(process). From the PD Program perspective, the results provide further evidence of the positive
impact that an integrated program may have on the student learning experience and student
perceptions of generic skills.

Taken together, the results support a PD Program, with WIL components, in terms of the impact on
students’ generic skills. Of particular note are the significant gains in the generic skills capabilities of
the students and the related maintained recognition of the perception of the importance of generic
skills development in comparison to the students in the non-WIL degree. This, we contend, is related
to the industry engagement in the PD Program, which allows the students to more clearly see the link
between their academic studies and their future careers, underscoring the value of a genuine WIL
experience and is in line with the received evidence and theory (Crebert et al., 2004; Kavanagh and
Drennan, 2008; FPA, 2009). Our contention, which itself is a hypothesis worthy of further research in
the area, is supported by: the high level of industry involvement in the PD Program; qualitative and
anecdotal feedback from students and industry; and student survey responses completed at the end of
each PD week indicating a greater level of satisfaction with industry delivered skills sessions
compared to university-led sessions in the PD Program.

Limitations and future research

The findings of this study should be viewed in light of several limitations including the preliminary
nature of the evidence, its case study nature in terms of its external validity, and the short-time frame
of the analysis.

While it may be questionable to what extent first and second year university students can make
meaningful judgements of their capabilities, there is some support that they appear capable of doing so
(Lizzio & Wilson, 2004, at p 124). More objective measures could include behavioural skills tests,
observations (Murphy, 1988) and open-ended interviews. To try to address this it is envisaged that at
the completion of three years of study students will be asked to complete an exit test.

Conclusion

This paper highlights the impact that an integrated and continuous orientation program with WIL
components can have on a cohort of students, in terms of their generic skills and provides strong initial
evidence in support of the integrated PD Program design as implemented in the Professional Degree.
In a wider context, the PD Program delivers a “not so generic” strategy to a higher education system
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facing the challenges of first year retention and engagement, and industry demand for employment
ready graduates.
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Responding to a challenge: Delivering teacher education in
a remote community

WENDY GILES
Charles Darwin University

As part of the Commonwealth funded project, Growing Our Own, Charles Darwin University, in partnership with
the Darwin Catholic Education Office, is delivering a preservice education degree program to remote Indigenous
communities. This paper describes how the program is operating in one of the communities, using examples from
the local context of Wadeye. In remote community schools, there is a high turnover of staff each year. In addition,
there are very few Indigenous teachers, although nearly every classroom has an Indigenous Teacher Assistant
particularly in the bilingual schools. There are other connected issues, such as school attendance statistics and
providing role models for young people.

In order to build a more sustainable staff and increase the number of Indigenous teachers from within
the local community, lecturers from CDU travel to five remote communities each week of the school
year to deliver preservice teacher education to small groups of Teacher Assistants. Because they already
work in classrooms every day, their ability to take a whole day for their university studies is only
possible because of cooperation from their mentor teacher and the school. The program is designed to
link closely with the daily work the Teacher Assistants are already doing in their classrooms. The
learning tasks and assessment items are planned to complement and enrich their practice in the local
environment, and to reposition them from being seen as Teacher Assistants to Teachers.

Other students in the course (Bachelor of Teaching and Learning) either live in Darwin and attend
classes at the university, or they access units via the internet. Neither of these options is readily
available to the students in this program. They are not able to move from their community because of a
complex range of family commitments and responsibilities, and because of lack of resources. In
addition, external study is especially difficult because of poor infrastructure and lack of internet access
other than at school. So this method of delivery in situ is seen as a possible model to overcome these
barriers.

The experience in one of these communities so far is that the Assistant Teachers who have been accepted into the
program have remained passionate about completing their course and becoming fully qualified teachers. If this
project is successful, and there is every indication that it will be, it may be a strategy which will lessen the number
of teachers leaving the communities each year, and help to close the educational gap of the school students by
providing them with teachers from their own cultural background and with their own first language. The integration
of the university course work into the everyday teaching practice of the students (Assistant Teachers) in the
classroom is a critical feature of the program.

