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Executive Summary

The case study, which is the subject of this report, was undertaken in the field of
Work Based Learning Studies in Higher Education, with the principal empirical
research data collected and analysed between June, 2001 and January, 2003.

The key issues for investigation related to:-
¢ philosophical and educational underpinning for Work Based Learning
e empirical research into the student experience of Work Based Learning

The setting for the project was the Centre for Work Related Studies at Chester
College of Higher Education.

The context of the research was that of the place of Work Based Learning in the
Chester College of Higher Education curriculum.

The principal method of research was the case study, with sub research methods :
o literature search
¢ questionnaire to 312 WBL students (June, 2002)
e semi-structured interviews with 31 WBL students (June to December, 2002)

Publications resulting from the research :
o The Place and Status of Knowledge in Work Based Learning ; November,
2002 ; in Knowledge, Work and Learning ; Conference Proceedings of the
Work Based Learning Network of the Universities Association for Continual
Education ; p162-170
o A More Holistic Form of Higher Education : the Real Potential of Work Based
Learning ; December, 2002 ; article in Widening Participation and Lifelong
Learning : The Journal of the Institute for Access Studies and The European
Access Network ; Staffordshire University ; Vol 4, No.3 ; ISSN 1466-6529
o Learning About Learning through Work Based Learning (provisional title) ;
proposed 2004 ; chapter in Learning About Learning (provisional title) ;
Kogan Page (for Institute of Learning and Teaching in Higher Education)
In addition, the following article is under consideration for publication :
o TJTowards a philosophical underpinning for Work Based Learning . the
Ontological Perspective
In addition to this Report for the Untversity, a Report setting out recommendations in
respect of Work Based Learning provision has been produced for Chester College.

Main findings :

« That there is evidence to suggest that WBL has the capacity to engage learners
in more holistic ways of being and knowing

e That there is every justification for HE to recognise the workplace as a bona
fide site of learning

o That the central role of critical reflection in WBL is recognised by learners,
though much work needs to be done in terms of its facilitation

e That WBL may be considered to have a sound philosophical base in both
epistemological and ontological terms

o That WBL offers a distinctive pedagogy worthy of HE



Chapter 1 Introduction

PART A

Background

Introduction

The starting point lor this project was my view that, in the context of justifying the
place of Work Based Learning (WBL) in the Higher Education (HE) curriculum, the
pragmatic argument alone is insufficient. Having been immersed in Work Based
Learning at Chester College of Higher Education for more than a decade, [ was well
aware of the arguments of its opponents as well as those of its supporters concerning
the issue of its admissibility into the curricolum. From my reading of the existing
literature on WBL, which is growing but not extensive, I was aware that what had
been written, especially in terms of a rationale for its existence, tended to focus on
higher education’s responsiveness to the present political, social and economic
imperatives (what [ refer to as the pragmatic argument for Work Based Learning).
This alone did not seem to me to be a sufficiently convincing reason for its admission
in to higher education. My view, which has provided the rationale for this project, is
that, if there is to be an argument for the justification of Work Based Learning in the
higher education curriculum, principally it must be made on philosophical and
educational grounds.

I recognise at the outset the potential for criticism from a positivist perspective
through my use of the word “justification”, on the grounds that [ am simply seeking to
justify what I do and, therefore, my work is essentially subjective. In the section that
follows, I set out my professional experience through which [ have developed my pre-
understanding in respect of the issues that are the concern of this project. It is the
knowledge developed in this context that has led me to undertake the investigation
commented on in this report, together with the desire to further enhance my
professional vnderstanding. Given that this research 1s inextricably bound to my
every day work it would be difficult to deny a subjective interest. However, even
though it has been bound np with and sustained by my professional concerns, 1 have
attempted to undertake it in a scholarly way and, therefore, hope to have avoided the
worst excesses of subjectivism.

The definition of Work Based Learming that [ am using in the context of this Report is
that of fully accredited, negotiated, modules or programmes of planned learning
through work delivered by Higher Education providers. This definition necessarily
excludes students’ non-assessed learning through part-time employment, sandwich
placements which are not accompanied by a clearly defined learning agreement and
not subject to assessment, other than, perhaps, on a pass/fail basis, and any other form
of non-accredited work experience. It does, however, allow for informal learning
where that learming is carefully identified and evidenced and assessed for credit for
prior experiential learning as part of a planned programme of Work Based Learning,
where that prior learning is deemed to be relevant to, and congruent with, the planned
outcomes of study. The definition of Work Based Learning that [ am working with
implies that students are assessed, using explicit assessment criteria, against agreed
learning outcomes which are level related and require evidence of learning such that



equals any other subject or field of study within the higher education academic
curriculum.

Personal biography & what I brought to the study

1 have been a member of the academic staff of Chester College of Higher Education
for more than twenty years, mitially teaching Theology and Religious Studies to both
undergraduates and postgraduates and, from 1990, having involvement with Work
Based Learning, at first gradually and finally, from 2000, full time. My arrival at the
College in the early 1980s coincided with the introduction of a compulsory Work
Experience scheme for undergraduate students on full time non-vocational degree
programmes. This provision was developed and enhanced into a double module of
Work Based Learning as a result of a shared government-funded research project
carried out between 1990-1992, The research involved the University of Liverpool
and Liverpool John Moores University with Chester College taking the lead role, and
the aim was 10 assess the viability of an agreed model of Work Based Learning that
might be deployed across the three institutions with students on full-time non-
vocational degree courses. 1 was appointed in 1990 (on a .2 basis) as the Project
Officer for Chester College. The model of Work Based Learning that has evolved at
Chester since then is arguably one of the largest and most sophisticated models of its
kind in UK HE today with, each year, more than 550 students on full-time degree
programmes undertaking a fully accredited double module as part of their level 2
studies. There is a taught element to it in that students spend the first week of the
double module on an intensive College-based Support Programme followed by six
weeks in placement, concluding with a week back in College for debrief and
assessment purposes. The scheme is quality controlled and assured through the usual
College Quality Assurance (QA) procedures including the appointment of three
External Moderators under an External Examiner.

Given that it is really only since the early 1990s that Work Based Learning began to
emerge as a serious area of study at higher education level, Chester College may
claim to have been involved in that pioneering work. Its definition of Work Based
Learning, however, was limited to that of an accredited double module with students
gaining marks for the demonstration of their learning achievements through work-
based projects. 1n other Higher Education Institutions {HEls), WBL was developing
along different lines with a focus on partnerships with businesses and organisations
for the provision of full programmes of learning through work for people in
employment who would be regarded as part time students of the University.
Middlesex and Portsmouth Universities, among others, were involved in
developments within this definition of Work Based Learning. Having been appointed
in 1995 as Head of Work Based Learning at Chester College (on a .8 basis), and
aware of such developments elsewhere, T set out, with others, to devise a programme
of WBL for people in work to undertake continuing professional development
through flexible, negotiated, fully accredited, work based study routes similar, in
many respects to the Middlesex model. The Work Based & Integrative Studies
framework, offering the full range of academic awards up to and including Master’s
level, was validated by the College in 1998 and, subsequently, revalidated in January,
2003.

As a result of securing Higher Education Reach QOut into Business and the
Community funding in July, 2000, Chester College set up the Centre for Work



Related Studies and 1 was appointed Centre Director on a full time basis. Rapid
growth in Work Based Learning activity ensued with a commensurate increase in
staffing.  Although issues concerning the appropriateness of the College’s
engagement with Work Based Learning were not particularly burning at that moment,
there were murmurings of discontent, especially among some academic staff,
concerning the growth of activity in, what they considered to be, largely un-chartered
and unproven territory. This reinforced my strong feeling that the new Centre needed
the assurance that it was being built on rock (i.e. sound underpinning philosophical
and educational argumenis) and not sand (i.e. pragmatic arguments) and that, if
necessary, it could engage adequately in debate on matters concerning the place of
WBL in higher education. There were also issues concerning the development of a
research profile for the Centre, given the College’s push to increase, overall, its
research activity.

As already stated, 1 was the Project Officer for Chester College (1990-92) in the
research project (shared with the University of Liverpool and Liverpool John Moores
University), which led to the development of a framework for the award of academic
credit for Work Based Learning for full-time students on non-vocational degree
programmes. I was responsible for designing and delivering the Chester version of
the jointly approved model. 1 also designed, with others, the Work Based &
Integrative Studies framework, which is the structure through which Chester College
delivers programmes of Work Based Learning to its part-time undergraduate and
postgraduate students.

Again, as already noted, since 1995, T have been successively Head of Work Based
Learning and, most recently, Director of the Centre for Work Related Studies at
Chester College and, thus, well placed to undertake research in the areas of Work
Based and Work Related Learning. With the establishment of the Centre in July,
2000, the College was able to capitalise on a number of government initiatives such as
the Graduate Apprenticeship scheme, the University for Industry Leamning through
Work framework and training programmes (funded by the North West Development
Agency) for the mobile telecommunications industry. These have provided me with
further opportunity for focussing on innovation in Work Based Learning.

Given my previous study with Middlesex University for a Masters award in Work
Based Learning Studies (awarded 1998), I was in a position to submit a RAL claim at
Level 4 in respect of Research Methods. | am also the author of a number of
publications which are either directly related to Work Based Learning or offer insights
which inform thinking about WBL. This meant that I was in a position to submit a
substantial claim for RAL at Level 5.

I maintained in my planning submission (DPS4521) that, overall, my substantial
experience of WBL Studies in HE at a high level of operation, when viewed in direct
relation to the focus of my proposed study, provided for an entirely coherent
programme and made me an entirely suitable candidate to carry out the Programme as
proposed.

RAL at level 5
The focus for my LS RAL claim was that of leadership in curriculum design and
innovation in Higher Education. This mirrored precisely the overall focus of my D.



Prof. Programme where the reference is to Work Based Learning. The work referred
to in this claim directly underpinned my proposed project through its concern with
adult learning and the use of research strategies designed to uncover new insights into
how adults learn. Social psychology was the main disciplinary focus for the articles
in section 2 of my claim, and that discipline has underpinned much of my project
research activity. Given the direct relevance of the articles I submitted for my RAL
claim, together with the volume, and the publishable quality of the work, 1 was
awarded the maximum RAL claim of 120 credit points at level 5.

Published articles that focused directly on the innovative work that I had undertaken
or had responsibility for in the area of curriculum design included :

L]

A Comparative Analysis of Work Based Learning Undergraduate Modules
at University College Chester and University of Luton ; Malcolm Bailey and
David Major ; in Local Economy Quarterly ; 1998, Vol.5, No.4 ; University of
Luton

Pioneering Values and Valuing in a College of Higher Education , David
Major ; in NAVET Papers, Vol. X, Nov. 1994 ; National Association for
Values in Education and Traintng

Dialogue in Assessment ; David Major ; in Assessing Capability in Degree
and Diploma Programmes, edited by Mantz Yorke ; 1995 ; Centre for Higher
Education Development, Liverpool John Moores University

Published articles that related to some of the issues that I had worked on which had
informed my thinking in relation to curriculum design and innovation included :-

Autonomy and Religion : A Psychological Approach ; David Major ; in
Modem Believing ; Oct. 1994, Vol XXXV, No.4 ; Journal of the Modemn
Churchpeople’s Union

Relationality and Religion : A Psychological Approach ; David Major ; in
Modem Believing ; Oct.1999, Vol .40, No.4 ; Journal of the Modern
Churchpeople’s Union

An Analysis of the Teaching Styles of Jesus, the Buddha and Socrates in the
Light of John Heron’s Six Category Analysis of Counselling Interventions
David Major ; in Modern Believing ; Oct. 1997, Vol XXXVIII, No.4 ; Journal
of the Modern Churchpeople’s Union

A Critical Examination of the Place of “Belief” in NLP ; David Major in
NLP World ; Nov. 1996, Vol.3 No.3 ; Intercultural Journal on the Theory and
Practice of Neuro-Linguistic Programming (Refereed)

Shaping the Tools : Study Skills in Theology ; Ruth Ackroyd and David
Major ; 1999 ; Darton, Longman and Todd (Book)

Bid documents that I had written which had been successful in securing funding for
curriculum design and innovation included ;-

Higher Education Reach Out into Business and the Community Fund,
2000

North West Development Agency, Skills Development Fund, 2000
University for Industry/Negotiated Work Based Learniug (Learning
throngh Work) pilot, phase 2

Higher Education Funding Council for England for Development funds
and Additional Student Numbers for Graduate Apprenticeships, 2000



Thus, I came to my D Prof. studies with a substantial portfolio of evidence that was
closely aligned with the research to be undertaken as the main element of my doctoral
programme. This included empirical research reported on in the articles Autonomy &
Religion and Relationality & Religion, as well as literature based research, for
example, the article on Neuro Linguistic Programming, as well as writings on study
skills, such as my co-authorship of Shaping the Tools, and writing up practitioner
research, as with the jointly written article on a comparative analysis of two
programmes of Work Based Learning.

The bid documents are also relevant in the context of my D Prof. programme in that
they provide evidence of my awareness of issues pertaining to WBL in the HE
context. Since my appointment as Head of Work Based Learning at Chester College
in 1995, 1 had followed closely developments in this field of study and monitored
ways in which government was promoting HE-Business interaction. I was fortunate
in that the College senior management team saw the growth potential of WBL, gave
me freedom to set up the Centre for Work Related Studies in July, 2000, and allowed
me to develop the work of the Centre as 1 saw fit. By this time, | had done sufficient
background work, especially in terms of putting in place a framework for academic
awards relating to WBL, and in building up relationships with potential partners, to be
able to tender for business opportunities. Throngh considerable success in attracting
funding, I have been able, in the past two and a half years, to increase Centre staffing
from 3 to 18 (plus 20 part-time WBL Tutors) with a turnover in excess of £1 million
per annum.

All of these activities, both in terms of publications and Centre developments, have
been integral to my D.Prof. studies in that they have fed into my central project which
has been built on and around them. Thus, they form an integral and coherent part of
the overall award.

The pragmatic argument for WBL

I have referred a number of times to what I term the “pragmatic argument” for Work
Based Learning and consider that, before proceeding further, this warrants some
discussion. The term ‘pragmatic’ is frequently used to indicate that a course of action
is being taken for practical or convenient reasons rather than for reasons that have a
clear theoretical or principled basis supportive of a course of action. Thus, in the
context of Work Based Learning, it is clear that successive governments in recent
years have sought to influence the HE curmriculum in a variety of ways in order to
make it more relevant, as they would argue, to the needs of the economy and society
in general. Using a carrot and stick approach, incentive funding of various sorts has
been offered to the sector, principally in order to address the issue of the
employability of graduates and the relevance of the curriculum to their lives after HE.
At the same time, there has been a planned increase in the number of people taking np
places at Universities and Colleges of HE, raising the participation rate to
unprecedented levels and leading to what has become referred 1o as the massification
of HE. If the present UK Government is successful in its aspirations, the rate of
participation is set to increase even further and the pressures on HEIs to address issues
concerning the employability of students will be even greater. Even now, through the
present concern with Key Skills, HEIs are being required to further engage with issues
of vocationalism and competence and the place of so-called employability skills in the



HE curriculum, allegedly for their benefits to students and society. In addition,
degree and sub-degree provision with increased vocational relevance is being
promoted through the likes of the Graduate Apprenticeship initiative and the
Foundation Degree.

With growth in numbers has come diversity of delivery methods, partly in order to
cope with the increase in student numbers but also to encourage growth itself. E-
learning, distance learning and various forms of part-time study have increased
commensurately with the overall growth in the sector, as has Work Based Learning.
Although the extent of higher education’s involvement in WBL is not uniform across
the sector, it is indisputably a growth area and, in those HEIs that have invested in it,
such as Chester College, it is proving to be a popular option. There is, no doubt, a
compelling pragmatic argument for the place of WBL in the HE curriculum. The
Government, in particular, looks favourably upon it because it appears to address a
number of their key objectives : it is not only widening participation and enhancing
students’ employability but it 1s engaging HEIs with businesses, requiring them to
take the latter’s needs seriously and, arguably in so doing, making a direct
contribution to socio-economic needs. HEIs may also consider it to be an appropriate
arm of their activities, giving them, as they see it, increased credibility outside of the
sector and creating the opportunity to engage more directly with the world of business
and commerce. Clearly, however, pragmatic arguments alone cannot and should not
prevail in terms of a justification for the place of WBL in the HE curriculum. Not
only must proponents of WBL reckon with the rear-guard action mounted by some
staff in the Universities and Colleges who are willing to fight tooth and nail against
what they regard as the further dilution of the HE curriculum through what they
consider to be spurious interlopers, such as WBL, but it would be underselling the
concept of Work Based Learning itself by not providing it with a sounder and more
lasting justification.

In referring to the “pragmatic argument for WBL”, I am not intending to convey a
value judgment. It is simply a shorthand description of reasons for the inclusion of
Work Based Learning in HE that do not emerge directly from philosophical or
educational arguments. [ recognise that, within what I have termed the “pragmatic
argument”, there may be a range of reasons why higher education might offer such
programmes, some more strongly grounded in reasoned educational argument than
others. For example, there seems to be a strong prima facie case on educational and
episternological grounds for the sort of partnership arrangement cited by Garnett et al
(Boud & Solomon, 2001) where there are clear benefits in terms of intellectual capital
gains for both the University and the employer through a negotiated programme of
Work Based Learning. At the other end of the specirum may be a situation where a
source of government funding is available that is accessed by a HEI principally for the
revenue it brings rather than on the basis of a clearly articulated educational
justification. My view is that, whatever the initial reason for its involvement in Work
Based Learning, ultimately the HEI so involved needs to satisfy itself that WBL is an
activity that is soundly grounded in a philosophy of higher education that can be
clearly articulated and subjected to rational debate. Until this has been achieved,
however worthy the activity may appear to be, it is bound to a pragmatic rationale that
may not be adequate if put to the test.



The importance of the philosophical & educational case for WBL

It was against the background I have outiined above that I came to the D.Prof. studies
programme with the aim of furthering my own understanding of the arguments that
might be developed in relation to an underpinning for Work Based Learning on
philosophical and educational grounds. It seemed to me that, with full responsibility
for the College’s Work Based Learning provision, it was crucial for me to arrive at a
position where 1 could engage in philosophical and educational debate concerning a
justification for the College’s involvement in Work Based Learning, and not be forced
on to the back foot by relying on the pragmatic argument alone. My reading of the
literature on WBL at that point led me to the conclusion that this task had not really
been undertaken in any serious way, as far as [ could tell, by anyone else, leading me
to conclude that, through engagement with the D Prof studies, I might make a
contribution at least to justify Chester College’s involvement in Work Based Learning
if not to offer insights to a wider andience.

A product of my D.Prof. programme was to be a Report to the Senior Management
Team concerning Chester College’s Work Based Learning provision (Appendix E).
One of the main purposes of this report would be to seek support for the further
expansion of the Centre’s activities and, given the publication of the White Paper, 7he
Future of Higher Education (January, 2003), such a report proved timely. Although
the College has many supporters of Work Based Learning it also has its critics, which
include members of the SMT itself. Therefore, it seemed to me to be vitally
important that I set out in clear terms the educational and philosophical case for Work
Based Learning (a) to explain to the College, and to offer it reassurance, that its
involvement to-date in WBL is entirely justifiabte, and (b) to offer it a well worked
out position to demonstrate how it can build on, and further develop, its Work Based
Learning activities. Building such a case would also be important in order to counter
the critics of Work Based Learning though, given that WBL challenges traditional
HE, it has to be accepted that such critics may be determined not to be convinced by
rational argument.

I considered that making a sound educational and philosophical case for the
justification of Work Based Learning in the higher education curriculum would
involve more than the relatively superficial arguments that myself and others had
articulated for the purposes of the validation of WBL modules and programmes,
important and necessary though that was. Portwood & Garmett (Portwood & Costley,
2000) recognise the relevance of this factor for institutional politics. What I hoped to
achieve was a deeper and more thoroughgoing examination of philosophical and
educational issues that might lead me to a greater understanding and awareness of (a)
a knowledge base for WBL, (b) the way in which learning throngh WBL might have a
wider impact on individuals than the cognitive alone, and (c) of the ways in which
individuals learn through Work Based Learning.

While the main impetus for my research was a local concern, it was clear to me that
my theoretical work, in particular, would have relevance to a wider andience. Thus,
the articles T have written on the basis of this research attempt to set out philosophical
and educational reasons which are intended to be supportive of the HE sector more
widely as it seeks to further engage in Work Based Learning.



PART B

Research focus & key aims and pnrposes of research

Early on in my thinking about this project, I had to make decisions about its scope and
the way in which it would be conducted. My first priority was concerned with the
development of Work Based Learning provision at Chester College. Given that
considerable developmental work has been undertaken in WBL at Chester in recent
years, 1 considered that, in order to convince the College’s senior management team
of the desirability of further expansion of the provision, it would be more important to
provide them with evidence of the effectiveness of the provision thus far, rather than
research the areas of growth as I envision them. Thus, [ decided to concentrate on
gathering evidence of the student experience of WBL at Chester College in an attempt
to demonstrate the effectiveness of existing provision and to focus on the distinctive
contribution that Work Based Learning makes to Chester College’s overall portfolio
of activities.

However, it seemed to me that this alone was not sufficient, and that [ needed to
undertake, alongside this, an exploratory investigation into the philosophical and
educational underpinnings for WBL in higher education. Of course, 1 realised that
this would be a massive undertaking for a team of scholars if anything of real worth
were to be produced, and that 1 could do no more than begin to make a start for
myself. 1 had felt for some time the need to undertake some serious work on the
theoretical underpinnings of Work Based Learning, having read some of the emergent
theories relating to it and having mused on many occasions on what theoretical
perspectives on WBL might look like. Thus, this wider research was an important
matter of professional development for me.

It also seemed to me, on the basis of my experience of managing WBL at Chester
College, of crucial importance that I undertake this task for two main reasons. First,
because of the views heid by some colleagues at Chester that Work Based Learning
has no real place in higher education and is only in the curriculum by dint of
government intervention. I felt that if I could begin the task of articulating a clear
philosophical and educational rationale for WBL in HE, there would be a better basis
for debate. Second, and more importantly because (a) I believe that this is a task
which has to be undertaken for the credibility of Work Based Learning and the
credibility of all those engaged in it, as it moves towards full acceptance as a
recognised part of the curriculum in many HEIs, and (b) I felt that, until this task is
attempted, it would be unreasonable to put a case for the further expansion of WBL at
Chester to the College’s SMT, given institutional politics and the potential derailing
activities of the anti-WBL lobby.

Thus, the overall purpose of the research was to conduct a critical inquiry concerning
the justification of programmes of Work Based Learning within the overall
curriculum provision of Chester College.



My key aim, was defined as :

to investigate the nature and distinctive features of Work Based Learning in
order to demonstrate that, on philosophical and educational gronads, its
inclusion in the Chester College curriculum is entirely justified.

This aim was accompanied by the following objectives :

e to nndertake empirical research into the student experience of WBL at
Chester College in order to provide data to support developments in the
College’s WBL provision

e to review and analyse literatnre that deals either directly with WBL in a
HE cobntext, or has implications for it, in order to begin the task of
developing a theoretical underpinning snch that might be nsed to support
argumentis for the growth of WBL provision at Chester College

¢ to nndertake research into pedagogical issnes associated with WBL in
order to demonstrate its distinctiveness as a way of learning in higher
edncation

In respect of issues concerning the natnre of Work Based Learning, my intention
was:

e to investigate the WBL knowledge base with a view to identifying a broader
range of knowledges generated through WBL (Epistemology)

* to examine the potential of WBL for disclosing self-knowledge through the
process of critical self-reflection (Ontology)

In respect of the distinctiveness of Work Based Learning, my intention was :

o to examine the educational case for WBL in respect of its potential to
contribute to the learning of individuals (Pedagogy)

My original intention had also been o devise methodologies for the facilitation of
Work Based Learning. However, this has not yet been achieved. My Report to the
Senior Management Team of Chester College (Appendix E) makes recommendations,
in the light of my research and the recently published White Paper on the Future of
Higher Education, concerning the further development of Work Based ILearning
provision at the College, and their decisions are awaited. The research has also led to
discussions within the Cenire’s undergraduate WBL Development Group and will
inevitably lead to modifications to existing approaches in time for the 2003/04
cohorts. Thus, the intentton remains pertineat in that, subsequent upon the research,
the aim is still to devise methodologies for WBL facilitation but this work has not yet
been completed.

The theoretical research did present me with some difficulties in determining the
actual scope of the project. Clearly its boundaries seemed potentially limitless.
However, in my reading of theoretical perspectives on Work Based Learning, and



from my pre-understanding of philosophy and educational theory, it seemed to me
that there were three areas that needed to be addressed, namely epistemology,
ontology and pedagogy. Again, any one of these would have been sufficient to focus
on, but my feeling was that they needed to be thought of as interrelated and that my
purposes would be better served by keeping, as far as possible, all three in the frame
at any one time. I identified a corpus of texts on Work Based Learning that [ would
make reference to, together with a number of theoretical perspectives that I felt would
be important to consider if anything worthwhile were to be produced by me by way of
insights as to how a philosophy of Work Based Learning might begin to take shape. 1
determined that I would stay within my definition of Work Based Learning, thus
excluding, to a large extent, a considerable body of literature on so-called
competence-based or vocational and professional education. Chapter 3 consists of a
discussion of the texts that [ did make use of in the construction of the arguments that
form the basis of my products for the D.Prof. award.

There is a sense, then, in which my project has a very close focus on research into the
student experience of Work Based learning at Chester College (micro activity) while,
at the same time, having very broad concerns relaiing to philosophical and
educational perspectives thai might help to formulate arguments to support the
existence and the development of WBL curriculum provision both at Chester College
and indeed elsewhere (macro activity). In Chapier 2 of this report I attempt to show
how, under the concept of the case study, these dual concerns are held together, and in

Chapter 5 bring together evidence from both in making the case for Work Based
Learning.

10



Chapter 2 Research Methodologies

The case study

The case study concept, as an over-arching research strategy, has informed my
thinking about the way in which research for this project should be conducted. Given
that there is no single model for the conduct of a case study (Yin, 1994) but rather
some broad principles to consider, it may be that 1 am using the idea in a fairly loose
sense. However, it seemed to me to have the advantage of providing a broad
framework in which various sub research strategies might be explored. It also
enabled me to take account of the local nature of the enquiry (with the empirical
studies being conducted exclusively with students of Chester College and with the
overall aim of the project focused on informing the College’s understanding of Work
Based Learning). A further advantage was that, while operating within the
interpretive tradition of research (Cohen et al, 2000), it did not exclude the
quantitative approach perhaps normally associated with positivist thinking.

In this case, the major empirical research methods used are the qualitative semi-
structured interview (Yin {1994} observes that the interview 1s regarded as one of the
most important sources of case study information {p84}), and the quantitative
questionnaire survey (again, Yin notes that a good case study will want to use as
many sources as possible {p84}). The literature review accounts for the third major
research method. Following Garnett’s understanding of the place of the Literature
Review in D.Prof. projects (Garnett, 2002), I have chosen to see the literature I have
reviewed both as informing the research methods (in particular, a main function of the
literature review in this research was to help to shape and sharpen the questions used
in both the qualitative and quantitative surveys) and as being an integral part of the
research, and therefore a research method, itself, hence the ordering of the chapters in
this project report with the literature review following the chapter on research
methodologies rather than preceding it.

The case study model has also helped me to reconcile my aspirations for a wider
applicability of my research findings with the fact of the largely local focus for
empirical data collection. Given that [ needed to draw heavily on literature in order to
inform and clarify my thinking in respect of the philosophical issues I needed to deal
with to achieve the central aim of my study, I felt that there was a sense in which the
arguments I formulated as a result of this work would have wider applicability than
Chester College alone (indeed I have been presumptuous enough to publish on this
basis). The interpretive research model, provided for by the case study, deflects the
1ssue of generalizability to some degree and focuses more on the issue of relatability.
Thus, Yin’s definition of the case study as “an empirical inquiry that investigates a
contemporary phenomenon within its real-life context, especially when the boundaries
between phenomenon and context are not clearly evident” (Yin, 1994, p13), while
placing the research in a local context, is counter-balanced by the notion of external
validity. Here Yin makes the point that “survey research relies on statistical
generalization, whereas case studies rely on analytical generalization”(p36). He goes
on to argue that, “in analytical generalization, the investigator is striving to generalize
a particular set of results to some broader theory”(p36). Thus, it seemed to me that
the case study, as an overarching research strategy, would enable me to embrace the
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literature review as a bona fide method of research (and not use it just as a way of
identifying gaps in knowledge which the research would seek to fill, as in the more
conventional understanding of the role of literature in doctoral studies {Garnett,
20021}), and for it not only to help to shape the local study but for it to be seen to
relate to broader contexts.

However, [ am aware, as Yin’s definition implies, that the case study provides for a
research situation where contextual conditions may be highly relevant to the object of
study. In this case, Work Based Learning provision at Chester College cannot be
divorced from the College itself Historically such provision has evolved during a
period of more than twenty years and is inextricably bound to the history of the
College over that period, including its mission and purpose and the various situations
it has found itself in during that time. Although the articles that T have written (as the
products of my D.Prof. studies) seek to engage in the wider debate concerning Work
Based Learning as a national and international phenomenon, I cannot escape the fact
that my experience of Work Based Learning is grounded in my broader experience of
Chester College, and that that experience has inevitably shaped my thinking about it.
Thus, 1 would argue, these products of my research can also be viewed within the
broad context of the case study. My hope is that my readers will be able to relate
what 1 have to say to their own contexts thus avoiding, to a large degree, issues of the
extent to which my findings, and the conclusions 1 draw from them, are generalizable.

The case study is, of course, contested as a method of research and Cohen et al (2000)
point to three areas of weaknesses identified by Nisbet & Watt’s (1984) study (Cohen
et al, pt84). In summary there are concerns about :

e generalizability (though it is acknowledged that an exception 1s “where other
readers/researchers see their application”, hence the importance of the concept
of relatability),

» that they are not easily open to cross-checking, thus, they may be selective and
subjective

s problems of observer bias

Although I recognise these as serious issues to be considered by the researcher who
chooses the case study route, 1 feel that the particular model of case study I have
selected avoids the worst excesses of the concerns expressed. For example, T was not
engaged in participant-observation as a research method nor involved in collecting
vast quantities of data consisting largely of my own interpretation of incidents/events,
to which some of these concerns refer. T have already commented on the issue of
generalizability and note that the Nesbit & Watt analysis allows for the exception
where other readers or researchers recognise the applicability or relatability of
findings and conclusions to their own contexts. 1 have also already commented
briefly on the issue of subjectivity, recognising it as an issue in the context of my
research. However, my view is that, given the inevitability of researcher bias and
subjectivity evident in any form of research, the research methods T have selected
each have their own checks and balances which [ have attempted to comment on in
the sections that follow. Given that the case study is within the interpretative research
paradigm there is, by definition, a subjective element though, it seems to me, that that
is not necessarily to be construed as a weakness but rather as an important feature of
the research. It also foregrounds the reality that some research topics, principally
those within the humanistic sphere, are only open to approaches which cannot
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possibly avoid the subjective element. What seems unportant here is not that the
subjective be recognised as a weakness but that it be taken account of as an inevitable
aspect of the research method with appropriate allowances made. I am particularly
taken, for example, by the comment of Cohen et al (2000) that “significance rather
than frequency is a hallmark of case studies, offering the researcher an insight into the
real dynamics of situations and people”(p185). A judgment concerning
“significance” is Inevitably a subjective one, based as it is on the researcher’s
interpretation of the data, but one that may, nevertheless, be crucial in terms of
offering an insight into what is going on. It has to be left to others to judge whether,
on the basis of the evidence available, the researcher’s judgment was sound.

The case study, then, like any other research method, can be analysed in terms of both
its strengths and its weaknesses. For my purposes, the gains seemed to outweigh the
disadvantages, with the principal gain being that, in Yin’s ([994) words, “as a
research strategy (it) comprises an all-encompassing method”(p13). With reference to
Stoecker, (1991), Yin notes that “the case study is not either a data collection tactic or
merely a design feature alone but a comprehensive research strategy”(p13).

Yin (1994) states that it 1s necessary to construct a preliminary theory related to the
topic of study (p27). In this case 1 have derived the theory essentially from the overall
aim of the study, thus, the case study will show that the nature and essential
features of Work Based Learning make it an entirely appropriate activity for
Chester College to engage in.

Literature Review

As indicated above, the literature review constitutes a major element of this research
project. It had the purpose of clarifying for me some of the questions to be asked in
the empirical studies but, in the context of my overall project, it was crucial in terms
of the issues concerning the nature of Work Based Learning where I needed to draw
on philosophical perspectives in order to develop an interpretative framework for the
empirical research data. Here I was engaged, to some extent, in an activity perhaps
more akin to the conventional approach of the PhD, though Garnett’s unpublished
paper on the place of the literature review in the D.Prof. project, helps to clarify this
issue. Garnett argues that, in the case of the D.Prof., the literature review is “likely to
be focused on enhancing aspects of an already established project theme” rather than
being crucial in determining “knowledge gaps”. Referencing Gummeson (1991), he
considers that a feature of the review is that it is likely to be “informed by
considerable and high level pre-understanding of the professional area” (Garnett,
2002).

While agreeing with Garnett to a large extent, in my particular case [ needed to review
thoroughly the existing literature on Work Based Learning in order to satisfy myself
that my pre-understanding of the “knowledge gap” that I believed existed, did truly
exist. [ have already identified this “knowledge gap” in chapter 1, where I expressed
my view that no serious work had been undertaken in the matter of a philosophical
underpinning for Work Based Learning in a higher education context and that, thus
far, it appeared to have survived on pragmatic arguments alone. 1 expressed the view



that this was an inadequate basis on which to make a claim for the admission of Work
Based Learning in to the HE curriculum.

The purpose of the literature review for this project was, therefore, three-fold :

e to undertake a thorough review of the existing literature on Work Based
Learning to determine whether or not substantial work had been undertaken in
respect of a philosophical underpinning for it

e to identify and to draw on philosophical and educational perspectives that
might be utilised in an attempt to begin the task of articulating an
underpinning for Work Based Learning such that might assure a higher
education institute of the appropriateness of its inclusion as an aspect of HE
provision

e to assist with the identification and clarification of questions for the empirical
studies

Qualitative survey

Sampling, Selection & briefing

Semi-structured interviews were carried out with 31 learners, during the period June
to December, 2002. 13 were full-time students on the College’s undergraduate Work
Based Learning scheme, with 11 part-time undergraduates in full-time employment
and 7 part-time postgraduates in full-time employment. There was a mix of both
female and male respondents in each group, with an overall preponderance of female
students. The respondents were also of various ages ranging from the conventional
age of entry into higher education through to mature students of middle-age. As
neither age nor gender were defined as issues for this research, no attempt was made
to further clarify issues of either and no account was taken of these characteristics of
my respondents during the analysis of the data. (See Appendix K for a sample
interview transcription.) The semi-structured interview method was chosen because
of its particular suitability within the overall context of a case study (Yin, 1994) and
because of its ability to provide a clear interview guide with a set of key questions
while, at the same time, offering a flexible approach permissive of further questioning
in order to prompt, to probe meanings, and to respond attentively and appropriately to
the interviewees in order to achieve a depth of response. It also seemed particularly
appropriate because of its strong relational dimension and the concern I had to engage
in a form of research that had some of the features of cooperative enquiry, though 1
recognise that this particular approach to research only borders on approaches to
research that might be considered new paradigm.

Interviewees were selected in a variety of ways. Some were self-selected ; for
example, full-time undergraduates on the College’s WBL scheme were invited to put
themselves forward for interview and those who did were interviewed. (A colleague
from the Centre for Work Related Studies interviewed six of the subjects from this
category, and one part-time postgraduate student, with me interviewing the remaining
full-time candidates along with all of the other students from cach category) A
number of part-time postgraduate students on the Graduate Apprenticeship scheme
were approached directly by me, as were a number of other part-time undergraduate
and postgraduate students. | was, of course, aware that such a direct approach may
have made it difficult for them to refuse and so 1 did offer them ‘get out’
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opportunities. Those 1 did interview had expressed their willingness and a desire to
be involved in the research partly perhaps because, as it subsequently transpired, they
had all had a positive experience of Work Based Learning. | was more concerned,
from a moral point of view (simply because arrangements had been made via a third
party), about the way in which a group of employees on a corporately negotiated
WBL programme (through the Umversity for Industry Learning through Work
scheme) had initially been approached with the request to participate in the research.
This meant that, in my briefing session with each student prior to the commencement
of the interview, as well as explaining the purpose of my research, as [ did to all the
interviewees, | also emphasised with members of this particular group the opportunity
to withdraw if they did not feel entirely comfortable in participating. All of them
assured me that they had not been coerced in any way and that they were more than
prepared to assist with the research. I did, however, have an uneasy feeling that they
may have been put in a position where they felt unable to refuse simply because the
request had come from their line manager. Had ] had more time available to me to
make alternative arrangements, [ feel certain that T should have approached this
differently.

1 am aware that there i1s a further potential issue relating to selection which concerns
those students who T did not get to interview who, for one reason or another, may not
have had a positive experience of Work Based Learning. Given that the majority of
my rtespondents were self-selected (this applied to all full-time undergraduates of
whom only 13 out of a total cohort of more than 500 were interviewed), they may not
be considered to be an entirely representative sample. For example, all of the students
interviewed, whether full-time or part-time, appeared, overall, to have had a positive
experience of Work Based Learning and spoke positively about it. Clearly, in each
case, and 1n answer to each question, there were various levels of response, not all of
which were high in praise of WBL but, overall, a negative or dark side did not appear.
[ can either assume that there were no such cases (which, on other grounds, 1 consider
to be unlikely) or that those who had not had a positive experience did not put
themselves forward for interview, which seems to be more likely. T am aware that,
each year, out of a cohort of more than 500 full-time undergraduates undertaking
Work Based Learning, a small minority do not have a positive experience of it. This
may be for a host of reasons, though frequently involves the attitude of the student
themselves or occasionally the employer, rather than the potential of the workplace to
yield insufficient learning. Rarely either is it because a student cannot adapt to
learning in this way. There was, however, one part-time undergraduate respondent in
full-time employment who, prior to undertaking Work Based Learning, had been
involved n a serious situation of conflict with her line manager who, had she not been
moved to another post, felt that she would not have been able to be involved in study
of this sort. This is a reminder that the conditions must be right for learning through
work to occur. There is also the potential for uncovering learning, especially about
the self, that may not be particularly welcome. This may be especially the case in
WBL studies where collaborative learning and critical self-reflection are key parts of
the learning process and may lead to discoveries about the self that the learner may
prefer to have remained unexposed. My research did not reveal any cases of this sort
but 1t, nevertheless, seems important to acknowledge the likelihood of their existence
among those I did not interview.
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Conduct & transcription of interviews

Interviews were conducted face to face, either on College premises or in the
workplace, with three interviews being conducted on the telephone because of
distance and convenience. This inconsistency of ‘place’ does raise questions in
relation to sampling. Whether or not my respondents interviewed at work would have
responded differently had they been at home or attended the College, I have no means
of knowing, though | suspect this variance had little influence on their responses.
However, as Bird & Hammersley (1996) note, “the character of a discussion and the
quality of material can show a marked contrast between an interview held in the
formal circumstances of a teacher’s office and one held in the informal ambience of a
pub” (p92). In every case interviews were carmied out in quiet and semi-private
locations to avoid unnecessary noise and interruption and to create, as far as possible,
a relaxed environment for the interviewees. 1 was aware of the tmportance of putting
interviewees at their ease if they were going to talk freely and openly and [ believe
that I achieved this, though 1 was aware of my inclination to talk too much at times
(though, hopefully, not at the expense of attentive listening) and recognise that the
skilled interviewer speaks as few words as possible because it 1s the answers of the
subjects that are important.

There was an attempt to keep each interview within a 20 to 30 minutes time slot, both
for reasons of concentration as well as expenditure of time and energy in undertaking
the tasks of transcription and analysis. However, another issue in respect of sampling
is that the interviews did not take place at a consistent time of day. Thus, some were
carried out during mornings, with others conducted in afternoons and some in the
evenings. Little more can be said other than the acknowledgement that sampling in
this respect was not systematic. Undoubtedly time of day influences mood, and mood
influences what and how things are said. Similarly the time of the week might also
have an influence with, say, possible differences in response on a Friday afternoon
when compared with a Monday morning. Given logistical issues it was not possible to
undertake more systematic sampling, though 1 recognise the issues it raises in respect
of the representativeness of the data.

All interviews, with the permission of the subjects, were audio-taped and
subsequently transcribed and analysed. Transcription was undertaken verbatim,
rather than edited, with a note in brackets where long pauses, or laughter or other
minor emotional outbursts occurred, in order to attempt to create more of a feeling for
the interaction that had occurred during the interview. As Gillham (2000) notes, it is
not possible to capture the dynamics of the interview in a transcription (p10), and
Kvale (1996} observes that transcripts are decontextualised conversations (p164) so, it
seemed to me that, the occasional bracketed comment, where appropriate, to indicate
the reactions of the interviewer or interviewee, might prove helpful in enabling a
better recall of the context. In the majority of cases, 1 undertook the task of
transcription myself and, where I did not, T proof-read the transcription while listening
to the taped interview. To check the accuracy of my transcribing and analysing skills,
1 asked a colleague to select, at random, one example from the batch of completed
transcripts and make an assessment of my competence in this respect. My work was
found to be accurate. Interviewees were also written to, following this process, and
thanked for participating in the research and invited to comment on my analysis of
their comments. No comments were reccived, which indicates that either the

16



interviewees were content with my interpretation of their contributions or that they
did not have the time or the inclination to respond.

Interview guide
The interviews were structured around 8 questions (see box below) which provided
the Interview Guide.

Q1 I'd like you to think about the impact WBL has had on you as an individual. Has it changed vour
view of vourselfin any wav? If 5o, in what wav(s)?

Q2 Can vou brieflv outline the knowledge and skills you think you have gained through W83L?

Q3 How do you think you acquired this knowledge and these skills?

04 In what wavs did vou deliberatelv set out to learn something new?

Q3 Can you give an exaniple of something vou learned which was unplanned?

06 The idea of critical refleciion was introduced in (Support Programme or Methods niodule). Can
vou give an example of critical reflectian in which vou engaged during the (placentent ar project)? To
what extent has reflecting critically changed the way you view (a) work, (b) voursell, (c) the world

generally?

(7 Did you consciously, ar unconsciously, apply any WBL theories? If so, can you identify them and
then describe how vou were able to utilise them?

Q8 Can vou identifv any knowledge and skills you gained from WBL that vou have been able to use in
other areas of studv/contexts?

The questions were designed to explore further, with the interviewees, some of the
issues raised in the questionnaire survey and to confirm or disconfirm the theory that
Work Based Learning provides a more holistic form of higher education than do more
conventional modes of teaching and learning (see, for example, my article at
Appendix A). Thus, the questions were formulated in a way that attempted to elicit
from the interviewees something of the impact that WBL had had on them, especially
in relation to their view of self (as in Q1), as well as to attempt to identify something
of their views on the place of knowledge in WBL (as in Qs 2, 5 and 7) and how they
acquired it (as in Qs 3 and 4), and to assess the extent to which the ability to cntically
reflect and to critically self reflect had changed their views in relation to work,
themselves and the world more generally (as in Q6). This latter area of research
interest reflects Barnett’s (1997) view that higher education should be preparing
graduates who can reason critically, engage in critical self-reflection, and be prepared
to engage 1n critical action (p 163). A central interest throughout this research has
been to see whether or not WBL contributes significantly to the “curriculum for
critical being” (p102) which Barnett claims higher education should be providing.

Two colleagues from the Centre worked with me in order to identify the questions
pertinent to the research and to refine their wording. We were torn betweea a concern,
on the one hand, to keep the number of questions to a minimum, in order not to over-
face the respondents and to keep the interview within manageable time limits and, on
the other, to cover as much ground as we could, and felt we needed to, in order to
address the research concerns. The 8 questions we finally arrived at seemed to us to
strike a balance between the principal areas of research interest that 1 had previously
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defined, namely the ontological, epistemological and pedagogical. Thus, questions 1
and 6 rclate broadly tc ontological issues, questions 2, 5, 7 and (to some extent) 8
(though its real intenticn concerns knowledge transfer) to epistemological issues, with
questions 3 and 4 focusing on pedagogical issues. To get to the heart of these matters
while, at the same time, trying to keep the language and phraseclogy of the questicns
as simple as possible, proved a challenge. Individual questions were trialled as part of
this process before being piloted in the context of an entire interview. Modifications
were undertaken to the wording in the light of feedback received and, even at the
stage of agreeing the final list, we were aware of the range of ways in which the same
questions could be expressed, though reasonably satisfied that the areas of questioning
focused on were the ones we aimed to gather data on.

Having attempted tc heed the advice of expert authors on the subject of interviewing
to take care throughout the process of formulation to make questions as distinct from
one another as possible, it was disappeinting to discover, during the course of
carrying cut the interviews, how close to one another questions 3 and 4 were and how
questions 7 and 8 lacked sufficient discrimination in terms of the responses they drew
forth. In some ways this has proved to be no more than a minor irritant but it has
reinforced for me that setting questions is a skilled part of the interview process.

Interview analysis

Interviews were analysed using the technique of meamng condensaticn. Of the five
main approaches to interview analysis proffered by Kvale (1996, pl87)
(categorisation of meaning, condensation of meaning, structuring of meaning through
narratives, interpretation of meaning, ad hoc methods for generating meamng),
condensation of meaning seemed to me to be the most appropriate, given the nature of
the data and the purposes of the study. 1t also has the virtue, in my view, of being
essentially phenomenologically rooted, as evidenced by Giorgi’s (cited by Kvale)
intentions in developing the approach in 1975, where the “methodological aim of the
study was to use phenomenology in the service of qualitative research” (p194).
Kvale quotes Giorgi as saying that his interests were “in demonstrating how rigour
and discipline can be applied without necessarily transforming data into quantitative
expressicns”, and of demonstrating “how one deals systematically with data that
remain expressed in terms of ordinary language”(p194). The organising principle of
this approach is in terms of identification of data into natural meaning units and then
further identification of the central theme or themes within each natural umt. Thus,
the interview 15 read through to gain some sense of the whole. It is then broken down
into natural meaning units which, for convenience, I related tc responses to the main
questions. The unit is then analysed in order tc identify the theme or themes that
dominate it. The themes are then expressed as succinctly as possible and then
combined together in a descriptive statement, as shown in the extract below.

Natoral Unit Central themes

Question |I: We’d like you to think about the impact WBL
has had on you as an individual and we’re wondering if it has
changed your view of yourself in any way and, if so, in what
ways?

Yes, | fee]l WBL has had quite an impact and I’m not sure WBL has had an




whether it’s necessarily to do with how it was delivered to me or | impact,
whether it’s my own particular interests in this sort of thing especially
coming together, but I found the reflection side of things quite a | developing the
heavy impact because it was a lot more structured in terms of the | skill of critical
way you looked at how you reacted to situations. 1 also found reflection and
quite a lot of influence in terms of the looking at your strengths learning about
and weaknesses or your learning styles, and things like that, and other WBL
how they are appropriate in different situations and so I found the | theories.
whole thing quite interesting and I’ve done quite a bit of further
reading around it over time, things like Brookfield’s Critical
Thinking and Goleman‘s Emotional Intelligence, stuff like that,
because I found it quite an interesting process.

From what yon’ve been saying you’ve obviously considered
this far more than just superficially. You’ve read round it.
Do yon feel that it has changed your view of yourself in any
way?

[ think undoubtedly it has but I think the difference with me is | Considers WBL
that I’ve encountered it at several points over a couple of years. | has caused him to
The thing I find is that the initial one (reference to u/g WBL) - 1 | change his view
found one or two things interesting particularly the first time 1 | of himself.

came to it in terms of team roles, Belbin because, at the time I
was also running for election with the Student Union for
something when I first came across it and I found it quite
interesting for the team role that I played and it very much fitted
the role and that was quite interesting. Then I've come back to
these kind of things in various courses or returning to WBL staff
in College over time, or supervising work-based learners and 1 | Some WBL

feel the set of repetition of these things over a few years finally | theories have
meant that it was something that I thought about regularly in what | become ingrained
I’ve done, instead of a one-off exercise. in his thinking.

Summary Question 1. DA feels that WBL has made an impact on him, especially
throngh developing the capability of critical reflection and learning about other
WBL theories. He considers that WBL has caused him to change his view of
himself and notes that some WBL theories have become ingrained in his
thinking.

Issues of reliability and validity clearly impinge on this process, not least the accuracy
of the researcher in teasing out the central themes from a natural unit. On the other
hand, it is possible that any given statement may be open to a plurality of
interpretations and suggesting that a statement has only one correct meaning may be
an unrealistic demand for a degree of objectivity that is not feasible. However, some
checks and balances were clearly needed given that 1 was entirely responsible for the
analysis of all of the transcripts and so it was important that I obtained the services of
a colleague to sample my work. Although one or two minor discrepancies were
apparent, resulting from different perceptions of the main thrust of what a subject had
to say, my work was judged to be sufficiently accurate for the purposes of the
research, given that the researcher is, to some extent, engaged in the construction of
meaning.

19




Although condensation of meaning is a proven method of interview analysis and one
that, in the view of Giorgi, is loyal to phenomenological philosophy (Kvale, 1996),
my criticism of it would be that it is essentially a reductionist approach to data
analysis. I accept that this interpretation may be due to my deviation from the method
in an attempt to identify those themes most commonly referred to by my interviewees.
To gain some sense of the frequency of use of key central themes, and following the
guidance of Gillham (2000) concerning content analysis, [ undertook a further stage
of analysis, resulting in data more akin to a quantitative survey than the qualitative
study I had intended (see Appendix L). Although this had seemed a logical step to
me, it was not a sensible one, as it reduced the interviews to a list of key themes that
bore no relation to the contexts in which they had first been identified by the subjects.
So, while retaining the data in this reduced form for the purposes of identifying
suitable statements for quotation and for producing a succinct reporting of findings in
Chapter 4 (the more detailed presentation of findings, including extracts from the
interviews, are to be found at Appendices F. G. & H, where the approach to reporting
is more respectful of the integrity of the research method), it was necessary for me to
take a step back to the descriptive statements to ensure that they remained the last line
in the analysis (see Appendix M).

Underpinning philosophy

It seems appropriate, at this point, to offer some justification for this method of
research. Philosophically it is appealing to me, given the central importance it places
on the relational dimension in arriving at knowledge and understanding (see my paper
Towards a Philosophical Underpinning for Work Based Learning : the Ontological
Dimension, Appendix D). Kvale (1996) discusses the post-modern view of the inter-
relational nature of knowledge (especially as influenced by Merleau-Ponty), which
suggests to me that one could argue for the primacy of the interview as a research
method in post-modern contexts. However, of the four philosophies, which highlight
different aspects of the qualitative interview as a research methodology, outlined by
Kvale (post-modern, hermeneutical, phenomenological and dialectical), as indicated
already, I have tended towards the phenomenological, especially in terms of the way
in which analysis of the interviews has been undertaken, whilst acknowledging that
my approach, as is common in qualitative research, is something of a hybrid. With
phenomenology as the prevalent underpinning philosophy of this qualitative research,
my concern was to attempt to understand the expenence of undertaking WBL from
the subjects’ viewpoint, thus describing this aspect of their world as experienced by
the subjects themselves, and with the assumption that the important reality is what
they perceive it to be. From my use of phenomenologically influenced methodologies
in religious studies (e.g. Smart, 1973), [ am aware that a certain bracketing out of the
assumptions and prejudices of the researcher, together with empathetic understanding,
is required if anything of the life world of the subjects is to be understood. In my role
as Interviewer | attempted to operate in ways compatible with that understanding,
though must admit to finding that difficult at times. This is manifested in the
transcripts themselves where it is clear that, at times, I ask leading questions and
sometimes closed questions, indicating a tendency to guide the interviewee more
towards my own viewpoint. Although this reflects the common problem of researcher
bias, clearly it should not occur and, in my analysis, | have tried to indicate where an
interviewee response may have been influenced by my intervention. On the other
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hand, there were imes when such approaches to questioning were intended essentially
to elicit clarification of meaning which, it seems to me, is acceptable practice.

It also seemed to me that an element of qualitative research data was important to
pursue further some of the issues raised through the quantitative study and, in
particular, to discover whether, in the view of my subjects, WBL did indeed offer
them an educational opportunity that facilitated the development of this more rounded
person which, Barnett argues, higher education should be aiming to produce. Face to
face interviewing, using the format of the semi-structured interview, seemed to me to
be the best method available to achieve that.