Keywords: Remote, Indigenous, Community based learning, Partnerships
Introduction

It has long been of concern to educators in general, and Northern Territory schools in particular, that
there are very few Indigenous teachers in our schools, and even fewer accessing teacher training at
Higher Education providers (Fordham & Schwab, 2007). In addition, remote schools in the Northern
territory are notoriously difficult to staff in a sustainable way. It is difficult to attract quality
experienced non-Indigenous teachers, and to retain them for more than a year, as they can feel isolated
and exhausted in the bilingual and bicultural environment (Lyons, Cooksey, Panizzon, Parnell & Pegg,
2006; Taylor, 2010).This situation is hardly a recipe for developing strong programs and relationships
with the remote communities who see people come and go like ‘shooting stars’ (M. Mullumbuk,
personal communication, August, 2009), promising much, but delivering little in the long term.

There seems to be a relationship between these ingrained issues and poor school attendance in these
communities. If the students do not see the school, its English speaking staff and its curriculum as
relevant to their emotional and educational needs, then the incentive to attend is reduced (Lewthwaite,
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McMillan, Renaud, Hainnu, & MacDonald, 2010; Martin, A., Marsh, H. W., Mclnerney, D.M. &
Green, J., 2009), and lacking strong social pressure to go to school, the children often vote with their
feet. Northern Territory Indigenous children’s poor attendance record and low academic achievement
has been well documented (NT Board of Studies, 2008; NT Department of Education and Training,
2008).

The Ministerial Council on Education, Employment, Training and Youth Affairs (MCEETYA, 2006)
recognised that universities have a role in collaborating more closely with schools to increase the
confidence of Indigenous students in the relevance and attainability of higher education qualifications.
The total number of Indigenous students in the teacher training courses at Charles Darwin University
is small, and many of those do not intend to teach in a remote location (that is, out of Darwin).
Attracting Indigenous students from remote locations is even more difficult as they have little access
to resources such as the internet, libraries, computers and other students. They also do not have the
ability to travel and stay in larger centres to attend courses internally. Completing a professional
experience placement in another school would be a daunting task for an individual to organise, given
their extensive family commitments, lack of resources and confidence, especially for those who have
rarely left their communities apart from short trips for health reasons. Therefore,

There is recognition that the approach to Indigenous teacher preparation and recruitment needs to
change. We need to be strategic, purposeful and bold in our approach to Indigenous teacher
preparation. A new creative and practical approach is essential (Elliott & Keenan, 2008, Appendix A,

p. 2).

The Growing Our Own Project (GOO)

In 2008, Charles Darwin University (CDU) and the Northern Territory Catholic Education Office
(CEO) gained funding through the Department of Education, Employment and Workplace Relations
(DEEWR) as part of the Northern Territory Emergency Response. It is a Quality Teaching Package
which essentially aims to attract, develop and retain teachers, and embed, at the local level, good
teaching practice to strengthen the existing education workforce, especially local Indigenous staff. It
operates in the six remote communities, including Wadeye, in the Northern territory which have a
Catholic School.

The overarching goals of the program are:

- To empower Indigenous educators to join culturally relevant ways of being, knowing and
doing with contemporary curriculum and pedagogical knowledge;

- To empower non-Indigenous teacher mentors to understand culturally relevant Indigenous
ways of being, knowing and doing and infuse these with contemporary curriculum and
pedagogical knowledge to strengthen opportunities for children’s learning (Elliott & Keenan,
2008, Appendix A, p. 5).

Initially, intensive consultation was undertaken with the six remote Indigenous communities. Each
community was visited twice, and consultation took place with the stakeholders. The program was
outlined, and support requested from the community. Then, potential students were nominated by the
community. Subsequently, those students attended a full day workshop during which the expectations
and requirements were discussed. Each student was given the opportunity to make the necessary
commitment, or to withdraw their nomination. Those who wished to join the program, four from each
site, were enrolled in the Bachelor of Teaching and Learning Preservice, a four year education degree
leading to teacher registration in the Northern Territory.

The delivery of this program is distinctive in that it harnesses and blends Assistant Teachers’ extensive
classroom experience and expertise with new knowledge about teaching and learning to meet course
learning outcomes in practical ways relevant for each school and community context. All of the
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Growing Our Own Program students were already working in their schools as Teacher Assistants
(TAs), many of them having been there for a long time — more than twenty years in some cases. These
people have extensive knowledge of the local culture, language(s), families and environment (Maher,
in press). In the bilingual schools, where school instruction takes place in the child’s first (non-
English) language initially, and then English is gradually introduced over the years, they are an
integral part of the classroom when the teacher speaks only English. They are also the main link
between the families and the school.

Although the project was initiated at the senior levels of the CEO and CDU, the successful
implementation of the program relies heavily on a series of critical relationships between the CDU
lecturers, the TAs (also known as preservice teachers and CDU students), the school coordinators and
the mentor teachers. Each preservice teacher is supported by a Charles Darwin University lecturer, a
coordinator from the CEO, a school coordinator and a mentor teacher in their classroom.

When these TAs became preservice teachers and students in the Bachelor of Teaching and Learning,
their ability to integrate their studies into their day to day work as Teacher Assistants was exploited,
and they are gradually repositioning themselves in the classroom and the school as a teachers rather
than assistants. This has resulted in developing authentic, culturally appropriate ways of progressively
documenting student learning outcomes to meet CDU course and teacher registration requirements.

The CDU lecturer visits the site once a week (by plane, four wheel drive or boat) for the whole school
year (typically 40 weeks) to deliver the academic course content, as well as to oversee the preservice
teacher’s planning and liaise with the school staff. The lecturer works closely with the school
coordinator and also with the CEO coordinator. The school coordinator works with the group when the
lecturer is on site, and then supervises the students’ study and practical work for the rest of the week.
The school coordinator also plays a crucial role in being the link between the coursework and the
classroom practice, working closely with the mentor teachers to ensure that the preservice teacher
completes thorough planning and receives feedback on lessons.

The mentor teacher has a special role in the project which has, as one of its aims, ‘to empower teacher
mentors to take leadership in understanding culturally relevant indigenous ways of being knowing and
doing and to infuse these in contemporary curriculum and pedagogical knowledge to strengthen
opportunities for children’s learning’ (Elliott & Keenan, 2008, Appendix A, p. 5). In other words, the
mentor and the student teacher should learn culturally relevant knowledge and practices from each
other, embedding them in the pedagogy and curriculum in the classroom. This collaborative model of
preservice teacher professional experience is well documented in the report prepared by Associate
Professor Christine Ure for the Victorian Council of Deans of Education and the Victorian Institute of
Teaching (2009).

As well as spending every day either with the CDU lecturer completing academic tasks or with their
mentor teacher in the classroom putting theory into practice, the preservice teachers were also required
to complete a professional experience in an urban area, that is, Darwin. The importance of this cannot
be understated. Many of the Preservice teachers have not attended or worked in any school other than
the one in which they are currently situated. The Teacher Registration Board and the University have
to be assured that they graduate with the capability of being able to teach in a variety of contexts.
Arrangements were made by CEO to transport all of the GOO students to Darwin at the same time,
and place them in schools with teachers who volunteered to work with them. The preservice students
had the opportunity to meet with the other groups during this time to reflect on their experiences. They
returned to their communities with renewed purpose and enthusiasm, keen to implement many of the
new strategies they had learned.

So where other students in the BTLP access the course via learnline on the internet or by attending
lectures and tutorials, the GOO students access the course by the lecturer coming to them, in situ. If
this option was not available, it would be highly unlikely that they would be able to move to Darwin to
attend classes because of their complex commitments to their families and community. Internet access
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is patchy and not available in most of their homes, so online learning outside of the school is also
impossible. Therefore, the GOO project has sought to overcome some significant barriers for students
who would otherwise have little or no chance of becoming qualified teachers.

Wadeye (Port Keats)

One of the communities involved in the Growing Our Own program is Wadeye, a tribal Indigenous
Catholic community of more than 2500 people situated on the western edge of the Daly River Reserve
in the Northern Territory. The CDU lecturer takes a 50 minute flight to Wadeye in a twenty-seater,
twin engine plane. During the wet season, Wadeye is cut off by road for up to five months, and air
flight is the only option for travel, although food and supplies are delivered to the township each week
by barge.

Until 1935, the complex and sophisticated social, economic and cultural systems of the Indigenous
inhabitants of the region remained relatively unaffected up until the establishment of contact with non-
Aboriginal influences in 1935 when the Catholic Church founded a mission. Services provided by the
Mission attracted people from the tribal groups within the region, an increasing number of whom took
up residence at Wadeye. These people were always considered as visitors by the traditional owners of
Wadeye, the Kardu Diminin, and had none of the rights that go with the ownership of Wadeye land.
This same attitude prevails today.