Although from the scientific perspective, knowledge generated through this form of
qualitative research, would not be considered to be objective knowledge, neither
should it be considered as subjective. On the other hand, given a definition of
objectivity as inter-subjective agreement, it could be argued that the semi-structured
interview does indeed go some way towards achieving that definition. Kvale {1996),
citing Bernstein (1983), emphasises the inter-subjective nature of the knowledge
which emerges from this form of enquiry. Bernstein refers to the notion of a dialogic
conception of truth, where knowledge emerges through reasoned discussion in the
inter-subjective context. I find that line of thought entirely consistent with my own
understanding of the significance of relationality as a way of gaining self-knowledge
and understanding, as well as knowledge and understanding of the other person. 1
also find appealing Kvale’s observation that qualitative research is sensitive to the
human situation involving, as it does, empathic dialogue with the subjects studied
and, further, that it may contribute to the emancipation and empowerment of the
subjects themselves. A number of my interviewees commented on their positive
experience of the interview noting, in several cases how, through talking about their
learning, and being listened to attentively, they had come to realise, in a way not
previously apparent to them, what they had actually achieved, and how that had made
them feel good about themselves.

Ethical issoes

Ethical issues arise at each stage of the research process and I tried to be sensitive to
them. I have already indicated that | was aware of the need for the informed consent
of the subjects prior to interview. In briefing each interviewee, I explained the
purpose of the investigation, showed them a copy of the questions | wished to put to
them (and gave them time to read through the questions though, because 1 was
seeking a more or less spontaneous response, not enough time for them to formulate
their answers). 1 also explained that they were, of course, free to decide not to
proceed with the interview or that they could withdraw at any time. Subjects were
also given assurances concerning confidentiality, with the undertaking given that
transcripts would remain anonymous (and subject only to use by the researcher and to
be made available only to the researcher’s examiners), and any quotes used in either
published or unpublished reports would not be attributed. T realised that, at this stage,
the importance of establishing trust is crucial to the success of the interview as a
whole. There remains the question of power dynamics where there may be, in the
minds of either the interviewer or the interviewee, an awareness of difference in status
between the two parties. This raises ethical issues that are difficult to resoive yet
important to be aware of. A solution might be to set up a situation of peer interviews,
yet this might still not overcome the issue if the person asking the questions is
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considered to be of a higher status by virtue of role than the person answering the
questions. It would also remove entirely the opportunity that the researcher relies on
in this mode of enquiry, namely the opportunity to ask supplementary questions and
to seek clarification of issues and to probe.

There is, of course, the wider ethical issue concerning the justification of the research
in the first place. Kvale (1996) notes that the study should include 1ssues regarding
the “improvement of the human situation investigated”(pl11). My response here is
that the research is aiming to contribute to the raising of the profile of WBL in higher
education and ensuring that it becomes embedded in the HE curriculum. The
evidence of my research demonstrates that, for some, WBL has opened up the
opportunity to engage in higher education, an opportunity previously denied them and
one they had not anticipated would ever be available to them. Helping to ensure that
this form of widening participation continues to exist, along with the opportunity to
become a lifelong learner throngh WBL, seems to me to be in itself sufficient moral
justification for the research. Given the overall purpose of the study, I did not
envisage that there would be any harmful consequences, potential or real, for those
participating, as subjects, in my research and that, therefore, the ethical principle of
beneficence had been considered. I was aware also of the principle of reciprocity,
namely that the subjects should gain from the experience and not just be expected to
freely give of their time and experience. Thus, my aim was to enable them to have a
positive experience, to be listened to attentively and responded to appropriately, as
well as being encouraged in their learning endeavours. The responses I received
during the post-interview de-briefing suggested that the subjects, for the most part,
had found the interview a positive experience.

1 was also aware, throughout the interviewing process, of the moral responsibilities of
the researcher. Thus, I was conscious that I should avoid seductive techniques which
might result in the subjects disclosing anything that they might later regret.
Interestingly, I found my respondents to be very open and, in one case in particular,
where the subject talked of conflict in the workplace and identified her protagonist as
another of my subjects, I found myself attempting to close down that area of
discussion withont dismissing it as irrelevant for my purposes.

Reliability, validity and generalisability/retatability

Kvale identifies three ethical aspects of the researcher’s role : scientific responsibility,
relation to subjects and researcher independence (p118).  In terms of scientific
responsibility, the researcher must produce knowledge that is purposeful, controlled
and verified. In relation to subjects, the researcher must be conscious of the role that
is being performed and observe the appropriate behaviours. Researcher independence
requires the maintenance of professional distance. Having commented in various
ways on the latter two, some further comment is needed in respect of the reliability
and validity of the research method and of the generalisability or, as seems more
appropriate in the context of a case study, the relatability of the findings. Rather like
moral issues, issues of verification, as Kvale argues (p235), pervade the whole
research process. In terms of the interviews, |1 have already acknowledged my
tendency, on occasions, to ask leading questions which, where this occurs, calls in
question the reliability of the subject’s response. 1 do not think that this happened to
any great extent and, where it did so, I have tried to note it and take account of it at
the stage of analysis. At the stage of transcription, 1 have again already noted ways in
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which attempts were made to check the accuracy and, therefore, the reliability of each
transcript and its analysis. There are also issues concerning reliability in the area of
reporting findings and so on, but I have tried to be conscious of the matter of
reliability throughout the study and have made comments in the report where there
has been something of relevance to discuss.

Kvale points out that issues of validity need to be considered at each point of the
study including the justification for the study itself. My research, I feel, has been
carried out within a community of research into WBL, and that it is consistent with
theory and practice in this field both nationally and internationally. As Director of the
Centre for Work Related Studies at Chester College, | am attempting to encourage a
research culture within the Centre, and I have been sharing some of the work I have
been doing for the D Prof. award with my colleagues. Twa colleagues, in particular,
waorked with me on question design, and reviewed with me the results of the trialling
of the questions and the piloting of the interview in an attempt t0 ensure the validity
of the questions asked and the structure of the interview itself At the stage of
interviewing, the researcher relies, 10 a great extent, on the trustworthiness of the
responses given by the subjects but has the opportunity to seek clarification of
meaning by asking further questions. As always, there is the issue of the inclination of
respondents to provide the answers that they believe the interviewer wishes to hear. 1
did use probing, from time to time, in an attempt to make certain that I understood the
meaning that was being conveyed and that the questions were actually drawing out
what they were designed to do. In offering the subjects my analysis of the interview, 1
was further seeking reassurance that | had understood the meanings they had intended
to convey to me.

In that the questions asked in the semi-structured interviews emanated, to some
extent, from the questionnaire element of the research, a degree of tnangulation of
results is possible. Triangulation of results also occurs through the comparison of
various responses to the same question, where it is evident whether or not
interviewees confirm or disconfirm each other’s perceptions of some phenomenon or
whether they agree or disagree over an issue.

Given that my respondents are all students of Chester College and that the focus of
my research 1s on Work Based Learning at the College (with all the 1diosyncrasies
that this implies) they could not be considered to be a representative sample and,
therefore, the notion that the results of this research may be generalisable to some
degree, offers limited mileage. Even given the range of subjects interviewed
(including from fuli-time students on short placements and recent graduates in their
first year or so of employment to advanced professionals in full-time employment,
some with previous HE experience and others with none, some working under the
auspices of the Graduate Apprenticeship model and some through the University for
Industry Learning through Work scheme), they could not be considered to be more
than representative of the College student population as a whole. Yin (1994), on the
other hand, and as already noted above, makes reference to analytical generalisation
where “the investigator is striving to generalise a particular set of results to some
broader theory” (p36). He argues that the issue of significance is not whether the
results obtained through one case study could be replicated in the context of another
but rather that the researcher “should try to generalise findings to ‘theory’, analogous
to the way a scientist generalises from experimental results to theary” (p37). Thisis a
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matter of relating findings to theory rather than generalising the research. There is
also the opportunity for another researcher to recognise the application of the method
or of the findings to his/her own situation. This is again more about relatability than it
is to generalisability.

There 1s also the post-modern perspective, which would contend that my findings
have emerged as a result of my engagement with certain subjects with distinct
identities and individual circumstances and that I too have particular circumstances in
terms of my job and geographical location, and so on, and that the findings are, and
should remain, a local issue. Even with this argument, there is still the opportunity for
others to relate the findings to their own situation.

Quantitative study

Although the hmitations of this method of survey were fully recognised it,
nevertheless, seemed worthwhile to undertake some form of quantitative research as
part of the overall case study in order to attempt to assess something of the impact of
Work Based Learning on the cohort as a whole. It was always the intention of this
research project that the quantitative approach to rescarch would play a lesser but,
nevertheless, supporting role to the qualtative. It was envisaged that it would be a
useful way of engaging in a multi-method approach to research, consistent with the
case study, and given that, according to Gillham (2000), “one approach is rarely
adequate” (p2). [ had envisaged that, with the proposed group interview, there might
be an important opportunity for the further triangulation of results. In the event, the
group interview did not prove to be as helpful, in respect of the data it produced, as 1
had hoped would be the case.

The input into the design of the questionnaire was very much a team effort and it
would be inappropriate for me to take sole credit for it, though I recognise that, in the
context of this report, 1 own it and am responsible for it. Two colleagues from the
Centre and myself worked on the setting of questions and the design of the
questionnaire. This was recognised as being the most crucial aspect of the whole
research. As a result of tnialling, we took the decision not to include any open-ended
guestions, which it had originally been my intention to do. This seemed a sensible
decision, especially from the point of view of data processing (that is, it obviated the
need for a coding frame as a preliminary to coding classification), and reasonable,
given the significance of the qualitative dimension (that is, the semi-structured
interviews) to the overall research. The questionnaire was piloted with 30 students
wha had just completed a similar double module of WBL as part of their HND studies
and the feedback was that it had proved relatively straightforward to complete,
confirming that the decision to avoid open-ended questions, in what amounted to a
fairly lengthy questionnaire, was probably the right one. The timing of the HND
placement (February to March, 2002) enabled us to undertake a simulation of the
main study and to prepare the final version of the questionnaire in time for the main
cohort of undergraduate students to complete at the end of their placement (June,
2002).
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Thus, the questionnaire was a highly structured one, with the researchers determining
the questions asked and the range of answers that could be given, and consisted of 35
closed questions (see Appendix I for full questionnaire and analysis of results) with
some questions having a number of parts to them. Questions were presented mainly
using a ‘selected response” format (for example, Questions 1-4), with some ‘routing
questions’ used as “follow-ons” to some selected response questions (for example,
Questions 5 & 10). The value of the selected response format, according to Giltham
(2000), is that respondents are forced to make a choice (p30). Although, in some
cases, further elaboration of a simple response was sought through a type of routing
question, these were not open but simply offered a further selection from a range of
restricted options. Thus, such questions were not strictly speaking ‘routing’ in the
sense of seeking an ‘open’ response and may best be thought of as another example of
‘selective response’ style questions,

The questions were designed to elicit responses in 9 principal areas of enquiry :-
Reflection on learning

Distinctiveness of Work Based Learning

Support mechanisms for Work Based Learning

Planning and taking charge of own learning

Transferable skills and career development

Support materials for Work Based Learning

The learning agreement

Assessment

Work Based Learning generally

Decisions about the types of question to be asked were informed largely by the needs
of the WBL Development Group who were desirous of gaining intelligence that
would inform their future planning. I was also keen to include some questions that
might relate to the three principal areas of enquiry with which I was concerned,
namely the epistemological, ontological and pedagogical. To some extent, the
interests of the various parties were served, though a compromise had to be achieved
in some areas, and the benefits of a coliaborative approach to this type of enquiry
outweighed, in my view, the more self-centred research interests of any one individual
or group.

The questions reflect something of the various aspects involved in either the planning,
execution or assessment of WBL projects, together with matters concerning students’
learning, their recording of their learning and their reflections on learning as well as
their views on issues of skill transferability and career planning. Thus, the questions
themselves derive, to a large extent, from existing processes though, as indicated
above, 1 was able to influence the compositton of the questionnaire to include some
questions that related more directly to my research interests and that had emerged
from my reading in the area of Work Based Learning scholarship or from my pre-
understanding of issues relevant to WBL.

312 students undertaking a double module of Work Based Learning as part of their
tevel 2 studies completed the questionnaire out of a cohort of 487, giving a 64%
response rate. Limited information was sought concerning the students themselves,
given that the primary focus of the research was to gather data about their experience
of Work Based Learning. There was, however, a mix of male and female students
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with the majority being of conventional age (i.e. around 20-21 years, having entered
at 18-19), though with some mature students of varying ages. Students were briefed
as to the purpose of the questionnaire and the use to which the data would be put, and
invited to respond, but were free to choose not to take part. Given that this was the
second of two fairly lengthy questionnaires to be administered as part of the de-
briefing following the placement (the other was the double module evaluation form),
and that students were under pressure to complete assignments, it is perhaps not
surprising that just over a third of the cohort decided not to participate. Nevertheless,
in terms of the usual response rate for questionnaire surveys, 64% would appear to be
a reasonably healthy return. Those who did respond completed the questionnaire
roughly at the same time (at the end of the morning session on the first day of the
debrief and assessment week) in whichever campus lecture room they had been
allocated to.

In terms of data processing, the questionnaires were read electronically and a set of
frequency tables produced (see Appendix N). From this data, a simple set of
descriptive statistics was produced and, on the advice of a statistician, the data has not
been subjected to further analysis. My original intention, having had previous
experience of this software, had been to use a more elaborate questionnaire that would
have resulted in the use of SPSS (Statistical Package for the Social Sciences).
However, given the exclusively selective response format of the questionnaire and
with no intention of eliciting comparative data, the results, as they are, speak for
themselves and no clear gains could be seen for increasing the complexity of the
analysis, given the intentions of the research which was simply to gain information
about the student experience of Work Based Learning both prior to and during the
placement. There was no intention or desire to, for example, discover whether female
students were more diligent than male students in attending to their learning logs or to
make the enquiry in any way gender related. Neither was there a concern to tease out
whether mature students were more or less likely than conventional age students to
find Work Based Learning motivational, and so on. 1t is not that these are
uninteresting questions, simply that they were not considered pertinent in terms of the
intentions of the research.

Thus, the analysis of the data obtained through the questionnaire is essentially
descriptive, with results set out in a summary form showing a percentage rating
against each question so that the overall response to individual questions is
immediately apparent. Clearly such a straightforward approach is possible only
because of the exciusive use of closed questions where the range of answers is
specified. Given that the questionnaire was administered to a clearly defined group
(full-time undergradunate students on non-vocational degree programmes who had just
completed a 6 week WBL placement) and that the sole purpose of the research was to
find out about the student experience of Work Based Learning, no further questions
were asked about the subjects themselves, thus, by intention no further information
concerning subject descriptors is available.

This questionnaire, then, is clearly quite basic as a research instrument, and in terms
of what it was intended to do and, therefore, its limitations are recognised and
understood. The demonstration of its findings in terms of percentages means that
statistically this is an unsophisticated approach producing only a set of descriptive
statistics. 1t was considered, on receiving advice from a statistician, that little would
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be added to an understanding of the results through examination of their statistical
significance. They speak for themselves and no gains seemed apparent from further
data analysis.

Reliability, validity and generalisability

I have already pointed to the limitations of this piece of research and am, therefore,
conscious that the value of the data collected should not be over-estimated. However,
in acknowledging this, it must also be stressed that every attempt was made to ensure
that the research instrument would produce reliable and valid data, albeit of a limited
nature. As the questionnaire was designed by a team of professionals all working
directly in the area of Work Based Learmng, there are clearly some assurances in
respect of validity, resulting from the professional context in which it originated.
Every effort was made to develop a research instrument that was reliable with
questions being ftrialled and modified in the light of feedback and the overall
questionnaire piloted with a similar group to those in the main study but under
controlled conditions so that immediate feedback could be received and any
misunderstandings corrected. The standardisation of questions ensures that another
source of bias is eliminated though, of course, it is not possible to know if all of the
questions have been understood in the same way. It was hoped that the clear personal
relevance of the questionnaire to the subjects’ recent experience would avoid it being
given perfunctory treatment and there was no evidence of hasty and careless
completion. There was also an attempt to keep the questions brief and relatively
simple to respond to. Some questions required a purely factual response (e.g. Q1)
while others focused on behaviour (e.g. Q3 “how often did you....?”) and others more
on opinions (e.g. Q10 “Do you think that you have.....?”). Questions in this latter
category are typically the ones that are most likely to lead to bias unless they are
phrased in a balanced and neutral way. This was not always easy to achieve when the
overriding concern was to keep the guestions as simple as possible and, therefore,
some questions in this category may suggest the bias of the researcher in favour of a
particular response, though this may be no more of a problem than the general one
inherent in closed questions within a specified response format.

Given that this research was conducted with a particular group of students who had
just completed a specific model of Work Based Learning as an aspect of their HE
curriculum, and that certain of the questions asked of them relate directly to some of
the distinctive features of that model, it seems unlikely that the research has
immediate generalisability. However, with modifications designed to address the
distinctive features of other local models, there seems to be no reason why, in

principle, the results of this element of the research may not be generalisable to some
degree.

Ethical issues

There seems to be a prima facie case for research of this nature in order to help the
team delivering the Chester College model of Work Based Learning to assess its
effectiveness. Although benefits ensuing from the research might not accrue directly
to the subjects themselves, it was anticipated that the data would inform planning in
respect of future delivery to similar cohorts of students.  Although all of the students
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present for the de-briefing sessions, following the placement experience, were briefed
about the research and its purpose, they were entirely free to decide whether or not to
participate in it. Apart from its use in this present context, the main purpose of the
research was to provide data for the undergraduate WBL Development Team to
consider and it has not been put to any use that might harm the subjects in any way or
call in question their credibility and/or their integrity.

Data analysis

The practice adopted in terms of data analysis is one consistent with the case study,
namely the individual analysis of each of the three principal research methods
followed by a process of triangulation whereby the sources of evidence are reviewed
together so that the case study findings are based on the convergence of information
and not on one set of data alone. This approach reflects, to some degree, the “chain of
evidence” idea which, according to Yin (1994), increases reliability (p98). See the
chart below which cutlines this process.

Summary of Case Study research

Mcasure/benchmark of
Overall Alm to Disciplinary Arcas of Case study Achievement
he achieved ticld to Engniry evidence base
be investigated Threc QAA Barnett’s
Propositioas | Descriptor “eritical
being”
Litcrature
Article(s) Proposition As Critical
Ontology Quaatitative 1 relatiag sclf-
Nafure of WBL Philesephy data to being rellection
Qunlitatlve data
Literature
Epistcimology Article(s) Proposition As Critical
Quantitative 2 relating thinking
data to
Qualitative data knowledge
Literature
Chapter for a AS
Distinctive features | Edncation Pedagogy book Proposition relating Critical
of WBL Quantitative 3 to being
data learniag
Quialitative data
Justification for
WBLS Summary of Conclusions & Recommendations Extent to which standards
Recommendations are imet
to Report for Chester College
Chester College
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Chapter 3 Literature Review
Introduction

The Literature Review, as indicated in the previous chapter, was a crucial part of the
project in three main ways :
1. Confirming my pre-understanding of the existence of a ‘knowledge gap’ m
respect of an underpinning philosophy for Work Based Learning
2. Directly addressing the project issues, especially in respect of providing
source material and stimulus for the development of a potential underpinning
philosophy for Work Based Learning and for developing arguments in my
three main areas of interest, namely : epistemology, ontology, pedagogy
3. Providing ideas for questions for the empirical surveys

Frequently a text would provide source material and stimulation 1n all three areas.
Certainly with regard to the third area (i.e. ideas for questions), no one particular
source stands out, except for Barnett (1997) in respect of Q6 of the semi-structured
interview guide, with his concept of the ‘critical being’. Otherwise no reading was
undertaken specifically with the formulation of questions in mind.

However, in respect of the other two categories, it was necessary for me to read
widely and extensively in order to (a) satisfy myseclf that there was a knowledge gap
in the case for Work Based Learning and (b) that [ might develop my knowledge and
understanding in order to attempt to make a contribution in the broad area of
philosophical and educational underpinning for WBL by focussing on issues to do
with epistemology, ontology and pedagogy as my three principal areas of interest.

Further comment on, and critiquing of, the literature 1 have used, that either directly
or indirectly relates to Work Based Learning in higher education, is to be found in the
articles that 1 have written as part of this programme (see Appendices A,B,C&D), and
these should be read in conjunction with this review.

The same literature that confirmed my view of a knowledge gap in the case for WBL,
frequently facilitated my own thinking in terms of a philosopbical underpinning for it
and, therefore, it seems inappropriate to structure this chapter in a way which implies
that some sources were vused only to draw negative conclusions. However, I begin by
referring to a number of writings which 1 made reference to in anticipation of finding
a deeper interest in issues concerning a philosophical underpinning for Work Based
Learming which did not match my expectations, before identifying those writers on
whose work [ drew in the construction of my own arguments as articulated in the
articles I have produced as part of this project.

The chapter 1s divided into 4 main sections, as follows

Section I : Confirming the knowledge gap
Section 2 : Key theme 1 : Ontology
Section 3 : Key theme 2 : Epistemology
Section 4 : Key theme 3 : Pedagogy

29



Section 1 : Confirming the knowledge gap

My initial interest in reviewing literature on Work Based Leaming, then, was
prompted by my view that the pragmatic argument alone for WBL is insufficient and
that, if it is to become embedded in the higher education curriculum, it needs to be
principally because of sound philosophical and educational, rather than pragmatic,
reasons alone. Thus, I was concerned to identify and review recent scholarship in
respect of WBL, of which there is not currently a vast amount. This is not unexpected
given that Work Based Learning is a relatively new phenomenon in HE and it is only
in the very recent past that serious academic writing on it has begun to appear. As
well as work by British scholars, a good proportion of this has come from Australia
and, in particular, the University of Technology in Sydney. Because of the constant
dialogue between academics concerned with Work Based Learning both in the UK
and Australia, the Australian output is highly relevant to the situation in the UK and
vice versa. Of a rather different order is the literature on Work Based Learning
emerging from the United States. Much of this is in the context of management
training programmes, and although some of the comment is relevant to Work Based
Learning in the UK much of it is not. Literature relevant to Work Based Learning
from UK academics tends to have a more general focus on Experiential Learning in
its various forms, and there is not a great deal that deals exclusively with Work Based
Learning, though the picture is changing.

An analysis of the literature concerning Work Based Learning, from whichever
continent, reveals as its main foci, the following :
e sefting out the case for its existence as a bona fide form of personal and
professional development
e outlining the advantages to employers of supporting Work Based Learning and
addressing issues concerning its organisation in work place settings
e discussing the rationale for its existence in Institutions of Higher Education,
mainly in terms of its responsiveness to present political, social and economic
imperatives (what [ refer to as the pragmatic argument for Work Based
Learning)
e examining issues concerning competence assessment frameworks in the light
of HE assessment strategies

What I did not find was any thoroughgoing discussion of the philosophical and
educational case for Work Based Learning in the Higher Education curriculum. This
is not to say that such issues are not broached in the existing literature. They are, but
frequently passed over lightly and raising more questions than they answer. The
tendency, evident in recent publications, to collect together contributions from a range
of authors (for example, Symes & Mclntyre,2000) is also indicative of the fact that
few, if any, scholars have yet thought through a full philosophical and educational
rationale for Work Based Learning in the Higher Education curriculum. Helpful
though such volumes are in collecting together essays from scholarship associated
with Work Based Learning, they frequently lack the sort of coherent argument that
needs rehearsing if Work Based Learning in Higher Education is to remain a credible
force. This is not meant to be critical of the fine work that is being undertaken by a
number of scholars in the WBL field, but simply to recognise that we are still in the

30



early days of WBL in the HE curriculum and the emergent literature is reflecting just
that.

Work Based Learning : A New Higher Education?

A recent collection of essays combining the thoughts of both Australian and UK
Work Based Learning scholarship is Work Based Learning : A New Higher
FEducation? (Boud & Solomon, 2001). I came to this text with the expectation that
some of the philosophical issues I was interested in would be addressed. However,
this is essentially a volume on approaches to Work Based Learning (with the main
section offering a series of case studies) and, although it offers many important
insights into operational and strategic issues, it seems to me that it is at its weakest
where it deals with the reasons why HE should be involved in Work Based Learning
and, so far as I can see, it does little more than outline what T refer to as the pragmatic
argument. It talks of the pressures on Higher Education from Government to address
the needs of society and the economy, and of the loosening of the stranglehold that the
Universities once had as sources, guardians and transmitters of knowledge. It
recognises that if HE does not offer accredited Work Based Learning, businesses and
organisations will find some means of doing this for themselves, and argues that it is,
therefore, wise for Universities to enter into partnerships with employers. While
agreeing with the authors that all of these issues, and others, challenge HE to respond,
I maintain that the pragmatic argument alone is insufficient to sustain the place of
Work Based Learning in the Higher Education curriculum. A different approach is
needed and, it is my view that, it is one which starts from the philosophical and
educational justification for the place of Work Based Learning in HE and which
gathers strength from the pragmatic argument but does not rely on it alone. Like the
pragmatic argument it will challenge the inappropriateness of much of the
conventional understanding of Higher Education which finds additions to the
curricalum, such as Work Based Learning, hard to accommodate. But it will engage
with that understanding in such a way as to show that, over time, it has become
distorted to the point that narrow definitions of it are blind to the real purpose and the
real potential of Higher Education. Boud & Solomon and their associates are quite
right to point to the new circumstances facing HE which bring about new
opportunities and new relationships. A right and proper activity of the University is
to seek to align (or realign) itself with the world outside. Clearly it has to take
account of cultural shifts and respond to the reasoned arguments of pressure groups
but, at the end of the day, it alone must take responsibility for the curriculum it
delivers and for satisfying itself that anything it does deliver is grounded in a sound
epistemology.

Stephenson & the Capability Movement

Although the Capability movement of the late 1980s/early 1990s under the leadership
of John Stephenson was not directly concerned with Work Based Learning, it has
implications for it and, given that Stephenson has gone on to be the driving force
behind one of the Government’s latest WBL initiatives (that of the University for
Industry’s Learning through Work scheme), 1 had anticipated that it might deal with
some of the issues which were of interest to me.