The community of Wadeye comprises of seven tribal clans, each of which speaks a different language,
although the dominant language is Murinhpatha. This is also the language spoken by the Indigenous
staff at the school. Wadeye is a proscribed community under the NT Intervention so alcohol cannot be
bought or consumed unless a licence is obtained. Of the population of approximately 2500 people,
1500 are aged less than 25, 700 of whom are school age. The majority of school aged children do not
attend school, despite various initiatives by the community and the school. There are 500 people aged
25-50 in Wadeye and only 100 people aged over 50. Between 60 and 80 babies are born in the
community each year. It is estimated that the population of Wadeye will double in the next 20 years.
There are 144 habitable homes in Wadeye, with an occupancy rate of approximately 16 persons per
dwelling (Gray, 2006; Taylor, 2004).

Our Lady of the Sacred Heart School (OLSH) Wadeye, is a bilingual school. Murinhpatha and English
are both used as languages of instruction at the school, although Transition (school entry year) is
almost solely in Murinhpatha, and English is integrated thereafter. Most people in the community can
speak basic English, including the children. There are two Indigenous qualified teachers working in
the primary school classrooms, although there are at least four others in leadership and other non
teaching roles in the school, including one of the deputy principals.

As described above, the three preservice teachers at Wadeye work alongside a mentor teacher in the
classroom constantly, and have a school coordinator. The CDU lecturer attends for one or two days
each week of the school year. The three women are extremely dedicated and enthusiastic about
becoming ‘real’ teachers and role models for the young people in the community.

Integrating the Preservice Teachers’ academic studies with their daily work in the classroom has
resulted in a real change of their own and others’ attitudes towards their status in the school. After
several sessions with the lecturer dealing with inclusion in education, one of the Preservice Teachers
went back to her classroom and collected some work samples from a student. She evaluated those, and
then approached the school’s Special Needs Coordinator with her concerns about the student. She
explained that he was not achieving anywhere near the standard of the rest of the class, and used the
work samples to illustrate her point. The Coordinator was extremely impressed.

This is the first time | have had an AT or indigenous teacher come and speak to me about student
concerns. | was very impressed with the information she left with me and with the work samples she
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provided me with. She certainly deserves to be congratulated on her confidence and initiative in this
manner (Kristy West, personal communication, 28 April, 2010).

The students’ own evaluations, which are captured twice each year as part of the accountability
procedures of the project, also illustrate clearly the way that this model of workplace integrated
learning has resulted in a paradigm shift for them about their status in the school and classroom. They
see themselves as teachers now, rather than teacher assistants, and are more confident that their
cultural knowledge has a real and meaningful part to play in the education of the children in the
community.

I sit together with the teacher instead of with the kids.
We work together to plan lessons. | would like to do more planning with my mentor teacher.

I really love doing my course within my community. It has improved my skills and helped me to
be a better teacher.

I like doing more study and | need to continue to study next year so | can become a qualified
teacher. I enjoy doing lots of activities that | can do with the kids to help them learn.

For the students in the classrooms, we can now teach them in both English and Murinhpatha using
our own culture.

We wrote about bush tucker and we taught this to the students from the big book we made.

I am happy and looking forward to next year. (Ebbeck, M., 2009)

Not only do the students acknowledge the change in their own mindsets, but others in the school and
from CDU have noted the transformation as well.

.... has grown in confidence as a result of working with the children. It is evident that she is
‘thinking’ like a teacher — in her planning and flexibility. She is enjoying teaching (Mentor
Teacher).

I believe the Growing Our Own project has been invaluable in empowering the local staff in our
school. My assistant Teacher, ....., has developed good skills and has taken responsibility for the
students’ learning (Mentor Teacher).

I think the Growing Our Own project is a positive opportunity for indigenous people to train to
gain teaching qualifications. | love working with my student (Mentor Teacher).