In the preface to Quality in Learning : a Capability Approach in HE, Stephenson &

Weil (1992) note that education for capability was created out of frustration at the
artificiality of the divide between education and training. At the heart of the concerns
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of the Capability movement are issues about the purpose of HE and the view that a
higher education experience should be about more than the pursuit of knowledge and
the development of intellectual skills. 1t should, in the view of Capability, be about a
broader range of purposes enabling graduates to be effective in their personal, social
and working lives.

Thus, capability implies an integration of knowledge and action with each being
mutually enhanced and enriched through an education whose principal methodology
is that of active learning. Active learming (which is not synonymous with Work
Based Learning, though presumably Work Based Learning might be viewed as an
example of it), emphasises a way of learning as much as what is learned, and that way
includes the learner taking increasing responsibility for his/her own learning, being
commiited to learning from experience, and developing the skills of the reflective
learner.

Stephenson & Weil speak of “the holistic nature of capability” which is essentially an
“integration of personal qualities, skills and specialist knowledge which enables
students to be effective”(p3). The holism of which they speak implies that, in taking
action, the capable person does so not only on the basis of sound knowledge but
having thought through issues to do with values, with self confidence to make
judgments, and a willingness to take risks in situations not previously encountered.

The point is that capability encourages approaches to learning that have an immediate
benefit and impact on students during undergraduate studies but also fit them for
lifelong learning and effectiveness in both personal and professional living.
Capability approaches to learning emphasise the application of knowledge and skills,
the ability to mnegotiate one’s own learning agenda, the ability to work
collaboratively with others, and to undertake structured reflection on one’s own
learning and progress. These are key features of the Work Based Learning framework
which Stephenson has gone on to develop with others for the University for Industry
Learning through Work scheme, demonstrating the continuity which exists between a
Capability approach to full-time undergraduate study and programmes of Work Based
Learning for continuing professional development purposes.

Assuming, then, that there is a high degree of compatability between Capability and
Work Based Learning, we ought to be able to examine the philosophical and
educational vunderpinning of the former in order to inform the latter. However, it is
not clear to me that the task of articulating a philosophical rationale for Capability in
HE has been undertaken and this may be because it is regarded that there is such a
strong prima facie case for it that one is not needed. On the other hand, it could be
argued that Capability does not need this level of justification, given that it is
essentially about approaches to learning and, therefore, essentially a methodological
or pedagogical matter. Capability, however, is not without its epistemological
implications in that it claims that “rigid distinctions between possession of knowledge
and application of knowledge are unhelpful” and that “reflections as outcomes of
action can extend knowledge and deepen understanding” while “greater knowledge
and deeper understanding can inform planning and improve effectiveness of
actions”(p7). Thus, the method of learning advanced for this purpose — namely,
active learning — can be seen to have epistemological implications in that knowledge
is developed and shaped as a result of this proposed form of experiential learning.
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This means that a College or University proposing to facilitate capability learning
really needs to consider the issue of the nature of the knowledge that is being engaged
upon in order to justify this approach, just as it needs to consider the justification for
its involvement in Work Based Learning per se. It is not clear to me that answers to
the questions I am concerned with in this project have been provided by the
Capability movement. Again, this is not a criticism of that movement but further
recognition that thought through philosophical justifications tend to follow
innovations rather than precede them.

Some insights regarding potential philosophical and educational justification for
Work Based Learning may be gleaned from the collection of mainly case studies
edited by Stephenson & Yorke (1998) where there appears to be something of a
blurring of the concepts of Capability, Independent Learmng and Work Based
Learning. For example, the chapter co-authored by Osbome, Davies & Garnett
contrasts Work Based Learning at Middlesex University with the University’s
Independent Learning provision. Using the [1 criteria indicative of active, self-
managed and independent student learning identified by Jacques (1991), the authors
suggest that Work Based Learning and Independent Learning share a commonality of
features. The implication of this chapter is that the only difference between them is
that Independent Learning takes place in the conventional setting of the University
whereas Work Based Learning occurs, as its name indicates, in the workplace.

While a commonality of features may be the case in respect of Work Based Learning
and Independent Leamning as learning methodologies and in respect of the criteria
outlined by Jacques, the issue of the mature of the curriculum is not discussed.
Herein, I would have thought, lies a fundamental difference in that, in Work Based
Learning, work is the curriculum, pointing to a clear distinction between the two and
one which raises epistemological issues especially for WBL. While this chapter may
be of some help in respect of pedagogical issues in the context of Work Based
Learning, 1t does not attempt to address the underlying philosophical issues which, [
claim, need to be addressed if Work Based Learning 1s to be secure in the higher
education curriculum.

My comments on Boud & Solomon, Stephenson & Wetl, and Stephenson & Yorke
are offered in some detail to indicate what 1 consider to be evidence of what [ have
claimed as a knowledge gap in the case for Work Based Learning. A number of the
insights that come from these sources were, however, directly pertinent to my project
and, for example in the case of Stephenson, suggest that his work was seminal
especially in terms of advancing the case for more holistic approaches to learning and
being.

Portwood & WBL as a subject

The work of Portwood, 1 considered, might offer promise in terms of my interest in a
sound epistemological base for Work Based Learning and indeed his concerns come
much closer to my own. Although not yet sufficiently rigorously defended,
Portwood’s argument that Work Based Learning has subject status implies that WBL
is more than a pedagogy and that it has an underpinning epistemology in its own right
(Portwood & Costley, 2000). This lmghly contentious claim, which Portwood
acknowledges has, to some degree, to be taken on trust, given that work on it to date
is meagre, speaks of an understanding of the “concept of the learned worker” who is
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characterised by a combination of “intelligent scepticism” and “focused (specialised)
intelligence”.  Portwood contends that if, through Work Based Leaming, this
combination is achieved then Work Based Learning has a justifiable claim to be
regarded and treated as a subject in its own right.

Although Portwood further defines intelligent scepticism (which he aligns with
critical understanding) and focused intelligence (which he defines as the intelligence
of the expert), it is not entirely clear how these two higher order skills working in
combination justify the claim that Work Based Learning is a subject in its own right.
The argument seems to hang on the potential for the creation of new knowledge
when, in the context of HE level Work Based Learming, intelligent scepticism and
focused intelligence come together on a problem. At the point at which the concerns
of the workplace (presumably implying the specific work context and the specific
work knowledge) and the concerns of the University (presumably implying the higher
order skill of critical thinking and the academic knowledge expected of the expert
within a disciplinary field) intersect through Work Based Learning (or to put it in the
terms of Gibbons et al (1994), where Mode 1 and Mode 2 knowledge intersect) lies
the potential for knowledge generation which can truly be claimed as knowledge
belonging to Work Based Learning. Such knowledge, it is assumed, will be
characterised by inter-disciplinarity (on the grounds that, although focused
intelligence might imply expertise within a specific discipline, it is now combined
with expertise arising out of the work context) of such an order that it can be deemed
to belong to a new subject, namely that of Work Based Learning,

Presumably Portwood’s use of the term “subject” rather than “discipline” is quite
deliberate in order to circumvent the philosophical debate on what constitutes a
discipline. The term, however, does not overcome the problem that knowledge
generated through Work Based Learning will be so vastly diverse, depending on the
context and the nature of the work involved, that “subject” would have to be regarded
as being almost without boundary. While Work Based Learning in this
understanding could be deemed to be underpinned by a theory of knowledge (ie a
particular explanation as to how knowledge, through Work Based Learning, is
created), it would be almost impossible to define the boundaries of the content of that
knowledge in order to agree with Portwood that Work Based Learning is a subject in
its own nght.

I cite Portwood in some detail because his work does have some relevance to my
concerns, and his analysis of the way in which knowledge is generated at the
theory/practice interface informs the findings of my empirical research which
suggests that students experienced important learning through the application of
theoretical perspectives to practical problems. However, overall, T consider this to be
work-in-progress and, therefore, to be further evidence of the knowledge gap.

In concluding this section, I wish to make mention of the work of Brennan & Little
(1996) who undertook A Review of Work Based Learning in Higher Education which
sets out the level of involvement of HEIs in Work Based Learning activities, mainly
to chart the response of higher education to Government funding initiatives related to
Work Based Learning. This review does raise some of the philosophical and
educational issues that impinge on Work Based Learning in higher education but there
is insufficient scope within the review to deal with these in any depth. Such is the
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pace of change that the review also now appears to be quite dated, dealing as it does
with issues arising for Work Based Learning in the early 1990s.

Section 2, Key theme 1 : Ontology

Introduction

I have written two papers which raise ontological 1ssues in an attempt to make a case
for Work Based Learning as a more holistic way of being and knowing than
conventional university education provides for. As I have already stated, I have not
found any literature which sets out to make the philosophical case for Work Based
Learning in higher education, so what I offer here by way of review, are some of the
ideas which I have drawn from scholarship and have used in an attempt to begin the
task. Apart from the sub-section on Barnett, there is not a great deal by way of
sustained discussion on any one author. This is because the main concerns of these
authors are not my concerns, and to critique their works would prove a distraction.
What I aim to do is to pick from their work ideas that seem to me to be relevant to my
purposes of beginning the task of constructing a philosophical underpinning for Work
Based Learning in higher education.

In A More Holistic Form of Higher Education : the Real Potential of Work Based
Learning (Major, 2002, see Appendix A), I build an argument around the concept of
“critical being” developed by Barnett (1997) in his book Higher Education: A Critical
Business. 1t begins by asserting that currently the place of WBL in the HE curriculum
is supported by the pragmatic argument alone. My view is that this is being used to
plug a knowledge gap in terms of a justification for the place of WBL in HE when a
rationale for Work Based Learning really needs to be articulated clearly in
philosophical and educational terms. The article goes on to offer a number of insights
to a wider audience among which are :
o the potential of Barnett’s philosophy of higher education as an underpinning
philosophy for WBL
¢ WBL’s potential to deliver the more rounded graduate of which Bamett
speaks
e that WBL has the potential to combine critical thinking with critical self-
reflection and critical action

¢ that WBL has the potential to offer an holistic way of learning, being, and
knowing

Barnett, a philosopher of education influenced by post-modern thought, has
contributed significantly, for more than a decade, to the debate on the nature and
purpose of higher education. It is my view that his definition of the graduate may be
better realised through programmes of Work Based Learning than through a
conventional university education. Barnett, in my view, develops arguments that
could be deployed in the services of an emergent underpinning philosophy for Work
Based Learning.
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My reason for writing Towards a Philosophical Underpinning for Work Based
Learning ; the Ontological Perspective (Major, 2002, see Appendix D), was to
engender some discussion among those involved with WBL in the HE sector on the
potential of programmes of learning throngh work for providing additional value to
students in terms of self-understanding and meaning-making. 1 was interesied to
explore this philosophically and to look at the potential of making a case for Work
Based Learning from an ontological perspective. Thus, in this paper ] attempt to set
out an argument for Work Based Learning as an example of oniological-relational
thought, a philosophical concept essentially concerning self-knowledge. A central
argument is that WBL leads to more holistic ways of learning, knowing and being
than does the conventional University curriculum largely becaunse it demands the
exercise of a broader range of cntical abilities while, at the same time, insisting that
learners accept responsibility for their own learning. Work Based Learning, it is
argued, has the potential to deliver Barnett’s view of the graduate as one who
combines critical reasoning with critical self-reflection and critical action. It may be
in the sense of this broader exercise of critical abilities that Work Based Learning
differs, say, from other forms of independent learning, especially in foregrounding
critical action as a key aspect of WBL. The combination of critical reasoning and
critical self-reflection with critical action, could be the distinctive combination that
sets Work Based Learning apart from other elements of the higher education
curriculum. Critical reflection is also considered as a distinctive feature of Work
Based Learning and as an important means of facilitating meaning making, and the
article ends by commenting on Vaill’s understanding of leamning-as-a-way-of-being
with its clear ontological implications.

Ontological-relational thonght as a key philosophical concept in WBL

The background for beth articles was my pre-understanding of the idea of ontological-
relational thought, which is a philosophical concept that represents a way of knowing
about or understanding oneself (and, as such, is a kind of epistemology relating to
self-knowledge) in the context of relationships with other human beings. The idea
can be found in the theological writings of Dietrich Bonhoeffer (for example,
Bonhoeffer,1955) and has surfaced in some feminist discourses (for example,
Loades,1990). Bonhoeffer’s analysis of the concept of person shows that it is in the
context of relatedness that people come to a true understanding of themselves.
Relatedness provides, in Bonhoeffer’s view, the basis for knowledge about ourselves,
about the other person and, in the context of theological usage, about God.

Feminist theological discourse similarly emphasises relationality in contradistinction
to the individualism which, it is argued, pervades the male perspective and has
resulted in the domination and control approach of patriarchy. More generally,
liberation theclogy (of which feminist theology may be considered an example) also
has a strong relational perspective and, interestingly, offers the model of praxis which
has to a large extent, through the influence of Freire’s (1972) approach to aduli
education, been adopted by proponents of Work Based Learning as a key aspect of
WBL methodology. The liberation model of theology was adopted by theclogians
working in situations of oppression and injustice who considered the Western model
of theology, which is essentially an intellectual approach working from scripture,
tradition and reason before dectding npon action, inappropriate for their particular
circumstances.
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This is not dissimilar from a central argument of some proponents of Work Based
Learning who maintain that the idea of a theoretical higher educatton followed by
application of theory when one arrives in the work setting 1s not necessarily the most
appropriate model. Barmett (1990) makes a similar point concerning higher education
in general implying that “a curriculum which first offers students theoretical
components and then expects them to put theory ‘into practice’ in the practical
situation is misconceived”. He suggests that “the balance of curriculum elements
should be reversed with the student learning how to practice as a professional and that
the ‘theory’ should be derived by inviting the student to reflect on the practice to tease
out the principles embedded in it” (p160).

The notion of praxis in the context of liberation is that of action (in the light of some
injustice) informed by reflection. Theology as action might include a whole range of
things not necessarily associated with the Western understanding of theology.
Similarly in Work Based Learning, a wider range of activities are likely to be
undertaken than those which make up a conventional programme of academic study.

Again, like the liberationist who sees the community (the church base community) as
the key to successful action, so too in Work Based Learning the community of
practice is seen as crucial in the learning process. (The term ‘situated learning’ may
also be used of Work Based Learning to express the notion that learning in this
context results from a process of participation in a community of practice.) Given
that ‘work’is typified by a network of relationships, Work Based Learing, as a form
of learning, almost inevitably involves leaming achieved in the context of
collaboration, cooperation and partnership. As Raelin (2000) notes, the organisational
qualities that facilitate Work Based Learning are those where collaboration is valued
over individualism (p44). This is in contrast to the highly individualistic model of
most University learning However, that model itself 15 constantly under review and,
in recent years, there has been a shift in teaching and learning methods in higher
education, including some with a more relational bent, and a notable shift in
assessment strategies which typically now contain a much broader range of ways of
assessing students. The point is that the move to accommodate the relational-style
learning that characterises Work Based Learning is no longer the huge jump that it
may have been under the higher education system of twenty or more years ago.

I wish to maintain that, whereas conventional forms of higher education may inform
and liberate the mind, Work Based Learning offers a more holistic way of knowing, a
way of knowing which embraces action as well as thought and, more pertinently in
terms of its distinctive characteristics, a way of being. (1 have already indicated that I
consider the core of the distinctiveness of Work Based Leamning as an element of the
higher education curriculum, to be found in the combination of critical reasoning and
critical self-reflection with critical action) Whereas the conventional approach in
higher education is very much about the individual’s learning, Work Based Learning
has a stronger relational edge to it, recognising that work is rarely a lone activity.
Solomon (Boud & Garrick, 1999) refers to the “foregrounding of the human™ in the
workplace and says that the “primacy of the technical is being overshadowed by the
social and the cultural”(pl21).) Thus, in Work Based Learning there is a stronger
notion of interdependence and mutuality where learning is concerned and this, I
would argue, constitutes a distinctive approach to learning and one that leads 1o a far
more holistic way of being and knowing than may be found in other areas of
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University learning. Hence my claim that Work Based Learning is essentially an
example of ontological-relational thought in that it has the potential to impact on not
only the developing knowledge of the individual but also on the individual as a person
providing, overall, a more rounded being-in-relation who is aware of the presence and
power of community as part of his’her own make-up and who demonstrates a
commitment to critical action. This awareness could be construed as a spiritual
dimension to Work Based Learning and, again, indicate a distinctive feature of this
way of learning.

[ndividuals exist in social contexts and, therefore, it makes sense that learning occurs
in social contexts. As Matthews and Candy {(Boud & Garrick, 1999) point out,
“conventional views of learning and of the nature of knowledge, especially those
which consider learners as isolated individuals without a social context, are
inconsistent with recent advances in the development and management of ‘learning
organisations’” (p60). 1 would go further and maintain that this applies equally to
learning per se as well as to learning organisations. In other words, we need to move
beyond the realms of the private learning and knowing which has been the product of
conventional University leaming to more collaborative forms of knowing and
learning, where relationships as well as text-based learning impact and, [ maintain,
Work Based Learning is an example of how this can happen. Such learning may well
help to create the learning organisation but the learning organisation would not exist
without the learning individual.

On the basis of my prnor understanding of philosophical ideas (most notably, the
concept of ontological-relational thought), and from my reading of scholarship in the
field of Work Based Learning (especially, as 1 perceived it, the foregrounding of
relationality as a key philosophical concept), I concluded that there was sufficient
commonality of background material for me to begin the task of attempting to
construct an ontological argument for learning through work.

Barnett’s concept of the “critical being”

A further source of inspiration, in terms of my own thinking, is the work of Ronald
Barnett and, in particular, his book Higher Education : A Critical Business (1997).
This builds, to some degree, on his earlier writings, most notably, The Idea of Higher
Education (1990) and The Limits of Competence (1994).

In The Idea of Higher Fducation, Barnett expresses his view that we do not have a
modern educational theory to match the growth and diversification of higher
education. This has resulted in HE losing a clear sense of direction, not least in the
sense of what counts as knowledge. He is of the opinion that there is no single
epistemological stance that underpins the University curriculum but, rather, that there
are many and various with no agreement as to what should be included. 1 found of
particular interest, and of relevance to my concerns with developing an ontological
perspective on Work Based Learming, his view that the HE curnculum should develop
the all-round potentialities of students and not just the intellect, and his references to
professional education and the notion of reflective practice. Barnett seems to be of
the view that, without in any way compromising the strong tradition of critical
thinking in hgher education, there is a need to widen the range of opportunities
provided to include ‘practice’ leading to critical reflection.
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Aware of the pressure on higher education, from government and employers, to
deliver more vocationally oriented skills Barnett, in 7he Limits of Competence,
examines the way in which definitions of knowledge are changing. He refers to the
broadening of the understanding of knowledge in the university to include ‘knowing
how’ (operational competence) as well as ‘knowing that’ (academic competence).
While Barnett seems to support this broadening of the HE experience, he s concerned
that operational competence should be developed to a high level, and not simply be
concermned with utility. Thus, in his view, at higher education level, it 1s about coping
with unpredictability, which suggests that he is speaking about capability rather than
competence, which, as he rightly poinis out, tends to be a closed rather than an open
concept. What higher education should be delivering, in Barnett’s view, goes beyond
competence, whether it be operational or intellectual, to “the total world experience of
human beings”(p178). From my point of view, this is an understanding that draws
epistemology and ontology closely together and presents an opportunity to reflect on
ways in which, through Work Based Learning, siudents mighi potentially achieve the
state of ‘beyond competence’ that Barnett demands.

In Higher Education : A Critical Business, Barnett brings together some of the
arguments that he has made in the two earlier works and focuses on the concept of
‘critical being” which, he maintains, is the defining characteristic of a graduate. This
concept embraces the key capabilities of critical reasoning, criiical self-reflection and
critical action. Barnett argues that the conventional understanding of a university
education is that it engages students in critical reasoning and that it has neglecied the
self and the student’s role in the world. This, however, he regards as limiting and
challenges higher education to ensure that equal attention is given in the curriculum to
critical self-reflection and critical action in order to promote the more holistic
development of the graduate as a critical being. Although Barnett is rightly cautious
about the university becoming subservient to the needs of business he, nevertheless,
suggests that the capabilities he believes students should develop can come about
through engagement with professional practice, though he notes that the aspirations of
employers and those of the university may differ, with the former wishing to place a
limit on the degree of criticality exercised. From my perspective, Barnett appears io
set out a philosophical position that has the poteniial to underpin Work Based
Learning. In my article, 4 More Holistic Form of Higher Education, 1 argue that
Work Based Learning has the potential to lead people to more holistic ways of being
and knowing, indeed that it can deliver the critical being that Bameit is striving for.
In identifying reflexivity as a key graduate capability, and one that he regards as a
matter of social epistemology and ontology (p42), he is identifying the same
capability that I would claim is central to Work Based Learning. Barnett does,
however, have a tendency to make his critical being seem something of a super-hero
and it would help if he made the concept look more attainable. A further notion
proposed by Barnett is that of the practising epistemologist which, he claims, is the
new role for the academic and, which it seems to me, is not an entirely inappropriate
way of expressing the qualities that can come about through Work Based Leamning,

Given that I have chosen to develop an argument in A More Holistic Form of Higher
Education (Major, 2002), which depend quite heavily on Barnett and, in particular,
HE : A Critical Business, 1 feel it important to note my awareness of the sorts of
objections that might be raised in respect of his philosophical position and which,
therefore, might potentially undermine my own position. Barmett’s views tend to
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draw extensively on, and be influenced by, post-modemist thought and, therefore, his
position is vulnerable to attack from those who do not share the post-modern
perspective. Hagar (2000) falls into this latter category. He points to what he
considers to be the flaws in Barnett’s position concerning the irreconcilable nature of
the characteristics of ‘academic’ and ‘operational’ competence, Barnett’s two “rival
versions of what it 1s to know the world”. Unlike Barnett, Hagar considers that the
two approaches can be reconciled, given that he believes Barnett’s rationale for
rejecting the idea of their reconciliation, and jettisoning them in favour of a post-
modern aiternative, to be based on unsound reasoning. Hagar does not share
Barnett’s overriding post-modern assumption that the world 1s unknowabie and,
therefore, he does not share Barnett’s argument that we need to build a conception of
education which starts from this viewpoint. Hagar rightly notes that this view leads
only to fallibilism, “i.e. the view that no piece of knowledge is immune from
revision” (Hagar, 2000, p58). Fallibilism 1s also, claims Hagar, a view that “has been

commorplace for most of the twentieth century without unnerving consequences”
(ibid).

While 1 have some sympathy for Hagar’s view that Barnett is too strong in his
assertion that the world is unknowable, I do not necessarily think that, in the case of
Barnett, this underlying philosophical standpoint, even if considered weak or flawed,
has inevitably led to him developing a conception of education which is similarly
flawed and, therefore, unacceptable. In other words, my view is that, even if Hagar 1s
right, | am not convinced that the outcome of Barnett’s process of reasoning is
necessarily damagingly tainted by the philosophical principles on which it is based.
Clearly, in any case, no philosophical position is unassailabie.

Interestingly Hagar himself points to what he takes to be the influence of Dewey’s
thought on Barnett (Hagar is presumably not intending to make a strong connection
between Dewey and post-modemism), and then goes on to rest his own argument for
a counter-position to that of Barnett on, to some extent, Dewey. This seems to
confirm that the ultimate product of a person’s thought does not necessarily rest or fall
on the sources on which it is built, and also that it 1s possible to draw on some of the
ideas of a particular scholar or school of thought without necessarily buying in to the
whole package. This is certainly the position T would adopt in respect of Barnett,
which, 1 believe, my critiquing of his views in my article (Appendix A) demonstrates.

Irrespective of whether or not my own personal predisposition is towards post-
modernism, [ do have much sympathy for Bammett’s conclusion that University
education is about “the critical life” (Boud & Symes, 2000) though, again, 1
acknowledge that this is another position which is not unassailable. That the purpose
of a University education is, at least to some extent, about the development of one’s
critical faculties, T take to be aimost unquestioned as the cornerstone of any serious
concept of education. What may be contested is the interpretation of the extent of the
application of criticality. Along with Bamett, and an understanding of education
which goes back at least to Dewey, but probably much further than that, my view is
that criticality should be applied to ‘seif® and to ‘actions’ as well as to ‘thoughts’,
emphasising the importance of the reasoning-self-in-action as a distinctive feature of
Work Based Learning. 1t is my view also that Work Based Learning has the potential
to deliver a higher education of this broader definition and, therefore, is in tune with
Barnett’s understanding of graduate as “critical being”, that is one who engages in
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critical thinking, critical self-reflection and critical action. I am, however, critical of
Barnett, for failing to state clearly how he considers higher education might go about
developing graduates of this kind. Even when contributing to a collection of essays
on Work Based Learning, as in the volume referred to below, he remains coy about
committing himself to any precise ways in which the University can achieve his
aspirations.

In more recent years, Barnett appears to have been courted by the world of Work
Based Learning scholarship. For example, he is the author of the Foreword in
Working Knowledge (Symes & Mclntyre, 2000) and contributes a chapter to
Understanding Learning At Work (Boud & Garrick, 1999). This is confirmation for
me that others recognise the potential of his writings to contribute to the Work Based
Learning discourse. However, 1 remain unconvinced that Bamett is anything other
than sceptical about the potential of Work Based Learning to achieve the goals he
desires for higher education. In neither publication does he write with any conviction
about the role that Work Based Learning might play in achieving this broader
understanding of the graduate that he argues is the responsibility of the Umiversity to
produce. For example, in the chapter which he coniributes to Understanding
Learning at Work, he engages directly with Work Based Learning as an aspect of the
higher education curriculum. He refers to the way in which, in his view, and under
the conditions of, what he describes as super-complexity, work and learning are
rapidly converging, and he notes how effective work seems to require both ‘knowing
that’ and ‘knowing how’. However, while he is willing to argue that work has the
potential for learning, Barnett(Boud & Garrick, 1999), seems to me to be cautious
about endorsing Work Based Learning as a means of achieving the state of critical
being he so highly prizes.

The centrality of critical reflection in Work Based Learning

1 argue in Towards a Philosophical Underpinning for Work Based Learning that
critical reflection is a key capability in the context of meaning-making and, therefore,
as a way of understanding one’s own being. My contention is that any programme of
Work Based Learmning must see critical reflection as central and have as a key
intention the development and enhancement of the students’ critically reflective
capacities. In addition, T contend that the powers of critical reflection are central to
any concept of graduateness and that this capability is implied, though not referred to
explicitly, in the descriptor for a Bachelor degree award provided in the Quality
Assurance Agency qualifications framework (2001).