One particular example which was mentioned in the evaluation feedback was the bush tucker book
which followed a visit ‘to country’ by the students, lecturer and school coordinator. As part of the
Technology and Design unit, as well as Science, Art and Literacy, the students researched and wrote
about their local bush tucker in English and Murinpatha. They illustrated each entry, designed the
cover and bound the book themselves. Then they each planned and took a lesson in their classes using
the book as a resource, incorporating their local knowledge into their professional experience in the
classroom. So integrating the academic theory, pedagogical knowledge and skills into the everyday
classroom alongside the Indigenous ways of knowing and being has been fruitful.
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The Two Ways learning Model

Nakata (2008) discusses the issues around teaching and learning for Indigenous students and suggests
that we need to build on their existing knowledge and capacities, that they need much stronger
support, and that curriculum and assessment design should take greater account of the challenges that
they face. The Growing Our Own program has attempted to address some of these issues (Slee, in
press).

The in situ delivery means that the preservice teachers can stay in their own school communities,
enhancing the sense of belonging and trust. The development of strong relationships between the
lecturer, the school coordinator, the mentor teacher, the student and the community is crucial in
creating meaningful links between the learners’ two worlds (Ladson-Billings, 1995), those of
traditional knowledge and cultural systems, and the informed pedagogical theory and practice of
today.

The lecturers, coordinators and mentors have confirmed that, for them, it has definitely been a ‘two
way learning’ process.

Lecturer 1: | have learnt so much during my involvement in Growing Our Own. It has been a
privilege to work with such generous and gentle people who are passionate about improving their
own prospects and those of the next generation.

Lecturer 2: | feel that | have learnt far more that | have taught.

School Based Coordinator 1: All the students involved in Growing Our Own Project have shown a
keen interest in their studies. They have been very generous in sharing their stories and hopes and
dreams for the future with those of us who have been fortunate to work closely with them. This
year has been an amazing time of learning for me (Growing Our Own report to DEEWR 18
December 2009).

Discussion

There continue to be challenges which require constant attention. The English literacy levels of the
preservice teachers are a concern, family and community commitments can jeopardise the continuity
of the learning, and the rapid turnover of (non local) staff in the schools means lack of consistency in
the mentoring process. At other sites, some students have dropped out of the program for various
reasons. The preservice teachers’ results are rarely more than a pass, and they often take longer than a
semester to complete a unit.

However, the Growing Our Own students at Wadeye are still passionate about their goal of becoming
qualified teachers and role models in their community. They have made many sacrifices to continue in
the program in spite of a complex set of other commitments. There is considerable diversity amongst
the Indigenous students enrolled in Growing Our Own, and the basis for customising the content is
recognition of their unique social, cultural, linguistic and cognitive characteristics (Elliott, 2009). The
highly supportive and flexible model of delivering the program on site allows the preservice students
to integrate their professional experience into their everyday work in the classroom. It allows us to
build on their already abundant set of skills and knowledge, as well as their rich cultural heritage.

Current levels of low school attendance, inadequate resource provision and high staff turnover in
remote Northern Territory schools are unacceptable. Indigenous teachers are best placed to bring
relevant cultural knowledge, competence and skill to the students’ learning in schools in remote
Indigenous communities. These teachers provide a conduit between the local community and schools.
Frequently, Indigenous staff members are the only long-term employees of remote schools, although
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far too often they are only employed as Teacher Assistants. Local Indigenous teachers know their
students. They live their culture and know the families of the children they teach (Maher, 2009).

The Growing Our Own program is attempting to respond to a social need in remote Indigenous
communities in Australia’s Northern Territory. Capitalising on existing social and kinship networks,
the program seeks to create learning communities, which provide mentoring and peer support, while
also providing mutual cultural understanding. Personal Indigenous knowledge is infused with
contemporary teaching learning theory and practice. While Standard Australian English language
literacy is developed and strengthened, local language is nurtured and supported. Knowledge is
constructed collaboratively, between students, mentors, school-based coordinators, lecturers and peers
(Elliott & Keenan, 2009).

Growing Our Own is resource intensive, and the final results are not yet known. It remains to be seen
whether it is sustainable in the long term, and whether it successfully addresses the issues discussed in
this paper. The effectiveness of the program may initially be measured by the number of successful
graduates of the current course and whether the program is ongoing. In the longer term, an increase in
the number of Indigenous teachers in our schools and teacher education courses, and a corresponding
improvement in learning outcomes for the students in their schools, would be clear indicators of
success.