It is only in recent years that the idea of critical reflection has been the focus for
serious scholarly critique and much work has still to be done in this area especially in
the context of Work Based Learning. Mezirow’s Fostering Critical Reflection in
Adulthood (1990), Barneti’s Higher Fducation : A Critical Business (1997), Moon’s
Reflection in Learning & Professional Development (1999), and Brockbank &
McGill’s Facilitating Reflective Learning in Higher Education (1998), have opened
up the debate but there is still a serious need for a study which examines critical
reflection in the context of Work Based Learning. If there is a single, most important,
capability relevant to Work Based Learning, I would argue that critical reflection is a
strong contender for the accolade. 1t is clearly a key and distinctive feature of any
programme of learning through work. Whereas critical thinking has always been
highly prized in higher education, critical reflection has been less so. Crtical thinking
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implies a degree of detachment and objectivity in relation to the object of (conceptual)
thought, whereas critical reflection has a strong subjective element that, of course,
may account for its more cautious treatment in the academic world. Critical reflection
seems to me to carry with it the weight of critical thinking but brings the self into the
equation. Thus, in critical reflection there is an attempt to examine the implications
for the self (and, therefore, to make (construct) or to remake (reconstruct) meaning for
oneself) in relation to whatever it is that is under critical scrutiny. 1t seems to me,
therefore, that critical reflection is justifiably considered in the context of ontology,
given its focus on the self in relation to the object of enquiry, whereas critical thinking
(thought applied to the object of enquiry) may be more of an epistemological matter.

Critical thinking promotes development of the mind and thus relates well to the
understanding of the purpose of the University in conventional thought, whereas
critical reflection is about a much more holistic way of being and knowing and is,
therefore, consistent with my understanding of the outcomes of programmes of Work
Based Leaming, which 1 also maintain is consistent with a contemporary
understanding of higher education. Mentkowski et al (2000) note that self reflection
brings together knowing and doing (p8) and cite Perkins (p148) who argues forcefully
that reflective intelligence can be developed. This suggests that a legitimate aim of
programmes of Work Based Leaming is to assist learners to develop and refine their
abilities to critically reflect.

The object of critical reflection, T would argue, is the self in relation to knowledge
acquired and applied (that is, critical action) and not reflection on the self per se. As
Barnett (1990) observes, criticism leads to critical self-reflection where students stand
back and place their knowledge and accomplishmenis in a larger perspective, that is,
conduct a critical dialogue with themselves (p171). Herein, some would argue, lies a
fundamental difference between Work Based Learning in higher education and so-
called vocational training in that Work Based Learning involves conscious reflection
on actual knowledge and experience. This is a learned and not necessartly an intuitive
process and so part of the responsibility of the Work Based Learning facilitator is to
assist the learner to develop his/her critically reflective capacities.

The much celebrated work of Schon (1983) concerning the reflective practitioner is
about ways in which reflective processes in the context of practice can be increased
and enhanced. Raelin (2000) argues that the most important competency of Work
Based Learning is that of reflective practice (p47). Bamett (1990) argues that every
student should be a reflective practitioner (though he has some criticisms of Schon’s
concept of reflective practice) in that only in self-reflection can any real state of
intellectual freedom be attained (p160). Boud (Boud & Solomon, 2001) raises the
question as to whether critical reflection in Work Based Learning contexts provides a
sufficiently critical edge to promote the kinds of critical thinking characteristic of a
University education, and concludes that some reflective activities may not {(p55).
However, there seems no reason why, with appropriate facilitation, work based
learners cannot be encouraged to pursue the deeper critique that Boud maintains will
lead to appropriate levels of critical reflection demonstrated in improved and
transformed work situations where productivity is enhanced and where taken-for-
granted assumptions held by self and others are noticed and questioned (ibid). As
Matthews & Candy (Boud & Garrick, 1999) note, the effective practitioner actively
seeks out opportunities for new learning which they describe (following Botkin et al,
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1979) as ‘generative’ or ‘anticipatory’ rather than ‘reactive’ or ‘maintenance’ learning
(pS0). Boud also argues for the gualities of critical self reflection that take the learner
beyond the context of learning “so that they are not trapped by the specificities of
their context” (Boud & Solomon, 2001,p56). When this happens, Work Based
Learning proves its potential to achieve the same outcomes as any other programme
of higher education and thus further justifies its place in the higher education
curriculum. For Garrick (Boud & Garrick, 1999) recognition is given to “the non-
routine that forces professionals into the kind of reflective thinking that changes
beliefs, values and assumptions”(p227).

Given the attention which scholars working in the field of Work Based Learning give
to critical reflection, it will presumably not be long before more detailed studies of
this capability, in the specific context of WBL, begin to emerge. However, at present,
and to the best of my knowledge, no such study exists. I was, therefore, concerned to
consult those texts which deal with critical reflection 1in higher education but o a
more generic way. Brockbank & McGill’s (1998) book on Facilitating Reflective
Learning in HE has implications for Work Based Learning, principally in the area of
pedagogy rather than ontology. There is much in this book about learning theory
which is used to offer insights into the effective facilitation of reflective learning. The
authors appear to consider that the delivery of course content in universities is largely
through the traditional lecture and that this method does little to facilitate critical
reflection in students. My view is that, if this is the case, and if critical reflection i1s a
key characteristic of Work Based Learning, it opens the way for an argument to be
made for WBL as a distinctive means through which HE can engage its students in
critically reflective activity.

Moon, m Reflection in Learning & Professional Development (1999), offers
important theoretical understanding of the concept of critical reflection and the
thinking that underpins it. She draws on the work of various philosophers, both
modern and post-modern, in attempting to get at the heart of the concept before
turning to reflection as a pedagogical process. Among others, attention is given to
Schon and to whether or not reflection can occur in action or only affer action, which
seems to me to pose interesting speculation on the concept of ‘time’ that is being
used. Some reference is made to Barnett but, overall, there is limited comment on the
impact of critical reflection on the self.

The potential of Work Based Learning for meaning-making

In A More Holistic Form of Higher Education (Major, 2002), 1 argue, as the title of
the article suggests, that Work Based Learning has the potential to lead to a greater
sense of holism in learning. There is a focus on the self which points to the
significance of the ontological dimension in any philosophical discussion of learning
throngh work, My claim 1s that the process of critical reflection has the potential to
yield important self-knowledge, though, as [ indicate in the article, [ prefer to use the
term meaning-making rather than knowledge in this context because, it seems to me
that, knowledge and meaning-making are not the same thing. In my article, Towards
A Philosophical Understanding of Work Based Learning, 1 cite the work of Raelin
(2000) who considers reflection in the context of meaning-making, observing that
“reflective judgment entails acknowledging that one’s understanding of the world is
not a given but must be actively constructed and interpreted” (p59). He reinforces
this by expressing the view that “higher level reflection may not occur naturally” and
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therefore “educational opportunities need to be provided within the work place to
provoke critical reflection on current meaning perspectives (p60).

Raelin refers to Mezirow and the concept of transformative learning (that is, learning
that takes us into new meanings) and, of course, it is in this context that questions of
ontology become especially pertinent. 1f Work Based Learning has the power to
bring about transformative learning then it is especially powerful and important in
terms of the more holistic conception of higher education that I have been arguing for,
and offers further warnings about the potentially subversive nature of Work Based
Learning. In transformative learning issues concerning being are transformed into
issues of ‘becoming’ and the matters of emancipation, empowerment and self-
realisation that Barnett (1994) speaks of (p191). Barnett (Boud & Garrick,1999)
refers to the learning challenges faced through work which he describes as
increasingly of the supercomplex kind. This requires of people that they learn more
than new techniques, ideas and practices by widening the very frameworks through
which they interpret the world. [t is demanded of us, argues Barnett, that we become
different kinds of human being and notes that change is daunting because it often calls
for fundamental changes in self-conception (p37).

Learning as a way of being

Before concluding this section, some reference needs to be made to Peter Vaill's
(1996) concept of learning-as-a-way-of-being, given its potential to reinforce what I
have had to say about Work Based Learning from the ontological perspective. His
book, Learning As a Way of Being, is essentially about management education and
leadership rather than learning in general. Tt is, however, a fascinating book, which
argues that the best way of coping with situations of constant change is through
effective leaming, For Vaill, learning is, above all, an ontological issue. He is critical
of, what he terms, institutional learning which he perceives to be a control system and
“not a truly educational system in which liberation of mind and spirit of learners is the
primary objective”(pxv). It is a system that 11l prepares people for work. He uses the
metaphor of pertanent white water to refer to the situation of constant change in
which learners today find themselves. Similarly the metaphor is used to engender an
awareness of the unpredictability of working life with its surprises, its messiness, and
its constant requirement to change. Vaill observes that the only way of coping with
these situations is to become an extremely effective learner (p20). His contention is
that learning, in our macrosystem environments, must go on continually and become a
way of being, “an on-going set of attitudes and actions employed to keep abreast of
the surprising, novel, messy, obtrusive, recurring events thrown up by these
macrosystems (p42). Vaill argues that, “at the very least, learning as a way of being
must supplement institutional learning and often it must supplant it as the fundamental
philosophy and practice of human learning”(p42). He stresses the concept of learning
as a way of being by commenting that “being” refers to the whole person and,
therefore, “learning extends into all aspects of life and all levels of awareness™ (p43)
and includes the interpersonal.

From my point of view, Vaill adds substance to my argument (in article, Appendix D)
that learning, in the context of Work Based Learning, has the potential to impact on
‘being’ in a profound way. His philosophy of learning supports the ideas that I have
referred to in relation to the ontological arguments in favour of Work Based Learning,
especially the notions of holism and relationality as key features of learmng through
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work. Moreover, Vaill, in citing the kinds of learning that are important in conditions
of permanent white water (for example, self directed, creative, expressive, feeling,
reflexive), refers to learning which contributes to meaning-making and which has a
spiritual dimension (pl179). Dualistic understandings of learning (such as the
cognitive, affective distinction honoured in institutional forms of learning) are
deemed by Vaill to be unfortunate and, while recognising that some learning needs to
occur in formal educational settings, he argues that permanent white water conditions
demand that we find new ways for learning to occur through work and life (p76).

Vaill introduces spirituality, in the context of what he terms ‘spiritual learning’ in
order to move beyond superficial and materialist understandings of meaning and,
therefore, adds to my thinking about critical reflection as a way of meaning-making.
He also makes reference to spirituality in terms of holism and refers to its relational
dimension, both of which, again, are themes that are of relevance to my position and
impinge on issues of ontology.

While not entirely agreeing with Vaill’s implied definition of spirituality, he does
have some interesting points to make with regard to the spiritual as a way of learning
and meaning-making. He notes that the spiritual “seeks to get beyond materialist
conceptions of meaning”(p179) and speaks of it as “the willingness to enter into a
process of dialogue about meaning within oneself and with others”(p180). It appears
to be that, for Vaill, the spiritual dimension is an ingredient essential to holistic
perception. It is something that profoundly enhances, enriches, strengthens and
intensifies normal meaning (p183). Whether or not the spiritual is construed as
essentially a religious phenomenon (and 1 suspect Vaill may be leaning in that
direction) or as an aspect of human being alone, without the baggage of religion, it is
a helpful way of looking at what 1s implied by holistic modes of learning and,
therefore, I believe, a helpful way of seeing the potential of Work Based Learning.

Although there may be a sense in which Vaill’s book may be regarded as touting an
‘alternative’ philosophy, and I have no reason to assume that he might do anything
other than agree with this, it does offer some tmportant insights into learning as an
aspect of a philosophy of being.

Section 3, Key theme 2 : Epistemology

In The Place and Status of Knowledge in Work Based [Learning (Major, 2002,
Appendix B), 1 set out to examine some of the epistemological issues that relate to the
debate concerning the justification of Work Based Leaming in the HE curriculum. It
is my view that, at present, the issue of knowledge in WBL has not been fully
addressed. 1 recognise the preliminary work of Portwood (2000) in this respect
(which I consider to be an area of some potential) and the suggestion from Boud
(2001) that a way forward for research is the further exploration of, so-called, Mode 2
knowledge (which I do not consider to be a helpful line of enquiry). Thus, I argue
against the separation of knowledge into Mode 1 and Mode 2 categories, suggesting
that WBL is involved as much in knowledge creation as it is with the application of
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knowledge and, therefore, that more holistic ways of perceiving knowledge are
required. An aim of the paper was to generate some discussion among those involved
in WBL at HE level on this crucial issue of the place and status of knowledge in
programmes of WBL rather than to offer solutions. T do, however, adopt a position
that draws on the thinking of Barnett {1997) with his concept of the practising
epistemologist and Raelin (2000) who speaks similarly of the need for a new
epistemology of practice in the context of Work Based Learning.

Implicaiions of the post-modern perspective for WBL

As [ note in my paper (Appendix B), no contemporary discussion concerning
epistemology can avoid post-modern perspectives on the theory of knowledge. Over
recent decades, debates of a philosophical kind, concerning the nature of knowledge,
have been fuelled, in particular, by the epistemological concerns of post-modernism.
These concerns impinge directly on issues to do with the curriculum offered in Higher
Education. Some commentators refer to a crisis in higher education concerning
knowledge (for example, Barnett & Griffin, 1997). The role of the Universities, it is
argued, has been undermined in recent times through the arguments of post-
modernism (such arguments have been largely carned out in the Universities so, in
effect, it is undermining from within) concerning the provisional and contextual
nature of all knowledge. This raises questions for the University in respect of its
traditional role as guardian of knowledge, and in respect of the status of the
knowledge it may generate, and the claims that it makes about the knowledge that it
transmits. Add to this the reality that the University no longer has a unique role in
respect of any of its key functions regarding the generation, guardianship and
transmission of knowledge, and the so-called crisis in higher education begins to
make some sense. Gnffin (Barnett & Griffin, 1997} claims that knowledge, as we
have known it in the academy, is coming to an end as a result of loss of faith in the
Enlightenment project (p3). The idea of the progressive development of human
reason, giving us faith in the “grand narratives” (Lyotard), has all but been destroyed
by the arguments of post-modermsm that knowledge is culturally related, always
partial, and specific to certain contexts.

While not losing sight of that understanding of knowledge, it is possible to overstate
the contribution of post-modernism to debates on epistemology. As Scott (ibid) notes,
it is the universalist claims to knowledge that are in peril. Science, in its
disaggregated pieces, is in good order (p16). This suggests that, while disciplines
such as philosophy and theology may have been shot through with post-modern
arguments, other areas of knowledge have been left relatively unscathed. [ assume,
for example, that advances in medicine have hardly been touched by the post-modern
debate on the theory of knowledge.

If the arguments of post-modernism are right, especially in respect of grand narratives
— and, of course, we have no means of being certain that they are — it would seem to
be a good thing that the University has been forced to reappraise its own
understanding of the knowledge it has generated and transmits. If this results in an
apparent loss of faith in its raison d’etre, this would seem to be better than it living
under an illusion. What has happened, of course, is that the University has integrated
post-modern thinking which, as 1 indicated earlier, it has been largely responsible for
generating, into its curriculum and into its research. Thus, it could be argued that the
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University has inflicted itself with post-modern thought and it probably affects it more
profoundly than it affects other walks of life.

Although it would be too much to claim that Work Based Learning in higher
education emerged as a result of the post-inodern debate alone, it could be argued that
this debate has done nothing to debar it from the curriculum and may well have
enhanced its prospects. Usher & Edwards (1994) note how educational theory and
practice is grounded in the modern tradition (p24). By contrast, however, they note
that “trends of interdisciplinarity and experiential approaches to teaching and learning
can be seen as changes taking place under the impact of the post-modern and
therefore very much a part of it” (p25). In the penultimate chapter of their book, they
devote a section to The Post-modern & Experiential Learning, where they note that
experiential learning has now become an accepted part of adult learning theory and
practice (p197). It accords with post-modernism in the sense that it relates to local
knowledges “through participation and immersion not detachment” (p198). They
note that discourses of experiential learning refer to the relativity of knowledge,
accord greater equality of status “to knowledges generated from a wide number of
sources, including everyday life” (pl198), and note constant construction and
reconstruction of knowledge through experience. They note also the changing role of
educational practitioners from sources and producers of knowledge to facilitators of
knowledge.

In further analysing the emergence of experiential learning, Usher & Edwards
examine it in the context of the political agenda and go on to note its ambivalence
arguing that it is neither “inherently emancipatory nor inherently oppressive” (p205).
It has the potential for both and these remain in tension with each other. Although
they do not refer to Foucault at this point, earlier in their writing, the authors have
engaged with his thinking and, in particular, the knowledge, power, and truth nexus.
This applies equally to experientially generated knowledge. For Foucault, power and
knowledge are inseparable, “they directly imply one another” and “there is no power
relation without the correlative constitution of a field of knowledge, nor any
knowledge that does not presuppose and constitute at the same time power relations”
(Foucault,1979 quoted in Usher & Edwards, 1994, p87). Even earlier in their book,
Usher & Edwards note that the most that can be hoped for from post-modernism in
respect of education, is that “it might suggest a way of looking differently at
education as a social practice, at educational processes such as learning and teaching,
and at bodies of knowledge and the way they are organised and transmitted” (p28).
They offer a warning in respect of experiential learning and learner-centred
approaches to education in that “they are easily transformed into the kind of
instrumentalism which underpins the increasingly dominant training and enterprise
culture” (p29). This reinforces the importance of having a sound philosophical base
for Work Based Learning in that it is in danger of being underpinned by what I refer
to in chapter 1 of this report as the “pragmatic argument” for WBL. Usher &
Edwards also make the point that there is the risk that learners “can be more readily
manipulated under the guise of democratic participation and personal empowerment”
(p29).

All of this has implications for Work Based Learning and 1 will make further

comment on this in the context of my discussion of Garrick {below). However, it is
worth considering at this point how inappropnate it is to polarise the modern and the
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post-modem perspectives, especially in a Work Based Learning context. 1f the
emergence of Work Based Learning is, at least to some extent, resulting from post-
modernism, attempts are made to avoid it being used inappropriately (as described
above by Usher & Edwards in the context of experiential learning more generally),
through the modemist confidence in rationalism. 1n the section above on Ontology, 1
refer to the work of Barnett who is thought of by some as being influenced by post-
modernism, and yet his profile of a graduate is heavily reliant on the modernist view
of the purpose of education. This is characterised by Usher & Edwards as “founded
on the humanist idea of a certain kind of subject who has the inherent potential to
become self-motivated and self-directing, a rational subject capable of exercising
individual agency” (p24/25). It seems more appropriate, therefore, in the context of
Work Based Learning to see both modern and post-modem perspectives on education
side by side rather than in opposition.

Recently, scholars working in the field of Work Based Learning have looked to post-
modernist ¢ntiques for assistance in developing their own arguments. For example,
Garrick (1998) in Informal Learning in the Workplace, draws on Foucault’s post-
structuralist theory of power in his analysis of interviews with HRD specialists.
Garrick notes, however, the influence of Foucault’s thought on adult education theory
in terms of its potential for undermining conventional wisdom concerning personal
empowerment and autonomy as outcomes. He notes that Foucault’s notions of
‘historical situatedness’ and the ‘disciplinary processes’ “inherent in power
formations, seriously challenge this conventional understanding of adult education”
(p26). Garrick considers the implications of Foucault’s position in respect of
reflection, a capability which plays a crucial role in adult education, in general, and
Work Based Learning, in particular. He notes that reflection, in this context, is
mainly concerned with “the interplay of the individual and influential social
forces”(p26). Foucault’s point would be that there is no way that we could know to
what extent the influence of the power of extemal authority has shaped the individual
mind. This is pertinent comment in the context of this section on epistemology,
especially if it is claimed that, through critical reflection, knowledge is generated for
the individual and perhaps for the organisation for whom the individual works. As
Garrick reminds his readers, “knowledge acquired from experience is far from
unproblematic even though much of the current research on workplace-based learning
tends not to acknowledge this” (p28). It would seem that the uncertainities of post-
modernism, on the one hand open the door for Work Based L.earning and, at the same
time, with the other hand, pull it shut. This does not seem to me to be a cause for
alarm, given the tendency of post-modernist thinking towards deconstruction and the
challenging of anything that claims to have a degree of certainty about it. However, it
does remind us of the importance of questioning all of our assumptions and of
challenging all theories, perhaps especially those on which we would seek to build our
arguments.

Garrick further explores the implications of Foucault’s “technologies of power” in
respect of learning in the workplace, especially in the context of corporate rewards
and punishment systems (p60). He demonstrates how, in Foucault’s thinking,
organisations may be manipulative in order to achieve their objectives, and shows
how power may have the appearance of plausibility and seductiveness but is
essentially repressive. He makes reference also to Foucault’s notion of “the
panoptican gaze” (p81) and examines the implications for learning in the workplace
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under conditions of observation and a kind of imposed self-regulation to meet
corporate demands. This comment links, to some extent, with the rise of knowledge
management and the growing awareness of the importance of human capital to the
overall intellectnal capital of businesses and organisations. Stewart’s (1997) analysis
of the relationship between human and structural capital is pertinent in this regard,
especially his observation that the extent of the value of human capital to an
organisation is commensurate only with the willingness of individuals to surrender
their knowledge.

While Garrick’s analysis is of great interest, the overnding concern for anyone
engaged in Work Based Learning who accepts the validity of post-modern arguments,
has to be with what can be done about it. Garrick, for example, this time under the
influence of Lyotard, notes that useful knowledge in the corporate context is
increasingly based on performativity (p101). What Garrick does not do, so far as 1
can see, is to say why this should or should not be considered desirable, or to consider
what the alternative is and why it is better. He fails to note that Work Based Learning
is bound to have a perlormative dimension and aspiration otherwise it is not Work
Based Learning in the sense of learning for, at, and through work. Thus Garrick,
perhaps unnecessarily, presents us with the same old question of the philosophy of
education as to whether education is a means to an end or an end in itself, as if a
choice has to be made between two conflicting alternatives. The point which Garrick
draws to our attention is clearly an important one and one that should not be glossed
over. Clearly it is not acceptable in educational terms for businesses to have a purely
instrumental agenda in respect of Work Based Learning, a concern expressed by
Bameit (1997) and addressed in my article 4 More Holistic Form of Higher
Education (Appendix A). However, it has to be recognised that, as part of the nature
of work, businesses are bound to have a performativity agenda. Nevertheless, neither
this, nor Foucault’s concerns as to whether or not reflection is an unimpeded process,
should lead us to believe the sitnation is a hopeless one. Surely the onus is on those in
higher education who are facilitators of Work Based Learning (who, following
Foucault’s line of thought, will presumably be under the same influences of power
technologies as anyone else) to provide the antidote. In other words, to alert work
based learners to the issues raised by post-modernist thinkers, and to the concerns that
an employer may have a strong degree of self-interest in making learning
opportunities available to them. This is part of what I term, in A More Holistic Form
of Higher Education (Appendix A), the potentially subversive nature of Work Based
Learning though, presumably, it could be maintained that employer motivation does
not matter a great deal as long as the individual learner also gains. In fairness to
Garrick, he does redeem himself, in my eyes, to some extent, when he poses the
question “What can sustain trainers and adult educators more generally in the face of
such power?” (p79). He answers his own question thus ;| “Perhaps problematizing
‘truths” about workplace learning and its purposes through deconstruction, in which
reflection, doubt and questioning are central, would help”(p79). He goes on to note
that “contemporary work based learning strategies rarely deal in self-criticism,
paradox, irony or doubt, yet it is precisely these qualities that give substance to
learning” (ibid). In this last quotation Garrick reflects, in my view, a particular and
rather narrow definition of Work Based Learning, and one which is based on an
understanding that WBL and informal learning are synonymous, with both being
assessed in terms of competence and benchmarked occupational standards. This is
clearly not the definition 1 am working with, which assumes that, through Work
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Based Learning, learners will develop the same critical stance towards knowledge that
they would develop in and through any other aspect of higher education provision. In
other words, they will become the critical beings of which Barnett (1997) speaks.
Perhaps it is as a result of these differing definitions that I do not share, to the same
degree, the concerns raised by Garrick about the educational efficacy of Work Based
Learning,

Subjugated knowledges
It is perhaps surprising that Garrick, in his reference to Foucault’s thinking, does not
mention the notion of “subjugated knowledges” with its implications for Work Based
Learning, though this would also be true of other scholarship on WBL (for example,
Symes & Mclntyre {2000}, and Boud & Garrick {1999}) where reference is made to
Foucault without apparemt awareness of this particular concept. The idea of
subjugated knowledges is one raised by Foucault in Power/Knowledge (1980) where
he defines it in two ways :
1) in terms of historical contexts where, for various reasons, ideas/events have
been buried in the interests of systematisation
2) in terms of local knowledges, especially those that have been considered as
low level or insufficiently developed to be worthy of consideration as part of
disciplinary knowledge or knowledge systems.

It is within the context of Foucault’s second definition of subjugated knowledges that
Work Based Learning might have an interest. It seems to me that workplaces are
potentially full of knowledge that is local and specific, some of which may not be
developed and articulated as knowledge in any conventional way. Much of that
which is commonly referred to as tacit knowledge (e.g Garrick, 1998) may be of this
character. Foucault wishes to foreground this type of knowledge in contradistinction
to knowledge that is ordered and hierarchically presented as a unified system with all
of the implications of such structures as control and power mechanisms. It is not
difficult to see Foucault’s post-structuralist interests emerging here, with their
concomitant interests in local knowledges and their relative status of powerlessness.

It does not seem difficult to me to align Foucault’s understanding of subjugated
knowledges with the case of Work Based Learning in higher education. Unatil
recently, it could reasonably be argued that Universities have disregarded, to a large
extent, the informal, local, tacit, knowledges of workplaces. They would have found
no place for knowledge that they may have considered to be of a relatively low status,
which was not clearly articulated, and did not fall into a neat disciplinary
classification. I[n adopting such an approach, workplace knowledge was effectively
dismissed and, therefore, in Foucault’s terms, subjugated. Work Based Learning, in a
higher education context, now recognises the importance and the value of local
knowledge and seeks to appropriate it, through processes of accreditation for prior
experiential learning, in to HE awards. Thus, there is a sense in which, again in
Foucault’s understanding, these local workplace knowledges are potentially an
endangered species in that Universities are now, through their Work Based Learning
provision, attempting to colonise these subjugated knowledges, to reclaim them and
bring them back within the fold of unitary discourses.