In the words of one of the students at Wadeye:

Anyway the most important thing to do is to keep up our strongest link with the community and
not the weakest link. For example some comments came from some people that made me feel
strong, proud and good was by working among the people out in the community for our
assignments was tremendous because people saw us what we were doing is extremely vital to our
people especially our young ones who are doing nothing or just being lazy (Ngabe, 2009).

The program is dependent on deep and effective relationships between a diverse range of stakeholders
and partners. Mutual trust lies at the core of these relationships. The strengths of individual preservice
teachers have been identified and built upon and the program promises to enable them to work as
effective practitioners at the conclusion of the course. The shift from the role of Teacher Assistant to
teacher is well underway through this innovative approach to work integrated learning.
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WIL on Campus: Simulation, “Half-way House” or genuine
work?

FIONA HENDERSON
Victoria University

There are a number of strategies to overcome attrition issues and one of these focuses on the student’s engagement
with the university. If the university is both a workplace and educational environment to the student then the
student is likely to be spending many hours on campus, which can make it a familiar comfortable environment. In
other words, the motivation to spend time on campus may be increased and increased time on campus is inherently
valuable as research has shown a positive correlation between amount of time spent on campus and a positive
student experience (Kift, 2008; Tinto, 2009). As most students regard the university as a place for study, does this
mean that employment on campus is regarded differently from employment off campus? Does having a supervisor
who is also a language and academic skills lecturer mean that that the working environment is more supported than
it realistically would be in a non-educational organisation? Is the strategy of using the university as a workplace
one that assists the transition of students to employees?

Keywords: Work Integrated Learning, engagement, transition
Introduction

Work Integrated Learning (WIL), Learning in the Workplace and Community (LiWC) and its various
alternative names, Business Integrated Learning, Work Based Learning, Cooperative Education, have
become high focus initiatives for many universities. They are being marketed as a point of
differentiation between courses and between universities. The term LiWC is used in this paper as that
is the term used by the researcher’s university. The first section of this paper will briefly present
thinking around LiWC from the United Kingdom, USA and Australia which indicate that similar
trends are happening in these three countries. The second section reviews points of connection that
students have with their particular place of study and the evidence that more points of connection,
usually indicating more substantial engagement, can address issues of retention and attrition. The
investigation presented is a small scale on-campus placement consisting of two students.

Combining LIWC and employment opportunities on campus is not itself new but at Victoria
University (VU) it has recently been formalised within the program “Students as Staff” (Victoria
University, 2009b). This has increased the focus and with it, the numbers of students involved.
Questions that the program is raising for both staff and students include “How authentic is the
university as a workplace?” “What are the responsibilities of an educator who is simultaneously a
LiWC supervisor?” “How effective can an educator/supervisor be?” The latter questions were raised
by Hughes (2002) in his research into workplace supervisors as facilitators.

The current investigation is a result of employing two VU Bachelor of Business (Event Management)
students at Victoria University, Melbourne, to assist with the planning and organising of VU’s annual
teaching and learning conference with Chinese partner institution staff in China. The conference is a
genuine event and the students are being paid by the hour. Both students were completing the
compulsory work integrated learning hours required by their course. They were supported from
induction to completion by the author.

LiIWC in UK, USA and Australia

In both the UK and USA education policy in the 1990s embraced the need for university and industry
linkages to develop employability skills for students. The USA approach sought to determine the
broad workplace skills needed for the “world of work” (Secretary's Commission on Achieving
Necessary Skills (SCANS), 1992) whereas the UK approach started with specific industry “key skills”
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(National Committee of Inquiry into Higher Education, 1997). The same document, also known as the
Dearing Report identified that “... there is growing interdependence between students, institutions,
the economy, employers and the state ...” and went on to argue that “ ... this bond needs to be more
clearly recognised by each party ...” (Dearing, 1997, p. 1). The initial debates surrounding the
appropriateness of embedding non-technical, or so called ‘soft-skills’, into curricula have subsided and
attention has shifted to an exploration of the range of attributes, the location of skills development and
methods of assessment (Department for Education and Employment (DfEE), 2000).