Having arrived at this understanding of the significance of Foucault’s thinking for
Work Based Learning, it is not necessarily immediately apparent as to its usefulness
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other than as a framework for awareness raising as to what has been the case and what
the situation is now in respect of subjugated knowledges. There is also perhaps an
indirect warning for higher education from Foucault of the dangers of attempting to
combine these subjugated workplace knowledges into a unity and claiming a new
unitary Work Based Learning discourse. This would be a reversion to the modernist
paradigm in an attempt to construct a grand narrative for the purposes of power and
control, an approach which in Foucault’s view would be highly inappropriate.

Human capital theory and social capital theory

It seems pertinent to make reference, in the context of this section on epistemology, to
both human capital theory and social capital theory, given that both are concerned
with the knowledge and intellectual capital of businesses and organisations. Stewart
(1997) points to the organisational dimension in respect of both and appears to think
of human capital only in the context of communities of practice and their
contributions to the intellectual capital of businesses and organisations. Schuller {in
Coffield, 1997) describes social capital theory as more recent and less clearly defined
than human capital theory. He notes how human capital theory emerged in the 1960s,
with the idea that investment in education and skill development was a significant
factor in economic growth. Citing Coleman (1988), he notes that human capital
relates to the changes which occur in individuals as a result of them undergoing
education/traiming {paid for by themselves or others) that enables them to act in new
ways. Garrick (1998) makes the point that contemporary views of informal learning
in the workplace frequently rest on human capital theory for justification (pl8).
Interestingly when he goes on to consider the interest human capital theory has in
making informal learning effective, he refers, among other things, to mentoring,
coaching, networking and working in teams, all of which seem to me to presuppose
social capital, and perhaps reinforce the close connection between the two.

It is clear that Work Based Learning may be used as a means of growing an
individual’s knowledge and thereby has an important role to play in the enhancement
of their human capital. An individual may make a decision to invest in themselves at
their own expense by undertaking a course of study. Alternatively, a course of study
might be suggested to them by their employer, who might also be willing to pay for it.
Garrick, following Marsick & Watkins (in Garrick, 1998), notes that human capital
theory assumes a causal relationship between vocational education and productivity
(p128), hence employers viewing training as an investment rather than a cost.
Garrick and Usher (2000), make the observation that knowledge has become
commodified as part of an employee’s human capital and, drawing on Foucault’s
ideas about the subject and power, express concern that “the knowledge and identity
of employees is constructed in subtle {and sometimes not so subtle) ways that align
individual aspirations with organisational goals”(pl). Garrick (1998) makes a
connected point when he says, “It is clear that current conceptions of both informal
learning and of workplaces as learning environments are ‘framed’ by their location
within discourses of market economies and human capital theory. These discourses
narrow what it means to ‘be critical’ and this narrowing represents a major challenge
for universities chasing new markets in Work Based Learning degrees” (p148). I have
already commented on this potentially darker side to Work Based Learning in the
section above on post-modernism where T argue that WBL has the capability of being
subversive and, therefore, of negating the worst excesses of an employer’s
instrumental agenda. However, I accept that this will not cover every case and will
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not solve the issue. The point made by Garrick & Usher is a reminder to those
involved in Work Based Learning in higher education that ideally, when negotiating
partnership arrangements with employers, safeguards need to be built in to ensure that
education is not being used exploitatively, and that the learning needs of individuals
are seen equally as a matter of self determination by the learner. However, in Work
Based Learning, the ideals of education have to be held in balance with the reality
that, as noted above, the nature of work will inevitably include a performativity
agenda. In circumstances where an employer is funding employee learning in order to
aid business objectives, it may be considered that a minimum level of acceptability is
that the learners are willing participants who have identified benefits for themselves
through undertaking Work Based Learning.

As noted above, social capital, according to Schuller, is not as clearly defined as
human capital, though he goes on to offer three conceptions of social capital theory,
drawing on the work of Putnam (1996), Fukuyama, (1995) and Coleman (1988).
Although each of these theories places a different emphasis on the interpretation of
what constitutes ‘social’, they all agree that the notion of human capital makes httle
sense divorced from the issue of wider social relations and, 1 have argued in the
section on Ontology (above), for recognition of the importance of social relations
within the frame of work. There is, then, as | noted above in the context of a
discussion on a point made by Garrick, an organic relationship between the two
concepts, both of which are concerned with human capital. Perhaps the point of most
significance for Work Based Learning in respect of both human capital theory and
social capital theory, is the notion of the intellectual capital of organisations (Stewart,
1997). This i1s an entity which does not exist apart from the individuals who
contribute to it, and yet the individuals benefit from it on the basis of the whole being
worth more than the sum of the parts. In my articles Towards a Philosophical
Underpinning for Work Based Learning (Appendix D) and Learning About Learning
through Work Based Learning (Appendix C), 1 refer to the importance of the
relational dimension in Work Based Learning and speak of the value of collaboration
in learning. | make the point that what is distinctive about learning in WBL is that it
occurs within a community of practice. That community of practice may be
considered to be the social capital of an organisation. 1t has the potential to offer
mentoring, coaching, feedback on performance, networking, team working, group
tasks, and so on. Stewart (1997), emphasising the importance of communities of
practice, notes the role of community in building human capital. He speaks of
communities of practice as the “shop-floor of human capital, the place where the stuff
gets made” (p96). The clear link between human capital and the intellectual capital of
organisations is made by Stewart when he describes intellectual capital as the tree and
human capital the sap that makes it grow and sustains it (p86). 1n turn, intellectual
capital includes structural capital which, according to Stewart (p76), is the means
through which human capital is packaged and which permits it to be used again and
again in the creation, application and dissemination of knowledge. As Schulier (in
Coffield, 1997) comments, social capital “refers to ways in which diverse areas of
knowledge are pieced together by more than one person, not necessarily operating at
the same level but complementing each other at feast to the extent which makes forms
of learning possible which would not otherwise have been so” (p123).

Baron et al (in Coffield, 1998), speak of the hidden nature of social capital and
suggest that it 1s “a process in which social relations are formed and reformed with
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material consequences” {p56). They go on to say that a learning society viewed from
a social capital perspective has the following main components :
¢ inclusion
appropriate vocational training
a job worthy of a human being
participation in education/training throughout life
excellence with equity
knowledge, understanding and skills to ensure national economic prospenty
active citizenship
social integration and economic success

This reinforces the point that, in the view of social capital theory {(and this is true of
human capital theory also), education i1s never thought of as an end in itself but always
as a means to an end. [ have already commented on this issue and do not propose to
do so again here. The list of components also points to the conceptual link between
human capital and social capital theory, with the former essentially being dependant
on the latter in that the identified components are unlikely to occur outside of the
context of communities of practice. While it could be argued that both, in a sense,
provide a clear rationale for Work Based Learning, it is also clear that those involved
in WBL need to be aware that the ideals of the academy may potentially, at times, be
in conflict with the agendas of both human and social capital theories in light of the
point made above concerning their understanding of education as essentially a means
to an end.

The knowledge revolution

If post-modernism challenges the University, there is an even more serious challenge
and potential threat for the University, fuelled in part by post-modernism, but largely
made possible through technology, from the so-called knowledge revolution which
has made knowledge the property of everyone. Scott (in Barnett & Griffin, 1997),
argues that what is happening to knowledge may be more to do with its wider social
distribution than to its epistemological dislocation (p21). He speaks of this wider
distribution taking two forms. One is the re-emergence of local knowledge as
opposed to expert or abstract knowledge. The second is the shift from Mode 1 to
Mode 2 (Gibbons et al, 1994) knowledge. 1n both cases the biggest adjustment for the
University is the recognition of the validity of both local knowledge, and what is
represented by, so-called, Mode 2 knowledge. Barnett (1994) speaks of a paradigm
shift brought about as a resvlt of discipline-based, propositional, knowledge being
challenged by experiential leaming, transferable skills, problem-solving, group work,
Work Based Learning and others. He makes the point that these are not just about
new teaching methods but illustrate the changing definitions of knowledge that are
taking place. He concludes that legitimate knowledge is being broadened to embrace
‘knowing how’ as well as ‘knowing that’, and comments that knowledge acquires an
operational character (p46-47). Arguably, Work Based Learning straddles the divide
between the knowledge which the University happily recognises, and the knowledge
which it finds hard to accommodate, and therein lies a significant challenge to the
place of Work Based Learning in the higher education curriculum.

Tn addressing the place of knowledge in Work Based Learning it is necessary, though

perhaps self-evident, to state, along with Boud (Boud & Solomon, 2001) that “a basic
assumption of Work Based Learning is that knowledge is generated through
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work”(p36). The object of learning is always the acquisition of knowledge in some
shape or form. All workplaces are essentially sites of knowledge production with
different workplaces generating different knowledge depending on the nature of the
work in question. It may be worth differentiating, at this point, between ‘hard’
knowledge and skills, related to the specificities of a particular workplace, and the
‘soft’ knowledge and skills which are generic to any given work situation (for
example, self knowledge and knowledge of the other, especially perhaps in the
context of team-working, negotiating, knowledge of strategies in communication, and
so on). Both ‘hard’ and ‘soft’ knowledge and skills will be learned (and produced) in
the work setting.

1t has become customary to speak of the knowledge revolution, in the sense where it
is understood that knowledge is the principal asset of corporations and nations
(Matthews & Cundy, in Boud & Garrick, 1999). Such knowledge is subject to a
dynamic process through which it is enhanced and remewed. This points to a
continuing need for Work Based Learning as a means of generating the intellectual
capital (Stewart, 1997) so crucial to the success of businesses and organisations. At
the same time, the process of learning points to the value of Work Based Learning for
the individual and the organisation (Garnett, 2001). A particular difficulty in
assessing the place of knowledge in a work setting may be the actual identification of
what the knowledge is. Much knowledge in the workplace is of the tacit or implicit
kind. This unarticulated, and often taken-for-granted, knowledge so evident in
practice, is frequently shared and forms the knowledge-base of a community of
practice (ibid).

Mede 1 and Mode 2 knowledge

Mention has already been made of The New Production of Knowledge (Gibbons, et al,
1994). This is a book that is receiving much attention at the moment especially in the
context of the debate concerning the status of knowledge in higher education as well
as in Work Based Learning. It is based on the idea that a new form of knowledge
production is emerging alongside the more traditional one. Knowledge is considered
to be either Mode 1, relating to the traditional view of disciplinary knowledge where
knowledge is considered to be institutionalised within universities, or Mode 2 where
knowledge operates within the context of application, is trans-disciplinary, and
generated in broader social and economic contexts. There appears to be a tendency
on the part of some scholars to see Mode 2 knowledge as offering something of an
epistemology for Work Based Learning (e.g. Boud in Boud & Solomon, 2001).
While there is a certain attractiveness about this, T have two reservations : (1) that, if
this is accepted, there is a concern that WBL as an HE activity becomes
epistemologically dislocated from its home base, and (2) I am not convinced that there
is a real distinction to be made in any case and that the claim may be based on a
characterisation that may be flawed any way. (1t would seem that, given my
definition of Work Based Learning as part of the HE curriculum, WBL has a foot in
both camps, perhaps bridging the perceived divide between the two modes.) Whether
this analysis is right or wrong, the book is extremely helpful in describing the way in
which knowledge production has changed and it does offer some important insights
for Work Based Learning, especially through emphasising trans-disciplinarity as a
characteristic mark of Mode 2 knowledge, which is entirely consistent with the
understanding of the nature of knowledge in WBL.
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In my paper The place and status of knowledge in Work Based Learning (Appendix
B), I express concern with regard to the danger of driving further the already existing
wedge between so-called “academic” and so-called “vocational” knowledge if the
Mode 1/Mode2 distinction prevails. While I can see the helpfulness of the distinction
in some contexts, and while I recognise that the abbreviated descriptions usually
proffered to clarify the difference between Modes 1 and 2 knowledge distort the fuller
concepts articulated by the authors, nevertheless, [ see the distinction as essentially
unhelpful in supporting the case for the justification of Work Based Learning in the
higher education curriculum.

In my article I argue that the debate should focus not so much on modes of knowledge
(each representing a different status of knowledge), but levels of knowledge, and that
it should be recognised that knowledge generated as a result of the application of
theory advances that knowledge or lifts it to a higher level. On this model, modes of
knowledge prove unhelpful just as they do in terms of arguments concerning the place
of Work Based Learning in the Umniversity. Higher education is still wedded to
dualism when it comes to understanding knowledge. [nappropriate though this may
be, it is still accustomed to distinguishing between ‘academic’ and ‘vocational’
knowledge and between ‘theory’ and ‘application’. In each case, traditionally, it
places a higher value on the former than it does on the latter. The notion of Modes 1
and 2 knowledge simply reinforces this divide and suggests to the University that it
was right all along to concentrate its attention, almost exclusively, on Mode 1
knowledge, leaving Mode 2 knowledge to those dealing with vocational education
and, therefore, better suited to it. For the reasons given, I am inclined to disagree with
Boud (Boud & Solomon, 2001,p37 ) who views the further analysis of Mode 2
knowledge as a way forward for research into Work Based Learning.

My article makes the point that Work Based Learming does not, or should not,
recognise any divide in knowledge in the first place. Not only is it unhelpful to its
cause, but it is also, I consider, a travesty of the truth of the matter. In and through
Work Based Learning, knowledge is far more holistic than the notion of Modes 1 and
2 knowledge implies. Knowledge is applied in Work Based Learning but, in the
application, that knowledge changes. It becomes richer by advancing theoretical as
well as practical understandings and, thus, becomes new knowledge. In this sense,
knowledge is generated in and through work-settings where Work Based Learning is
consciously undertaken. This is to the extent that we may safely talk of Work Based
Learning as having a knowledge base. Once this is conceded, we are not far from the
contention of Portwood (Portwood & Costley, 2000), that Work Based Leaming has a
justifiable claim to be regarded and treated as a subject in its own right.

The status of knowledge in Work Based Learning

That the place of knowledge is central to all programmes of Work Based Learning is
not, or should not be, in question. The only question that higher education has to
wrestle with concerns the status of that knowledge and, as [ have argued above, if the
debate is shifted away from types of knowledge to knowledge levels then the issue all
but disappears. This may be easier said than done, however, given the way in which,
traditionally in the University, knowledge is codified and organised. As Boud &
Symes (Symes & Mclntyre, 2000) clearly indicate, Work Based Learning challenges
traditional cedifications of knowledge. They point to the way in which working
knowledge is often unbounded, unruly, and much less subject to disciplinary control
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(p25). While acknowledging the workplace as a site of knowledge production, they
rightly note that that knowledge is difficult to compartmentalise in terms of the
traditional epistemological frameworks associated with University study (p24). The
status of such knowledge is, therefore, highly likely to be called in question by
academics representing the status quo because, somehow, status is accorded to
knowledge by virtue of it being given the protection of a discipline.

The arbitrary nature of disciplinary divisions has, of course, long been debated in the
University and, given the widenming of the curriculum found in most Universities
today, such divisions have been stretched, in some cases, almost to breaking point.
As Barnett (1990) suggests, we have reached a point where the basis on which various
forms of knowledge are declared admissible and acceptable to higher education are
far from clear. He adds that modern epistemology has given up the search for the
ultimate foundations of knowledge. If there is no single epistemological stance which
underpins the University curriculum, then, as far as Work Based Learning is
concerned (or, for that matter, any other contender), all depends on the quality of
argument advanced for its epistemological legitimacy. While there is no call for the
abandonment of traditional subject boundaries, it may be time for the Universities to
give up the pretence that they are somehow mare than convenient ways of organising
the curriculum. If this latter point is accepted, then the way is paved for the full
admission of Work Based Leaming into the higher education curriculum, and the
danger of the status of its knowledge being discriminated against is lifted.

A new epistemology of practice

Before concluding this section on epistemology, Barnett’s (1997) notion of the
academic as practising epistemologist needs to be commented on, together with
Raelin’s (2000) contention that Work Based Learning needs a new epistemology of
practice. In Barnett’s view, the practising epistemologist is one who is able to use
multiple discourses to interpret the world and who, like the post modernist, recognises
that what counts as knowledge 15 more open and more subject to broader definition
than may have been the case in the past. There would seem to be a sense in which the
academic as practising epistemologist has to accept responsibility for defining
knowledge and for justifying its levelness. Whether or not Barnett’s argument, that
the only place of supremacy left for academics in respect of knowledge is in meta-
knowledge (that is, knowing about knowledge), is accepted or not, the point that he
makes about the academic being both in and of the world (that is, having societal
value) is pertinent in the context of Work Based Learning (p152). The danger of the
work based learner becoming too specialised and having too narrow a view of
learning and of knowledge is also overcome if Barnett’s understanding of the
practising epistemologist is used as a benchmark. All wark based learners should be
practising epistemologists in that, to address the requirements of graduateness, they
must transcend the view of knowledge either as purely theoretical or as functional and
narrowly contextual, and view the world throngh multiple discourses, engaging in
critical thinking, critical self-reflection and critical action, as appropnate. The
practising epistemologist, properly conceived, is one who embraces learning and
knowing in a2 much more holistic sense than disciplinary perspectives normally allow.
Barnett (1994) refers to reflective knowing as an epistemology oriented towards the
“life-world”, a concept of which Habermas speaks, and Barnett, perhaps reflecting the
post modern view, maintains that reflective knowing accepts that all kinds of knowing
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can help us to understand the world better just as, at the same time, it knows that all
forms of knowing are partial (p179).

Raelin (2000), speaking in similar vein to Barnett in his book Work Based Learning :
the New Frontier of Management Development, contends that Work Based Learning
needs a new epistemology of practice, including both declarative and procedural
knowledge, and suggests that a critical issue for such an epistemology ts when to
introduce explicit mstructions and reflection to yield optimal performance. Any
epistemology that underpins Work Based Learning must presumably, given that Work
Based Learning is a form of experiential learning, start from the understanding that
knowledge is created through action and, in particular, reflection on action. However,
there is the question of prior, or supporting knowledge, to take into account. Some of
this may relate to ‘hard’ knowledge and skills (that is, knowledge and skills drawn
from appropriate disciplines) and some to ‘soft” (that is, knowledge and skills drawn
from such disciplines as social psychology) but, in both cases, the point at which such
knowledge is admitted for critical consideration is crucial.

At the point at which it is admitted into the learning cycle, such knowledge loses, to
some degree, its original context through its absorption into the work place setting and
the work based learners learning agenda. Once admitted, the knowledge input is
subject to critical reflection and critical action through which process new knowledge
is created or knowledge is developed and enhanced. Given this coalescence of
knowledge from potentially multiple sources (some ‘hard’, some ‘soft’, some
impinging on the project in hand, some on the self-understanding of the learner) in the
service of a specific goal or goals, it may be argued that an epistemology of practice
for Work Based Learning is a holistic epistemology. Alternatively, one could see it as
an integration of epistemological traditions which, in coming together, act in the sense
of a new epistemological framework, forming an epistemology of practice. In
contradistinction to the divisions of knowledge into different types, spoken of earlier,
an epistemology of practice sets aside anything that leads to a bifurcation between
theory and practice on the grounds that it is epistemologically unsound. 1t also
considers that pure scientific method needs to be tempered with issues arising from
application and that disciplinary knowledge needs to be corrected and qualified by
knowledge from other disciplines and from everyday life. Raelin (2000) comments
that theory contributes importantly to practice but practice contnbutes to theory and
identifies gaps between formal research and processes in the field. In this way theory
can be united with practice which is consistent with the philosophy of praxis (p62).

Other recent epistemological debate snggests that traditicnal ways of conceptualising
knowledge and skills as separate entities is misleading and would see this area
reconceptualised under the generic rubric of knowledge. As I have argued already,
knowledge involved in action includes conceptual or propositional knowledge
(knowing ‘that’), procedural knowledge (knowing ‘how’) and strategic knowledge
(knowing ‘what to do’ and ‘when’). As Eraut (1994) notes, conceptual, procedural
and strategic knowledge is underpinned by ‘personal’ or dispositional knowledge
(knowledge concerned with values and attitudes) based on experience. Contemporary
theonists see these concepts of knowledge as highly interactive and inseparable and
regard them as part of the same process of learning that brings about new knowledge.
This reinforces the idea that an epistemology of practice is a holistic epistemology.

57



Finally, it is worth commenting more fully on Raelin’s book, Work Based Learning :
the New Frontier of Management Development, because | believe it has much to offer
but may be somewhat averlooked in UK and Australian WBL circles. Raelin appears
initially to see Work Based Learning in purely functional terms in that he claims its
key purpose is to bring about change in organisations (ie Work Based Learning is
seen as a means of overcoming things which block operational effectiveness (p2)).
While this alone is not a sufficiently convincing enough reason for higher education’s
involvement in Work Based Learning, his work should not be summarily dismissed.
Raelin does not set out to justify why higher education should be involved in Work
Based Learning (though he writes in his capacity as a University academic), thus it
would be entirely unfair to set his work aside because he does not address this issue.
His main concern would appear to be to justify Work Based Learning from the
perspective of the employing business or organisation, demonstrating the benefits of it
in terms of business effectiveness and seeing it as a form of management
development. In doing this, however, he inevitably points indirectly to the benefits to
the other two pnngcipal stakeholders, namely the individual learner and higher
education. The single entity, then, which is Work Based Learning, can be viewed
from at least three different perspectives : the organisation, the learner, the higher
education institution. My view is that much that has been written recently about
Work Based Learning is from the business/organisation perspective, with some from
the perspective of the individual undertaking Work Based Learning for continuing
professional development purposes, and with very little considering the benefits of
involvement in Work Based Learning to the higher education institution, though an
exception to this is Garnett (2001) who writes of the mutual gains to the University
and the employer through Work Based Learning, with each accessing the intellectval
capital of the other. In fact Raelin’s work is as thorough and detailed as any I have
come across in terms of raising issues of a philosophical as well as an educational
nature that are pertinent to Work Based Learning. He recognises that the most
important competency of Work Based Learning 1s that of reflective practice (p47) and
he concludes, in a similar way to Barnett (1997), as I have noted above, that we must
move beyond the theory/practice divide to the notion that we need a new
epistemology of practice (p53).

Section 4, Key theme 3 : Pedagogy

In the chapter I have written for a forthcoming ILT publication, Learning about
Learning through Work Based Learning (Appendix C), [ argue that effective learning
is a holistic process that integrates knowing and doing in a critically reflective way,
and moreover that Work Based Leaming is a sound facilitator of learning of this
quality.

My contribution to this collection of articles on learning about learning enabled me to

draw on some of the empirical findings of my research and to focus on pedagogy in
the context of Work Based Learning. T attempt to argue in this chapter that, through
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Work Based Learning, learners appear to have a much better understanding of the
learning process than is gained through conventional teaching methods. In addition to
my own empincal research findings, I make reference to a longitudinal empirical
study into effective learning undertaken by Alverno College in Milwaukee. A main
contention of the chapter is that WBL requires learners to assume a considerable
degree of responsibility for their own learning and that this, together with critical
reflection as a key ability in WBL, leads to learners developing a greater
understanding about how learning occurs. A main interest in writing this article is to
generate some discussion among those involved with WBL in HE not only concerning
pedagogy but also the wider issue of the nature of Work Based Learning itself. The
research data points to the fact that WBL is not simply a method of learning (though it
may combine many methods of learning). It is more than that which, in turn, raises
questions about its status, including whether or not it can and should be considered a
subject. This latter point is a contentious issue that, as far as [ can tell, apart from the
work of Portwood and the view expressed by Middlesex University, has not been
sufficiently debated in HE. There 1s, T would maintain, a knowledge gap here that
needs to be addressed, and in this, and the other articies I have produced as part of my
D.Prof. studies, 1 have attempted to offer some insights and to open up a debate that
needs to be engaged in on a large scale across the HE sector by scholars involved in
designing and delivering programmes of Work Based Learning.

Influential thinkers

In writing this chapter, [ was able to draw on my pre-understanding of educational
philosophy and psychology by relating ideas to the work of Dewey, Vygotsky and
Rogers. These influential thinkers seem to me to have the potential of contributing to a
pedagogy of Work Based Learning. Clearly none of them wrote with Work Based
Learning, in my definition, in mind, and yet each was very much concerned with
education providing a broader experience than the classroom alone.

For example, the American philosopher of education, John Dewey, is frequently
referred to in any discussion about experiential learning in general, or Work Based
Learning in particular, especially when it comes to the consideration of method. It has
to be remembered, however, that Dewey was essentially concemmed with the school
curriculum and not adult learning. Nevertheless, the points that he made about
experience being the core of the educational process, which is, itself, essentially a
social process, and the idea that learning which arises from experience is marked by
continuity and connectedness, are consistent with my contention that Work Based
Learning is not only an appropriate vehicle for the delivery of higher education but is
essentially a holistic and relational process.

While Dewey is often cited in philosophical support for experiential learning and Work
Based Learning Vygotsky, who also considers learning to be essentially a social
process, is often identified as a key figure in supporting experiential learning from a
psychological perspective. His concept of the “zonme of proximal development” is
pertinent to Work Based Learning in the sense that it points to the greater potential of
collaborative learning over that of independent learning. The “zone” refers to the
distance between independent problem-solving and problem-solving undertaken in
collaboration with others, with the latter proving the more effective. Vygotsky suggests
that individuals are capable of achieving much more in collective activity than they are
capable of achieving on their own. There is a clear implication here for learning
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through work within the context of a community of practice. His emphasis on the
importance of “dialogue” as a facilitator of cognitive growth is also relevant to an
understanding of the processes of Work Based Learning. Dialogue is a profoundly
social process and a relational activity and is, therefore, entirely consistent with my
arguments about the nature of Work Based Learning.

Carl Rogers, who is well known for his holistic and student-centred approach to
learning, with his concern that the most important thing that students can learn is to
learn how to learn, 1s arguably also a key figure in any debate which seeks to offer
indirect support to Work Based Leaming as having implicit within it an appropriate
educational method. Work Based Learning is entirely consistent with the student-
centred learning approach of which Rogers approved, as well as foregrounding the
process of learning, given that today’s new ideas become tomorrow’s outmoded
information. The philosophy of learning espoused by Rogers also emphasises the part
that emotions play in the learning process and, thus, he advances an argument for a
holistic view of learning much along the lines [ have claimed for Work Based Learning.