In the UK, Yorke and Harvey (2005) state that recruitment documents are calling for graduates to
exhibit more and more non-technical skills if they are going to be successful in the recruitment
process: “Having a degree is just the start ... employers ... seek a range of qualities ...” (p.41). The
Leitch Review of Skills, “Prosperity for all in the global economy — world class skills” (Leitch, 2006)
benchmarked UK against other OECD countries to identify strategies for long term economic
prosperity, productivity and social justice. He highlighted significant educational and skill shortfalls
for basic literacy and numeracy as well as for intermediate and higher level skills. Developing these
themes, Stapleford and Leggott proposed curriculum initiatives “to improve the development of skills
within degree programs by auditing and evaluating the current employability element, incorporating
employability more coherently and comprehensively into the course curriculum and making all skills
more explicit in the curriculum and course documentation” (2008, p. 8). Gunn, Bell and Kafmann
(2010) note, however, that sometimes it is appropriate to develop employability skills externally to the
curriculum. This is particularly so and opportunities need to be increased if students are to fully
comprehend what it means to have business and customer awareness as well as demonstrate workplace
specific innovation, collaboration and risk taking (CBI & Universities UK, 2009).

Another trajectory of the debate in the UK is understanding what is construed by the term
“professionalism” and being professional. Barnett (2007) refers to this employability skill as the will
to learn as demonstrated by students and then the professional will that is needed for life-wide
professional development. It is the most complex, most fragile and least tangible of the employability
skills as it questions the difference between knowing and knowledge and who is “pulling the strings”.
If lost, then commitment and motivation decreases; clearly a challenge for teaching at any level. Eraut
(2007) has investigated professionalism more pragmatically than Barnett. He advocates the
importance of observing, listening and participating for students on work placements in order to gain
an insight to the tacit knowledge and different perspectives that may be complicated or sound vague
when explained. He stresses that professional practice may include intuition, spontaneity, decisions
based on quick reflection, decision making requiring more substantial reflection, transfer of
knowledge between contexts and between people and workplaces that are anything but homogeneous
(Eraut, 2008). To acquire these skills, to have confidence, commitment, personal agency and
motivation, the learner needs feedback, support and trust from workplace colleagues (Hughes, 2002;
Eraut, 2008).

In Australia the recent round of research arguably started with the Employability Skills for the Future
report (Department of Education Science and Training (DEST), 2002). This report identified
employability skills as being made up of key skills (see Table 1) and personal attributes that were
applicable regardless of employee position/role, industry sector and enterprise size. The difference
between businesses lay in the order in which they prioritised such skills and attributes. The personal
attributes were:  “loyalty, commitment, honesty and integrity, enthusiasm, reliability, personal
presentation, commonsense, positive self-esteem, sense of humour, balanced attitude to work and
home life, ability to deal with pressure, motivation and adaptability” (DEST, 200, p.7).
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Table 1: Key skills component of Employability Skills Framework (DEST, 2002, p.7)

Skill

Communication ... that contributes to productive and harmonious relations across employees and customers
Teamwork ... that contributes to productive working relationships and outcomes

Problem solving ... that contributes to productive outcomes

Planning and organising ... that contributes to long and short term strategic planning

Technology ... that contributes to effective execution of tasks

Life-long learning ... that contributes to ongoing improvement and expansion in employee and company
operations and outcomes

Initiative and enterprise ... that contribute to innovative outcomes

Self-management ...that contributes to employee satisfaction and growth

In 2007 the government funded project Graduate Employability Skills was released. It found that
Australian universities are integrating employability skills into almost all courses as a subset of the
graduate attributes, that the employability skills that are easier to teach and assess are focused on more
than other skills, that students without a workplace experience are less likely to engage with and value
the teaching of employability skills. The report also concludes for all the strategies being
implemented to improve the work-readiness of graduates, there is little evidence-based research that
systematically compares the effectiveness of each (Precision Consultancy, 2007, p. 1). In fact the
“why” is not disputed; the “how” to integrate and teach employability skills is the complex factor.

Universities Australia (2008, p. 15) in a positioning paper proposed a National Internship Scheme as a
means of enhancing the skills and work readiness of Australian University graduates. Following this
theme, feedback from key stakeholders showed support for a national scheme that refines
employability skills through university programs and courses. Universities Australia argued that
graduate employability issues should not be matters for university action alone and that there should
be well developed industry partnerships. At the same time, it is desirable for universities to embed
employability skills as part of the graduate skill set through curriculum design, course content and
delivery.