It can be seen, therefore, that Work Based Learning is not without its support, albeit
indirect and unknowing, from recent heavy-weight thinkers and clearly, if space
permitted, much more could be said of their respective ideas to reinforce the contention
that it 1s entirely justifiable that Work Based Learning should be admitted into the
higher education curriculum.

The current debate

A recent influential text, again emanating from Australia, is a further collection of
essays, entitled Understanding Learning at Work (Boud & Garrick, 1999), which
reflects the growth in thought about the learning process in a work-based context.
Understandably the workplace is considered as an important site of learning but it 1s
recognised that there is no single model for learning at work. Again, themes that are
familiar in the context of the debate about Work Based Learning are explored with a
high degree of scholarship. For example, the Mode 1/2 distinction in respect of
knowledge, knowledge creation, intellectual capital, situated learning, the learning
organisation, communities of practice, generative and maintenance learning, double
and triple-loop learning, and so on. While this is an immensely valuable book which
presents a convincing argument that learning can and should be very much a part of
working life, it includes little by way of a rationale for higher education’s
involvement in all of this. This may be reasonable enough in that the book does not
set out with this intention. However, from my perspective, and with my interest in
seeking to justify the involvement of Chester College in Work Based Learning, it
lacks reference to the HE dimension. Clearly learning can and does go on at work
without the involvement of the University. This, however, leaves unanswered the
question as to the place of HE in workplace learning and its justification for
involvement in awards for learning achieved through work contexts. For a book that
appears to have such a close connection with higher education this is a surprising
lacunae.

Barnett, in his contribution (Boud & Garrick, 1999), draws the pedagogical
distinction, which is becoming increasingly used, between “formal” and “informal”
learning and suggests that the latter may typify the work context. He recognises,
however, that this may be too simplistic a distinction to make as “both formal and
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informal learning constitute work” (p36). I would also argue that Work Based
Learning requires that the knowledge that comes from so-called formal learning be
integrated with the informal learning that derives from the experience of work. (1
would also wish to draw a distinction between “planned” and “unplanned” learning
and argue the case that Work Based Learning should essentially be concerned with
planned learning whilst welcoming the unplanned learning that inevitably arises in a
work context.) Barmett would appear to agree with this when he notes that learning
can be cognitive (mastery of new concepts), operational (mastery of new skills) or
experiential (accommodate to new set of relationships) and that Work Based Learning
incorporates a mix of these and is, therefore, challenging in multiple ways. He
suggests that it is simultaneously challenging in terms of one’s knowing, one’s acting
and one’s reflecting (p37). 1f we add to this the interdisciplinary or transdisciplinary
nature of Work Based Learning, the mix becomes even more complex. In a sense it
could be argued that Barnett is simply affirming the Alverno assertion that learning is
a complex process and is not complete unless knowing and doing are combined and,
in turn, combined with reflective processes. This is, in a sense, “how” Work Based
Learning occurs and is a distinctive feature of it.

Senge’s concept of “generative learning” (cited by Beckett in Boud & Garrick, 1999,
p83), in opposition to more traditional mechanisms which he calls “adaptive learning”,
suggests a similar process to the Alverno model of learning (Mentkowski, et al, 2000,
see below for further comment), as does the concept of “organic learning” where life at
work is experienced as an integration of thinking, feeling and doing in social settings.
Beckett argues that, when the worker-learner is aware of learning from these
experiences, this can be called “organic learning” (p87-90), and he argues for
rationality as an integrating factor tn the process (p94).

In the context of “how” learning occurs in Work Based Learning the importance of
facilitation must not be overlooked. This is something of a new role for the academic
and one which may be regarded as being more akin to research supervision than
formal teaching (Boud & Symes in Symes & MclIntyre, 2000, p28). Where formal
teaching is not involved and students are learming in off-campus settings, perhaps
where electronic means of communication are the norm, the tutor becomes something
of a hybrid in terms of the combination of academic, administrative and support roles.
In reality the University facilitator is not a lone facilitator in Work Based Learning,
given the social nature of work and the opportunity of informal facilitation through
collaboration and dialogue with colleagues. Nonetheless, however it occurs,
facilitation is crucial. As Billett (Boud & Garrick, 1999) notes, “guidance in the
workplace is...a key factor for the development of robust knowledge”(p158). He also
notes that the “lack of available expertise has a negative impact upon workplace
learning”(p158). This reinforces the point made previously and, at the same time,
signals a distinctive feature of Work Based Learning, namely that learning in the
context of Work Based Learning involves participation in a community of practice
(Tennant in Boud & Garrick, 1999, pl173). The distinctiveness of this form of
learning is, according to Tennant, that it entails a different mind-set, one that moves
away from the individual towards the community.

1t is a moot point as to whether contemporary research into the learning process

should be used to show how Work Based Learning addresses the essential
requirements for effective learning when it could equally be argued that it shouid be
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used to inform all learning and is, therefore, best seen as part of a shift in higher
education from teaching to learning, with learning being foregrounded as the key
activity of the University. Garrick (ibid) seems 1o suggest the possibility of this when
he notes that contemporary research points to an unprecedented degree of
convergence between workplace learning and formal education (p225). Certainly
Osborne, Davies & Garnett (in Stephenson & Yorke, 1998), in comparing Work
Based Learning with Independent Learning, point to the close affinity between the
two in terms of learning methodologies, suggesting that a gulf between what may
occur in learning through work and what may occur through campus-based learning
(albeit non-conventional learning) is more perceived than real.

Given these points, there may be little merit in attempting to claim for Work Based
Learning more than it may rightly deserve in terms of its distinctive features. It may
be, for example, that what I seek to claim as a feature of Work Based Learning is
simply a reflection of a move in learning research generaily towards more holistic ways
of learning. After all, as Moon (1999) suggests, “learning outside and inside the
classroom can hardly be different kinds of learning all together”(p22). There may,
therefore, be little point in attempting to argue that the workplace presents a richer
source of potential learning than the lecture room, especially in terms of ali-round,
holistic, development. Nevertheless, it is necessary to argue that Work Based Learning
does provide for this because this is part of the justification for the inclusion of Work
Based Learning in the higher education curriculum. However, it is worth noting that
Work Based Learning does appear to encourage a number of significant growth points
for learners, including the move from single to doubie and triple loop learning (Raelin,
2000), and the development of deep rather than surface approaches to learning (Vaill,
1996), given that transferability 1s a key feature of Work Based Learning and that only
a deep approach to learning is likely to lead to knowledge transfer (Boud in Boud &
Solomon, 2001, p42). It also encourages growing acceptance of responsibility for one’s
own learning, or the skill of meta-learning (learning to learn), which is a crucial
attribute of the successful lifelong learner.

The Alverno College curriculum

Reference was made above to the Alverno model of learning (a distinctive approach
to curriculum design whereby students, irrespective of their academic discipline, and
alongside that discipline, develop competence in eight abilities : communication,
analysis, problem solving, valuing in decision making, social interaction, developing a
global perspective, effective citizenship, aesthetic engagement). This i1s well
documented in a range of publications from Alverno College, Milwaukee, stretching
over two decades. The most recent substantial volume from them is Learning that
Lasts. This is an account of research undertaken over a period of twenty-five years
into the effectiveness of the distinctive Alverno, abilities-based, curriculum, which
includes compulsory off-campus experiential learning (akin to the placement style of
Work Based Learning for UK full-time undergraduates). This is a work which draws
on scholarship by way of creating an interpretative setting for the empirical research
findings. The Alverno philosophy emphasises the integral relationship between
knowing and doing, seeing learning very much as a holistic process, and the book
argues that the research findings support the argument that such a way of learning
leads to learning that lasts.
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Conclusion

I have attempted to argue that the distinctiveness of Work Based Learning in terms of
its contribution to the higher education curriculum is in its exercise of a broader range
of critical abilities, foregrounding critical action alongside that of critical reasoning
and critical self-reflection. Barnett {(1997) and Raelin (2000) refer to the coalescence
of these critical abilities as an “epistemology of practice” or, what { have termed,
“knowledge-in-action”. I have attempted to represent diagrammatically (see over
page) some of the issues that I raise both in this literature review and in my article 7he
Place and Status of Knowledge (Appendix B} in order to show how knowledge-in-
action operates. This seems to me to pull together a number of crucial issues
discussed in my articles and in this review and, therefore, makes a fitting conclusion
to this chapter.

The model demonstrated focuses on knowledge creation through action and reflection
in relation 1o a specific workplace task or project. It highlights the crucial role of
critical thinking, especially in respect of disciplinary knowledge, and emphasises the
learner-centred nature of Work Based Learning through the coalescence of different
knowledges in the service of a specific goal or goals. The model aims to show how
learners are responsible for their own learning, drawing on prior knowledge and
researching new knowledge in order to ensure their grounding in knowing “that”
(disciplinary knowledge). At the same time, they need to know “how” (procedural
knowledge) and “what to do™ and “when” (strategic knowledge) in order to safeguard
their responsibilities of ensuring that the task or project moves forward to completion
and, along with it, their increase in learning. Further, they need to know “why”. This
is the personal and dispositional knowledge, of which Eraut (1994) speaks, that
concerns the values, attitudes and self-understanding of the learner. In my terms, this
relates closely to the ontological dimension of Work Based Learning, and provides an
underpinning to all other knowledge and actions connected with learning through the
work-based task or project. The model also seeks to acknowledge the crucial role of
the tacit knowledge of the workplace, drawing on the insight of Nonaka & Nishiguchi
(2001) that knowledge is created through a continuous and dynamic interaction
between tacit and explicit knowledge. Thus, the workplace becomes a site of
knowledge creation or knowledge development and enhancement. On the basis of
this model, my conclusion is that only a holistic understanding of knowledge makes
sense in any discussion of epistemology in the context of Work Based Learning. It is
the holistic nature of Work Based Learning that, in my view, makes it distinctive as a
part of the higher education curriculum.
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Chapter 4 Empirical Research Findings

Part 1 : Qualitative survey — semi-structured interviews

This research was undertaken to explore the claim for the inclusion of Work Based
Learning in the HE curriculum of Chester College of Higher Education.

Interviews were conducted with 31 students undertaking various forms of Work
Based Learning (see chapter 2). The questions were designed to elicit information in
my three main areas of interest, namely ontology, epistemaology and pedagogy. I was
concerned to gather date relating to threc central propositions :-

Proposition 1 Ontological Dimension (Chapter 4 {a}) Questionsland 6

» that Work Based Learning has the potential to bring about change in the
way in which individuals see themselves, their work and their worlds

Proposition 2 Epistemological Dimension (Chapter 4 {b}) Questions 1,2, 5,7 & 8
o that knowledge and skills generated through Work Based Learning are
fully commensurate with HE standards thus justifying the place of WBL

in the curriculum

Proposition 3 Pedagogical Dimension (Chapter 4 {c}) Questions 3, 4 and 6)

o that individuals have access to a broad range of ways of learning through
WBL and have the opportunity to use the ways that suit them best

Chapter 4 (a) ONTOLOGY

Proposition 1 (Questions 1 and 6) : the Ontological Dimension

A central argument in my article on ontology (see Appendix D) is that Work Based
Learning leads to holistic ways of knowing and being and that, through critical
reflection as a distinctive feature, it has the potential for facilitating meaning-making.
The work of Barnett was acknowledged in the article as informing my thinking,
especially his concept of “critical being” which embraces critical thinking, critical
self-reflection and critical action. These and other ideas led me to formulate the
proposition that Work Based Learning has the potential to bring about change in
the way in which individuals see themselves, their work and their worlds with the
aim of gathering evidence relating to the ontological aspect of the student experience
of WBL.
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Question 1 I'd like you to think about the impact WBL has had on you as an individual. Hay it
changed your view of yourself in any way? If so, in what way(s)?

A detailed analysis of responses to Question 1 identified three principal categories of
response, only two of which will be considered in this section on ontology.
¢ Impact of WBL on self (the ontological dimension}
» Impact of WBL on knowledge and skill development (considered in the
section on epistemology, p71)
o Essentially about opportunities created by WBL (with the inference being
made that this category is also likely to be connected with the impact on self
and, thus, relevant to the ontological dimension)

The measure for the student response rate is 31, which is the number of students who
participated in the semi-structured interviews. Any overlap in the categories defined
below reflects the attempt to preserve something of the various nuances of the
students’ replies.

Respondents identified the following ways in which Work Based Learning had
impacted on them :

Way in which WBL impactcd Student response
on self rate
Growth in self knowledge
Changed view of self 16
Brought about self examination
Greater awareness of own capabilities 13
Growing confidence in own abilities
Growth in self confidence 10
Feeling of being valned 2
Experiencing rise in self esteem
Positive impact on self image 2
Brought about fecling of empowerment 14
Increased motivation 3

Respondents identified the following ways in which Work Based Learning had
brought about opportunities for them :-

Opportunities opened up Student response
by WBL rate
Test out career aspiration 3
Awareness of discipline of wark 2
Provided break from conventional study 2
| Gained access to higher education 4

A more detajled presentation of the findings from Question 1, including extracts
from the interviews, is to be found at Appendix F.
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Collectively the data accumulated from Question 1 responses would seem to support
the proposition that Work Based Learning has the potential to bring about change n
the way in which individuals see themselves. This may come through the discovery
that their knowledge and learning does have something of value to contribute in the
work setting and this brings about a changed view of self. For example,

“As I was going through the placement I got to feel more confident and where before I wasn’t
exactly sure fiow competent I was of dotug this job and if I reafly was the type of person to be
dotng it, afterwards I reafised how easily I could do the job. I was valued in the job” (level 2 full-
time undergraduate)

Similarly, there seems to be much self-learning and self-examination generated
through WBL which influences self perception and, again, leads to a changed view of
self. For example,

“T've groum as a person which I wouldn’t fiave done unless I'd done this really because I've been
invofved in so mamny multi-disciplinary groups working togetfier with a common aim really so it
certainly fias changed me ....... Like it's been a huge struggle I can't deny that but, from a
personal point of view, 1t’s been great. In the year I've leamt so much and, as I said before, I
believe tm myself and I'm much more confident and my essays are fine now.” (level 1 part-time
undergraduate in full-time employment)

Question 6 The idea of critical reflection was introduced in (Support Programme or Methods
module). Can you give an example of critical reflection in which you engaged during (placement or
project)? To what extent has reflecting critically changed the way you view (a) work, {(b) your-self,
{c) the world generally?

Data collected in response to Question 6 proved quite difficult to classify and, in the
end, T decided to apply a simple division, making the data less complex to handle,
even at the risk of glossing over other potential categories. Three categories emerged :

¢ preliminary data, which does raise concerns that I have had prior to
embarking on this research concerning levels at which critical reflection
is undertaken,

+ the way in which, throngh critical reflection, the views of individuals
have changed in respect of themselves, work and the world more
generally (the ontological dimension)

e diverse data (this was the data which proved difficult to classify) which is
essentially about the potential of critical reflection as a way of learning in
relation to self, work, and the world (considered in the section on the
pedagogical dimension, page 79)

Preliminary data
Respondents made the following general claims concerning change brought about
through critical reflection, in respect of self, work and the world :-

Change broughl about through Student response
Critical reflection rate
Changed attitude toward self/ 19 Self
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Awareness of importance of critical self-reflection

Change in attitude to work 11 Work
No change in attitude to work 3

Change in attitude to world issues/ 14 World
Greater awareness of importance of global issues

No change in attitude to world issues 3

Of the 31 respondents, 20 either did not indicate their clear understanding of critical
reflection during the interviews or their answers indicated only a basic understanding
of it. 11 respondents indicated a grasp of the process of critical reflection. A number
of my summary descriptions are cited below indicating the low level of awareness of
the process of critical reflection :

V.A.’s answer does not seem to relate well to the question on critical reflection.

T.B.'s answer does not indicate whether she has an understanding of what is involved
in the process of critical reflection.

S.R. admits to not being sure what critical reflection is.

R A. s response suggests that she has done little by way of critical reflection.

Overall LA appears to have a fairly superficial view of critical reflection.

However, a number of responses did indicate a grasp of the critically reflective
process :

AS claims that he has developed the skill of critical reflection. He noles the
development of this skill from superficial to more sophisticated levels.

DA claims that, through critical reflection, he has been able to evaluate a situation of
conflict in the work place, and that critical reflection has enabled him to take a more
balanced view of the situation than he might otherwise have done.

[n some respects the findings here confirm for me a concern 1 have had for some time
that the level at which most students reflect is a superficial one and is probably best
not described as ‘critical’ reflection. At an earlier stage of my D.Prof. studies (not
originally part of my learning agreement and not reported on in detail in this report), 1
devised a list of components entatled in the reflective process and then took a sample
of students reflective essays which had been submitted and assessed as part of the
assignment requirements for a double module of undergraduate WBL at level 2 and
measured their work against the grid. Preliminary findings from the small sample T
investigated showed a fairly low level of reflection on the part of most students and
reinforced my concern that students were not developing a stronger capability in this
area through WBL. With this in mind, some adjustments were made to the input on
critical reflection in the Support Programme and it remains to be seen whether or not
the next cohort demonstrate a higher level of competence in this area as a result. It
will certainly be my intention to monitor this and to wark with others to find ways of
further facilitating students’ reflective capabilities.

It may be, of course, that my expectations are unrealistic. 1 suspect that, when full-
time undergraduate students come to their WBL studies at the end of their second
year, very few of them have even encountered the term critical reflection, never mind
have any understanding of what is involved in the process. While the skill will be
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introduced to students in certain areas of professional practice, for most students on
non-vocational degrees, studying fairly traditional academic subjects, tt would seem
that critical reflection is not much referred to let alone used.

Some evidence from the interviews I conducted with postgraduate students in their
first eighteen months of full-time employment suggests, however, that, like most
skills, the ability to critically reflect requires practice and frequent implementation, In
other words, critical reflection is a learned process. Thus, a female non-Chester
graduate, now undertaking a programme of WBL with the College, recognised that
the former Chester students on her course had the edge because of their previous
experience of WBL and, therefore, of critical reflection. She notes :

“But, yes, this course is definitely quite good. 1 got the feeling from the guys that were previousky
students of Chester College that they had a b1t more understanding and a bit more insyght into
how to go out tnto the workforce, whereas I was a bit more naive and not really sure. I Rpew that
the way I would need to communicate would be different but I wasn't ready. I suppose it'’s
something you learn as you get into work, You start to develop this and that. It's different.”

A former Chester male student notes how, having had the experience of critical
reflection through undergraduate WBL, he is now, in postgraduate study, able to
develop further the capability of critical reflection :

T think going back, to the second year and doing WABL it was a it of an arbitrary thing really,
you just say, I've done this, it was good because. .. it was bad because... I should do this. And
there perhaps isn't a great enough thought about it, it's just on a rather superficial level, but I
think, doing it over the last few months, the first thing that felps critical reflection is the
organisation and the specific tasks that you set yourself, with clear objecttves and things to do.
Critical reflection becomes a ot more useful and a fot more easy to see and, therefore, you can
make much more detailed judgments and reflections about the things that you've been doing.”

Despite the concerns expressed above, the fact that the data reveals student awareness
of the rich potential of critical reflection for self development, professional
development and development as a citizen is extremely positive and clearly provides a
solid platform to build on in terms of the potential for further facilitation of the
development of this capability to deeper levels.

Change in views
Respondents made the following claims concerning the way in which, as a result of
critical reflection, their views had changed in respect of self, work and the world

Change in views brought about through Student response
Critical reflection rate
Increased confidence levels 5 Self
Maore positive attitnde to self 5 Self
Feeling of empowerment 2 Self
Now views issues from multiple perspectives/ 8 Work/
Adopts more balanced viewpoint world
Greater awareness of the relational perspective 18 Work
Willingness to take critical action 2 World
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A more detailed presentation of the findings from Question 6, including extracts
from the interviews, is to be found at Appendix F.

The evidence in respect of the influence of critical reflection in terms of both people’s
abilities and willingness to see things from multiple perspectives and to take relational
perspectives, | feel to be important and encouraging. In my paper fowards a
Philosophical Underpinning for WBL : the Ontological Perspective (see Appendix
D), written as part of my D.Prof. studies, I argue that WBL can be viewed, from a
philosophical perspective, as an example of ontological-relational thought. There
seemed to me to be a strong prima facie case for suggesting that WBL occurring, as it
does, by definition, in the context of the workplace, is about coilaborative leaming,
and learning through team working, cooperation, and inter-dependency. Thus, I find
it encouraging to discover that the empirical evidence also indicates this to be the case
by showing that, through critical reflection ~ a key feature of WBL — respondents
claim to have a greater awareness of, and sensitivity towards, the importance of
relationships and the relational perspective, and that they teel it leads them to more
balanced judgments based on their ability to view issues from more than one
perspective.

Concluding comments in respect of proposition }

My conclusion, following the analysis in respect of data relating to the first
proposition, is that there is some evidence to support the contention that Work Based
Learning has the potential to bring about change in the way in which individuals
see themselves, their work and their worlds. The inclination on the part of the
researcher, of course, is to claim too much, and I recognise that some of my
respondents were of the view that WBL and critical reflection had not brought about
change for them in these respects. However, the evidence seems clearly to point to
the fact that WBL and critical reflection have the potential 1o bring about change, at
least for some people.

These findings are important as they suggest that, through Work Based Learning and
through critical reflection, people are exposed to learning which they recognise as
enabling them to go beyond the realms of critical thinking (the key requirement of
conventional University education) to include critical self-reflection as a key element
of their higher education. Given this, then the ontological dimension is admitted more
formally into the HE curriculum than may have previously been the case, and
recognition is given to the crucial role of self-learning as part of that curriculum. This
opens up a far more holistic form of University education and one that is consistent
with Barnett’s (1997) view of what higher education should be about. Although my
findings do not include evidence of people’s willingness to take critical action on the
basis of their beliefs and values (an important characteristic of a graduate, in Barnett’s
view), there is evidence to suggest that critical reflection causes people to examine
issues in the world in ways that they may not have previously done.
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Chapter 4 (b) EPISTEMOLOGY

Proposition 2 {Questions 1, 2, 5, 7 & 8) : the Epistemological Dimension

In my paper on epistemology (Appendix B), | argued that knowledge s of paramount
importance in Work Based Learning both in terms of knowledge creation as well as
the application of knowledge. Although I did not address this matter in the paper,
there are also the issues of knowledge recognition (for example, through the
accreditation of prior learning) and knowledge dissemination (for example, the
production of a report for an organisation following the completion of a project).
Both of these aspects of knowledge are provided for in Work Based Learning and are
consistent with current literature on knowledge management {e.g. Nonaka &
Nishiguchi {2001}).

In my article, I attempted to make the case for a holistic view of knowledge rather
than an approach which makes a distinction between different modes of knowledge,
distinguishes between knowledge and skills or is discriminating in terms of
knowledge status. My argument was that the crucial issue was concerned with level
rather than mode or status. The issue for higher education, then, is to safeguard the
level of knowledge derived through WBL, hence my proposition that knowledge and
skills generated through Work Based Learning are fully commensurate with HE
standards thus justifying the place of WBL in the curriculum, with the aim of the
research being to establish whether or not this is indeed the case.

Question 2 Can you briefly outline the knowledge and skills you think you have gained through
Work Based Learning?

In the interviews respondents were asked to outline briefly the knowledge and skills
they thought they had gained through Work Based Learning. This was, therefore, a
key question in relation to the proposition but, given that interviewees were not given
time to prepare in advance of the question being asked, it was unlikely that any of
them would be able to give anything like a comprehensive account of their knowledge
and skills gains through WBL. Thus, the responses were almost inevitably
impressionistic, with some respondents, no doubt, omitting large areas of important
learning achieved through Work Based Learning. The intention, however, was 1o
capture a ‘snap-shot’ of the learning that came to mind for each interviewee as he or
she responded to the question which, when put alongside all of the other responses to
the same question, might present something of the breadth as well as the depth of
knowledge and skills achieved through learning in the workplace. For example,

“The basic Rpowledge that most people gained, I would say, was just the work, theories and the
research theories, the leaming curves and everything that we went through in the Support
Programme before we started. But I think, if you're not on some Kind of marketing or business
management course, you don’t really come across anything fike that so things fike that are fiard to
Kpow. When you have to do a project at the end of them you use the materiaf and it fielps you to
do your work — it’s about what you didn’t Know before.” (level 2 full-time undergraduate)

“During the ISM 105 module which is the professional skills, the topics I chose in that ranged

from team-working to creative thinkjng, problem-solving, afl those kind of things that you need to
fave at your disposall The actual sRills and the kpowledge that you need to appfy, I've leamt
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through those modules which has been very helpful” (part-time postgraduate i full-time
employment)

When subjected to analysis, answers to Question 2 identified five principal areas of
response, only two of which will be dealt with in detail here
* knowledge gains
» skills gains
¢ information gains
e educational gains (considered in the section on the pedagogical dimension,
p79)
o self-knowledge gains (considered in the section on ontological dimension,
p65).

Information gains may be dealt with fairly summarily, not because of its
unimportance but because, to some extent, it may be regarded as a by-product of
WBL, especially for full-time undergraduates on placement. Two areas were
identified here, namely career options and knowledge of a profession.

The principal focus for comment in relation to this proposition is, therefore, on
knowledge and skills gains. In many ways this amounts to an artificial division but
it seems a convenient way of breaking up the data. By treating skills alongside
knowledge it perhaps also reinforces the point that each and every skill 1s dependant
on a knowledge base and, therefore, skills are rightly and properly considered in this
section on epistemology. | do not propose to comment further on this issue as it is
debated more fully in my published article, prepared as part of this D.Prof. submission
(see Appendix A), and referred to previously (Major, 2002).

Knowledge gains

An understandable division was evident in terms of knowledge gains between full-
time undergraduate students undertaking a short placement experience and part-time
students in full-time employment. More than three-quarters of the full-time students
focused, in particular, on gains in their academic subject knowledge, with nearly
two-thirds of part-time students in full-time employment claiming gains 1n
professional knowledge.

The measure for the student response rate is 31 which is the number of students who
participated in the semi-structured interviews.

Respondents identified knowledge gains in the following :

Knowledge gains Student response
rate
Academic subject knowledge 14
Professional knowledge 10
Knowledge gained through application 9
Knowledge of Work Based Learning theories 5
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Respondents identified skills gains in the following :

‘soft’ skills

Soft skill gains Student response
rate

General ‘soft’ skill development 11

Communication skills 9

People skills 11

Negotiating skills 1

‘hard’ skills

Hard skill gains Student response
rate
Technical, inclnding ICT skill development 4

Time management

Task/project management

3
2
Problem-solving 2
Study and research skills 3

A more detailed presentation of the findings from Question 2, including extracts
from the interviews, is to be found at Appendix G.