LiWC at Victoria University

At VU, the aim is for a minimum of 25% of course assessment to apply to learning in the workplace
and community (LiWC) (Victoria University, 2008b). It is intended that LiWC learning and
assessment activities are embedded in all courses as a fundamental part of the educational process and
should explicitly develop VU’s Graduate Capabilities: problem solve in a range of settings; locate,
critically evaluate, manage and use written, numerical and electronic information; communicate in a
variety of contexts and modes; work both autonomously and collaboratively; work in an
environmentally, socially and culturally responsible manner; and manage learning and career
development opportunities (Victoria University, 2008c). The VU LiWC policy proposes a flexible
interpretation of what 25% of all assessment means. Rather than focussing on a precise quantification
of LiIWC the policy presents an interpretation which places quality teaching and learning above mere
compliance with a numerical target. In other words, the policy supports a course with less than 25%
of LiWC assessment if the experience is demonstrably a valuable one. The staging of LiWC across a
course and the overall time devoted to learning in the workplace and/or community activities varies
greatly depending upon choice of approaches, professional accreditation requirements and regulations.

Within the approach adopted by VU, LIWC is deemed to be learning and assessment activities that
occur in, for and through the workplace, including in the community, as a site for teaching and
learning. In this interpretation of LiWC “workplace” is any place where individuals (paid or
voluntary) conduct real or simulated work activities or research. Hence, workplaces may be real,
simulated or virtual, in the private, public or community sectors, and range from multi-nationals and
government agencies, to small to medium enterprises and community based agencies.
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Thus, LiWC activities may take place across a broad range of settings, including: in the workplace or
community enterprise, in the classroom (where projects are undertaken for a workplace or community
enterprise), and within the VU workplace and learning community. The range of activities includes
such things as assignments that require students to visit an organisation for the purpose of observation,
data gathering or interviewing employees. Such an assignment entailing a workplace visit represents
an “entry level” LiWC activity. For an undergraduate student, a simulation could occur in many
disciplines, both online and face-to-face, at this point or at any point prior to the student assuming the
role of employee. At the further end of the continuum of LiWC activities are such things as
internships and Co-Operative Education (CoOp) work placements (Keating, 2006). In paid, long term,
full time placements students are likely to be trainee employees in specifically designed jobs. Short
term placements often involve project based work and provide experience with a range of professional
operational tasks. The author regards these placements as “job-plus” environments due to the work
environment being well supported as well as academic commitments being supported. In other words
the employer not only provides a job, with a formal role and responsibilities, but also understands and
facilitates the academic aspects of the WIL experience. The author raises the idea of “Half-way
House” — neither job nor study - for campus-based positions on the basis that they are “job-plus”, that
is even more supported than non-campus positions, but also the student may remain with the same
social group in the same physical location and hence have ready access to academic and support staff
and facilities such as the library. The potential negative aspect would be if in the “Half-way House”
model the employer and the student are not able to focus on the job role.

Engagement to assist retention

For many reasons, attrition rates at VU are high compared to other Australian universities. Over a 10-
year period, the rates have been around 25% (Gabb, Milne, & Cao, 2006). Student engagement is a
key factor in attrition. VU’s students typically have lower levels of engagement than peers at other
Australian universities; they spend less time on campus, less time in private study and have fewer
contact hours per week (Gabb, 2006). The first year is crucial for attrition (Gabb, et al., 2006) and
therefore for maximising engagement but the problem does not simply disappear.

Engagement can occur in many ways and many of the LiWC activities enhance engagement. Krause’s
work on student engagement is a useful reminder of how to maximise engagement when designing
curricula and extra-curricular activities:

Engagement refers to the time, energy and resources students devote to activities designed to
enhance learning at university. These activities typically range from a simple measure of time
spent on campus or studying, to in- and out-of-class learning experiences that connect students to
their peers in educationally purposeful and meaningful ways (Krause, 2005, p. 3).

“Students as staff”

The engagement offered by the “Students as staff” program can be significant; the jobs offered are
genuine, not simulated. It allows the students to establish a new “employment” role and to move
between roles and develop a different perspective of the university. Of course, changing “hats” from
student to professional on the same day, in almost the same location, can also be unsettling as it can
involve quite different expectations and behaviours. Nevertheless, most students enrol at VU to
enhance their employability prospects and VU is keen to support graduates’ transition into “the
workforce” through numerous preparatory initiatives both within the curriculum and in extra-
curricular programs. The “Stud