Further information about knowledge and skills gains was gleaned from student
responses to Question 1. Here students had been asked to consider the impact that
WBL had made on them and some responded, as follows, with reference to their
increased knowledge and skills:-

Areas where knowledge & skills gains Student response
Have had an impact on self rate

Personal & professional development 5

Interpersonal skills & the relational dimension/ 8

Human relationship skills

‘Team working/professional integration

Self manage/work independently

Self-reliance skills

Responsibility for own learning

Wi (| W |

Effective communication

A more detailed presentation of the findings from Question 1, including extracts
from the interviews, is to be found at Appendix G.
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Question S Can you give an example of something you learned which was unplanned?

In respending to Question 5 which was about unplanned learning, respondents
identified skill and knowledge development in the following areas :-

Unplanned skill & knowledge | Student response
development rate
ICT/internet 4
WBL theories 3
Communication skills 5
Professional knowledge 5
Organisational skills 1
Team management/leadership 1
Project needs 3
Bureaucratic processes 1

Respondents also identified, in answer to this question, gains in self-knowledge in
the following areas :-

Unplanned gains in Student response
self-knowledge rate

Self knowledge/self-appreciation 11

Learning through reflection 5

Learning can be motivational 1

Work can be fulfilling 1

Respondents further identified, in the context of Question 5, the following gains in
terms of relational learning :-

Unplanned learning in context of Student response
relational learning rate
People learning 1

Interpersonal skills

Team working/collaborative learning

Skills of negotiation & diplomacy

Valne of networking

ot |t | B |

Meetings/conference calls

A more detailed presentation of the findings from Question S, including extracts
from the interviews, is to be found at Appendix G.
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Question 7 Did you conseiously, or un-cousciously, apply any Work Based Learning theorics?
If 50, ean you identify them and then describe bow you were able to utilise them?

This question focused on the application of so-called WBL theories. The use of the
term “WBL theories” has been discussed elsewhere in this report, and is a term of
convenience rather than one that clearly identifies the mixed corpus of concepts and
theoretical perspectives contained within it. Most of the material presented under this
umbrella term comes either from the discipline of social psychology or the field of
business studies and is included in the Support Programme for full-time
undergraduates taking WBL or in the WBL Methods & Processes module for part-
time students in employment because of its relevance to work based or work related
learning.

Respondents identified thearetical perspectives, in relation to the following, which
they had applied during Work Based Learning :-

Application of WBL theoretical Student response

perspectives rate

Application of WBL theories (general) 28

Communications 2

Time management 1

Project management 3

Team working 4

Interpersonal skills/gaining better 7

understanding of others

Reflection in learning

Subject knowledge

Problem-solving

Leadership

Self-analysis

Kolb learning cycle

Understanding & interpreting experience

Transactional analysis

Business models

Organisational analysis

Stress management

Canflict resalution

o |t | et |t |t | ] D0 | G R [t | G | LAY

Theory/practice reinforcement

Given that respondents did not have advance notice of the questions, with the likely
consequence that, in this case, only those theories that had made the most impact an
them in terms of their application would be recalled, there is an interesting and broad
mix of WBL theories referred to. Again, this mix hints at the interdisciplinary nature
of work and, therefore, of Werk Based Learning, and the importance of having muiti-
skilled practitioners in an effective workforce.

A more detailed presentation of the findings from Question 7, including extracts
fram the interviews, is to be found at Appendix G.



Question 8 Can you identify any knowledge and skills you gained from WBL that you have been
able to use in other areas of study?

This question was originally designed with full-time undergraduate students in mind
with the particular intention of discovering whether or not the knowledge and skills
they had gained through their Work Based Learning (undertaken at the end of their
second year) would be of benefit to them in their final year studies and on in to the
future. However, it was also considered to have relevance to part-time students in
employment in terms of the potential of the transferability of knowiedge and skills
from one context to another. Thus, the question was modified slightly when
presented to part-time students in employment, though its intention of getting students
to consider issues of knowledge and skill transfer remained the same.

The knowledge and skills identified in response to this question proved difficult to
categorise and 1 propose to deal with all of them in this present section on
epistemology. However, I propose to divide them under two headings
¢ knowledge and skill transferability
¢ knowledge and skill transferability with either ontological implications or
pedagogical implications, together with issnes concerning life
enhancement.

There was general recognition, on the part of 30 of the 31 students interviewed, that
knowledge and skills gained through WBL had the potential for immediate

transferability to other contexts.

Respondents identified the following as knowledge and skiils that they regarded as
transferable to cther contexts :-

Knowledge & skill transferability

Knowledge & skills with potential Student response
for transferability rate

Time management 2

Team work

Team management

Interpersonal skills

Communications skills

ICT skills

Project management

Conflict resolation

Decision-making sKills

Skills in problem-solving

Creativity

Research skills

o bt |k |k | D | Ed | B | e | Lo | et [

Subject knowledge throngh application
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Knowledge & skill transferability with ontological
&/or pedagogical implications
Transferable knowledge & skills | Student response
with onfological &/or pedagagical rate
implications

Study skills

Data for dissertation

Learning to learn

Managing own learning

Self knowledge

Reflection on learning

Multiple perspectives

Career choices

G | |t | O | O [ [ |0 | N2

Work experience

A more detailed presentation of the findings from Question 8, including extracts
from the interviews, is to be found at Appendix G.

Concluding comments in respect of proposition 2

The overall evidence of the data collected from the 31 interviews seems to me to be
sufficient to confirm the proposition that knowledge and skills generated through
Work Based Learning are fully commensurate with HE standards thus justifying
the place of WBL in the curricnlum. What 1s clear, however, 1s that there may well
be a broader range of knowledge and skills developed in students through WBL than
may be the case through conventional programmes of HE. This broader range of
knowledge and skills would appear to be more consistent with the vision of higher
education articulated by Barnett in his recent writings (e.g. Barnett, 1997) and
consistent with what is now being referred to in some quarters as “blended learning”.
Although the evidence in relation to this particular proposition alone 1s perhaps not
sufficient to make such a judgment, there does seem to be enough of it, and for it to be
sufficiently compelling, to make the argument that, taken together with the evidence
aligned with the other two propositions, Work Based Learning has the potential to
develop in students the ability to reflect self-critically, as well as to think critically.
The research did not focus specifically on critical action, though a small number of
respondents did refer to this indicating, perhaps, the potential of Work Based
Learning to bring it about. The evidence presented in respect of this proposition alone
indicates that, through Work Based Learning, the broad range of knowledge and skills
needed t0 become Barnett’s “critical being’ are accessible. If there are gaps in terms
of knowledge and skills apparent from the interviews, they seem to me to be in the
all-important area of disciplinary knowledge and this should signal some concerns in
respect of the justification of Work Based Learning in the HE context. However, as
there was no intention to attempt to gather comprehensive responses to the interview
questions (if there had been students would have been given advance notice of them),
the place of subject knowledge in WBL, as apparent from this study, is not entirely
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clear. Reference is made to it mainly by full-time undergraduates, many of whom
would have been working in placements allied to their subject disciplines. Where it is
referred to, it appears to be in the context of knowledge enhancement through WEL.

The issue may be more acute, however, in respect of part-time students in full-time
employment from whom few comments were received in respect of subject
knowledge. However, if professional knowledge is substituted for subject knowledge,
as it seems appropriate that it should in this context, it will be noted that several
references were made to knowledge enhancement 1n this respect. Few people at work
operate solely on the basis of a single discipline. The reality is that WBL, as
commented on a number of times in this report, is almost certain to be multi- or trans-
disciplinary and the broad range of responses from the interviewees confirms this to
be the case. One of the reasons for the use of the term “WBL theories” is to reflect
more accurately the nature of work and of WBL and to indicate that a broader

knowledge base than that of a single discipline alone 1s characteristic of WBL 1n the
HE context.
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Chapter 4 (c) PEDAGOGY

Proposition 3 (Questions 3, 4, & 6) : the Pedagogical Dimension

In the chapter on pedagogy which [ have written for a forthcoming ILT publication
{Appendix C), 1 argue that effective learning is essentially a holistic process that
integrates knowing and doing in a critically reflective way and that Work Based
Learning 1s a sound facilitator of learning of this quality. | argue that, through WBL,
learners appear to have a much better understanding of the learning process than is
gained through conventional teaching methods. A main contention of the chapter is
that Work Based Learning requires learners to assume a high degree of responsibility
for their own learning, that it presents them with a wide range of ways of learning and
that, together with critical reflection as a key ability in WBL, leads to learners
developing a greater understanding about how learning occurs.

This chapter for the ILT publication was written subsequent upon analysis of the
empirical research data which supports the claims made above. The proposition I
formulated, with the aim of the research being to establish whether or not it is the
case, was that individuals have access to a broad range of ways of learning
throngh Work Based Learning and have the opportunity to use the ways that
suit them best.

Question 3 How do you think you acquired this knowledge and these skills?

This question was concerned to elicit something of the various ways in which people
learn. It was not in any sense meant to be about the physiclogical workings of the
brain or to engage in any form of psychological study. The purpose was simply to
find out about people’s learning preferences and how, when freer from the consiraints
of a more conirolled learning environment (such as the University or College), they
went about their learning. It was, then, more to do with methods of learning and the
idea that, through Work Based Learning, people probably engaged in a wider variety
of ways of learning than they would in a more conventional form of higher education.

The data reveals a considerable variety of ways of learning with a tendency towards
practical learning, as might be anticipated from a question about Work Based
Learning. Typically, in response, interviewees would discuss a wide range of ways of
learning they use, indicating versatility and fitness for purpose. In an attempt to order
the responses, six principal categories have been defined

e experiential learning
conventional learning
instructional learning
reflective learning
relational learning
other ways of learning.

The measure for the student response rate is 31, which is the number of students who
participated in the semi-structured interviews.
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Experiential learning

Learning through experience Student response
rate
Practical/active/’hands ou” learning 24
Trial and error 8
Positive experience as reinforcement of learning 4
Motivation/definite goal or challenge 6
Conventional learning
Conventional ways of learning | Student response
rate
Direct teaching/access to tutors 6
Access to appropriate literature 21
Internet 3
Theories 8
Theory/practice reinforcement 11
Instrnctional learning
Learning through instruction Student response
rate
Receiving instruction/advice from experts 7
Asking questions 5
Observation {observing those with expertise) 17

Collectively the above three categories indicate something of the range of ways
students undertaking Work Based Learning actively seek to access knowledge needed
to support their learning. In Appendix H, | discuss the admission of conventional
learning into programmes of WBL and refer to the distinction that is sometimes made
between education and training, a distinction which, 1 suspect, work based leamners,
quite wisely, have little interest in.

Reflective learning

Learning through reflection Student response
rate

Learning throngh critical reflection

Application of reflective learning cycle

Evaluation of own &/or others’ performance

Learning occurring through self knowledge

Defining the context of learning

W W (| W n

Learning throngh writing

Although this way of learning sounds a lone activity, a part-time postgraduate in full-
time employment recognises a social dimension to it when she summed it up as
follows,

“I mean sometimes it is just by looking at the whole situation at work, seeing what's going on and
then in your mind’s eye you've got all this theory and you can see people befiaving exactly as you
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have read about someone’s theory or personality or different traits and you can see 1t exactly
coming through in the workplace or outside the workplace. So, it’s all a mixgure really. It goes
across the board. It’s more of an unconventional learning in that sense, it's not learning as in a
schocf or college environwment, it's more a learning in society such that you feed in one with another
and it doesn’t necessarily go from the book to the workplace, it could go from the workplace back,
to the book,”

Relational learning

Learning with and through others | Student response
rate
Collaborative learning 5
Sharing ideas 1
Gaining feedback 4
Engaging in debate and argument 1
Teaching others 2
Modelling behaviour of others 5

“T think I fearn more in the seconds when we discuss things...”. This comment by a part-ime
student in full-time employment helps to sum np the above category which is
discussed in more detail in Appendix H.

Other ways of learning
Various other ways of learning Student response
rate

Interest in the snbject a pre-requisite for learning
Confidence in own abilities

Through “bite-size” chnnks

Tapping in to tacit knowledge of workplace
Teach yourself

Knowledge transfer

Throungh repetition

Through brainstorming

L L S L N A

A more detailed presentation of the findings from Question 3, including extracts
from the interviews, is to be found at Appendix H.

Question 4 In what ways did you deliberately set out to learn something new?

Designed in some ways to cover similar ground to Question 3, this question focused
on how respondents went about learning something new. Answers were categorised
under 5 headings :-
» attitudes to learning (probably not an entirely adequate description, though it
seems more or less appropriate)
¢ planning learning
* ways of learning
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» relational learning
» the use of prior learning.

Attitudes to learning

Attitudes to learning Student response
rate

Motivation/importance of right 2

attitude to learn

Confidence important in learning 2

Preparedness to undertake reflection 1

Willingness to self-assess 1

Pro-activity/creating learning opportunities 2

for oneself

Receptivity

Flexible approach 2

Having the right attitude to learning was recognised as important by a number of
students. A full-time undergraduate noted,

T just went in there and thought I will do the job as best I can, and I'll try and get stuck in and
wherever I am going I am willing to learn and whatever I do in the process I hope I learn some
new skills.”

As well as having an appropriate attitude to learning, students also recognised the
need for planning for learning in WBL, as the table below indicates.

Planning learning

Learning through planning for learning Student
response
rate

Planning for new learning 9

Learning to meet needs of a project 8

Developing a framework for new learning 3

Having a clear focus 3

Monitor progress in learning 1

Awareness of learning methods 1

Ways of learning

Various ways of learning Student response

rafe

Through reading 8

Through the internet 5

Through instruction/asking questions 6

Teach yonrself 1

Through practice 5

Trial and error 1

Through observation 2

Throngh knowledge application 3
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Relational learning

Learning with and through others Student response
rate
Gaining feedback on performance 2
Through discussion 2
Through collaboration 2
Learning from the experience of others 5

Use of prior learning

Drawing on previous learning Student response
rate

Drawing on prior knowledge and experience 2

Drawing on known theories 3

A more detailed presentation of the findings from Question 4, inclnding extracts
from the interviews, is to be found at Appendix H.

Question 6 Can yon give an example of critical reflection in which yor engaged during the
placement? To what exicnt has reflecting critically changed the way you view (a) work, (b)
yourself, {c) the world generally?

Answers in response to Q6 offer some diverse data which 1s essentially about the
potential of critical reflection as a way of learning in relation to self, wosk and the
world. Reference was made to this in the discussion on proposition 1 and certain of
the data was referred to this section. This is perhaps a timely reminder in the context
of this discussion on pedagogy that ways of learning, in the context of Work Based
Learning, may well be wider than in conventional learning, embracing self learning
and learning which has the potential to lead to critical action either in the context of
personal living or at work or in the world more generally. A distinctive feature of
Work Based Learning may, then, be its provision of a “blend” of learning which leads
to the more rounded ‘critical being’ of which Barnett speaks.

The data is roughly divided into 2 sections :
e putting critical reflection to use in learning
e issues concerning critical reflection and learning

Putting critical reflection to use in learning

Critical reflection in learning Student response
rate

As a tool of analysis 2

In decision-making 3

Facilitates a more considered approach to learning 1
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In problem seolving 4
As a means of identifying areas for improvement 4
In future planning 4
For identifying nnplanned learning 1
Exercising engagement of thought 2
Issues concerning critical reflection & learning

Critical reflection and learning Student response

rate

It is challenging and demanding |
It is essentially personal 2
It is relevant to substantive issues only 2
Its constructive nature & purpose I
It is a professional compeience 4
It ensures one takes responsibility for own learning 3

A more detailed presentation of the findings from Question 6, inclnding extracts
from the interviews, is to be fonnd at Appendix H.

Questions 2, 7 and 8 each contained a few points relevant to the discussion in
relation to this proposition but largely repeat points made elsewhere. Some further
comment is to be found at Appendix H.

Concluding comments in respect of proposition 3

There would appear to be sufficient evidence from the interviews to confirm the
proposition that individuals have access to a broad range of ways of learning through
WBL. It also seems reasonable to assume from the information divulged by the
respondents that this broad range of learning methods can be matched to individual
learning styles and learning preferences, and that this indeed happens to be the case.
However, there is also evidence to suggest that each individual embraces a variety of
ways of learning with the implication that not all of these will necessarily reflect a
preferred learning style. In cases where students move out of their “comfort zone” to
access learning this may be because it is the most convenient and expeditions way of
doing so. For example, the practical learner who reads a book in order to access a
theory he or she needs.

While the evidence is clearly not available to support this view, it is, nevertheless, my
opinion that leaming in the context of work enables individuals to draw on a wider
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range of learning methodologies than does conventionat HE study and that, through
the opportunity and, to some extent, the necessity of dipping in and out of different
styles of learning, learners develop a broader range of learning competences leading
to more holistic ways of understanding iearning than would resuit from conventional
University study alone. My argument, though again only inferred from the evidence
rather than supported by it, is that this exposure to a wide range of ways of learning,
gives rise to the capability of learning to learn.

My view is that, if the interview transcripts are read holisticaily, there is a clear sense
of respondents being made aware through Work Based Learning of the various ways
in which they learn. This 1s particularly true, [ believe, though not exclusively so, of
full-time undergraduate students, many of whom have had little or no previous work
experience and certainly none where planned learning in the context of work has been
a requirement. There seems to be a sense in which they suddenty switch on to the
importance of learning and the importance of being aware of thetr own learning and
accepting some degree of responsibility for it. This, together with some theoretical
input on learning styles, gives them the opportunity to consider their strengths and
weaknesses in terms of their ability to learn and presents them with the opportunity
through WBL of accessing a wider range of ways of learning than they may have
been accustomed to in their previous experience of school or college education.

If my views here bear any relation to the reality of the situation, it would also seem to
me that learning through WBL provides a more solid learnming platform for Bamett’s
(1997) “critical being” than does conventional HE learning. It provides for that wider
range of learning opportunities which students, T would matintain, need if they are to
not only engage in the critical thinking that is so highly prized in higher education but
also in critical self-reflection and critical action. Through Work Based Learning they
are required to engage in each of these three elements of criticality in order to be fully
effective, and the evidence of the interviews would appear to suggest that students
recogmise this and do so engage in this broader range of critical activity.
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Chapter 4 (d)
Part 2 : Quantitative Research - Questionnaire

The quantitative survey applied only to full-time undergraduate students on 6 week
Work Based Learning placements. 312 replies were received from a cohort of 487
giving a 64% return rate.

A full account of the results of the survey is to be found in Appendix [. My intention
in this section is to comment on the research findings in the context of the main topic
areas to be covered by the questionnaire as identified in my learning agreement,
namely :

e Planning and taking charge of own learning
Support mechanisms for WBL
Recording and reflecting on learning achievements in the work place
The distinctiveness of WBL
The development of critical thinking and critical reflection in the context of
work based settings

These 5 areas of investigation are consistent with the 9 principal areas of enquiry to
which questions were designed to elicit responses (see p 25), with the latter covering a
slightly broader range of enquiry to reflect the interests of the WBL Development
Team and to provide them with data useful for planning purposes, including data
relating to transferable skills and career development, the Learning Agreement,
Assessment and WBL generally.

Planning & taking charge of own learning

Proposition 1 : that, through Work Based Learning, students are likely to gain a
greater sense of responsibility for their own learning ‘

The data shows that 96.5% of students claimed to keep a record of their experiences
on the placement. Students were advised by tutors, and through support literature, to
keep a learning log (a) to assist them in monitoring their own learning, and (b) to aid
the completion of their assignments, though the log itself was not part of assessed
course work and students knew this. Whatever their motives for keeping the log, the
evidence suggests that the large majority of students were aware of the importance of
taking some responsibility for identifying and recording their learning achievements.

Answers to various sub-questions within Question 5 also indicate that students are
well aware of the additional responsibilities that Work Based Learning places on them
for planning and taking charge of their own learming. For example, answers to Q5(1)
show that 94.2% of students agree that WBL required them to be more reliant on their
own resources than they have to be in the context of College-based modules.

In terms of planning, answers to Q5(f) indicate that the large majority of students

taking part in the survey (93.3%) recognise that in Work Based Learning you are
involved in the planning and evaluation of your own learning,
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A similarly large number of respondents (87.8%), according to Q5(b), agreed that in
Work Based L.earning they were able to structure their learning to meet their personal
and professional needs with 70.5% (Q5{c}) agreeing that in WBL you can devise
your own programme of learning. 66% of the respondents, however, according to
(Q5(d) agreed that accepting responsibility for devising your own WBL programme
was difficult. There is an uncertainty in this question, not picked up through piloting,
as to whether or not the respondents found “accepting responsibility” difficult or
“devising their own learning programmes” difficult, though I suspect it is the latter.
Either way, there is recognition that Work Based Learning does place additional
responsibilities, in respect of own learning, on the learner.

Responses to Q5(n) indicate that students are aware of the opportunities that WBL
presents them with for focusing on what they need to know (75.3% agree this to be
the case), with 92.6% at Q5(g) agreeing that Work Based Learning enabled them to
acquire knowledge and skills relevant to their future personal and working lives while
acknowledging that, at College, tutors make decisions about the focus of learning
(Q5{e} where 84.6% agree this to be the case).

In answer to Question 9 (a), 61.3% of students said that they deliberately planned to
learn certain skills and understandings with 77.3% agreeing that this had helped them
to make significant changes to their learning (Q9{b}).

In spite of the opportunity to plan their own learning, which the majority of students
acknowledge is the case in WBL, 65.5% said, in response to Q15, that their learning
had occurred randomly rather than through careful planning. This result may be open
to various interpretations with the one that is most consistent with the evidence being
that detailed learning occurred randomly within the broader context of planned
learning, for those students.

Questions about the Learning Agreement were also, to some extent, indirectly about
the control students have over their own learning in WBL with 50.5% noting that they
had made changes to their learning outcomes after the start of the placement and
36.3% claiming that they had added new learning outcomes to their Agreement during
the course of the placement.

Overall, the evidence of the survey, in respect of proposition 1 (namely that, through
WBL, students are likely to gain a greater sense of responsibility for their own
learning), would appear to suggest that it is confirmed. There seems little room for
doubt, on the basis of the evidence, that students recognise that in Work Based
Learning they have to accept responsibility for planning and taking charge of their
own learning.

Support mechanisms for WBL

Proposition 2 ; that Work Based Learning at Chester Callege is appropriately
supported both by employers and the College and that students are given access
to the knowledge they need for learning throngh work.

In terms of support during the placement, 84.9% of the respondents indicated that
they were always able to rely on their line manager or supervisor for advice and help
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when they needed it (Q6). 58.7% agreed that they sought advice about their work
from people other than their line manager or supervisor (Q7). This suggests a
reasonably strong support network in the work place. Fewer students appear to have
made use of the support of their College WBL Tutor (39.1%), though 11.5% drew
support from other College tuters (most likely, subject specialists) and fellow students
(50.6%) with a surprising 28.8% admitting to gaining support and help from their
parents (Q8). Presumably the sort of support and help given to students was wide
ranging and undoubtedly covered issnes concerning human relationship skills as well
as technical and job or task specific knowledge and skills. In terms of giving students
access to knowledge needed for the workplace, the Chester College model of
undergraduate Work Based Learning includes a Support Programme. This is an
intensive, one week, College based course, designed to prepare students for the
placement experience. Typically, it includes, what have become known in the Centre
as, WBL theories (a general and somewhat inaccurate term used as short-hand for a
wide range of theories relevant to work). These theories typically include team
working, learning styles, time management, project management, organisational
structures and, most pertinently, critical reflection. TIn addition, the Support
Programme includes much information about assessment and the practical
arrangements associated with the double module.

Given the emphasis which is placed upon the importance of the theory-practice
interface, so typical of the workplace and of Work Based Learning, it was a little:
disappointing to discover that only 67% of students claimed to refer to any theoretical
concepts to help them make sense of their work based experience (Q4{a}). Of those,
83.9% claimed to have accessed these theories through the Support Programme
Handbook (Q4{b}). This is, what amounts to, the course mamal, containing, in
abbreviated form, theoretical perspectives on a range of issues relevant to work,
together with much practical advice and guidance concerning learning through work.
Also slightly disappointing was the extent to which other sources of learning about
theoretical concepts were accessed, with only 42.4% (Q4{b}) of the 67% (Q4{a})
making use of “other texts”.

Data for Q16 and Q 17 also relate to this proposition, with answers to Q17{a})
showing that 85.8% of respondents claimed to have read the Support Programme
Handbook during the placement. It would appear, however, from responses to
Q17{b}), that the main driver for doing so was to gain information about assessment
issues (47.8%), with 45.5% accessing information about both work based and
assessment 1ssues.

It is difficult to assess the extent to which this proposition can be confirmed.
Structures are in place to support students during the placement but the extent to
which they access them is largely a matter for them to decide. Most students would
appear to be well supported in the workplace itself. Given that one of the intentions
of the WBL experience 1n an undergradvate programme is to make students more
self-reliant and more responsible for their own learning, it may be that the reason that
more of them do not access College tutor support is precisely because they are
accepting more responsibility for themselves.

Of greater concern is the issue broadly concerning the place and status of knowledge
in Work Based Learning. My view is that knowledge in a WBL context can be
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viewed in a number of ways. Of prime importance is the knowledge that is generated
as a result of engagement with projects in the workplace. Ewvidence from the survey
indicates that 92.6% of the respondents agreed that, through the placement, they had
acquired knowledge, skills and attitudes that had immediate relevance to their future
working and personal lives (Q5{g}). Thus, learning through work is clearly
acknowledged, as is the transferability of knowledge gains.

Further evidence of the way in which knowledge gained through work is transferable
comes through the response of students to Q10 where 81.3% think that they have
developed skills which they will be able to use in their third and final year of studies.
Similarly, responses to Q11 indicate that the large majority of respondents (93.6%0)
think that, through WBL, they have developed skills which they will be able to use in
other jobs that they may undertake in their immediate futures.

The discipline of work, as a by-product of WBL, also features in the survey and data
shows that 67.9% of respondents feel that their ability to meet deadlines has improved
as a result of the placement (Q12{a}), with 82.2% of those feeling that it will help
them to meet deadlines for assessment when back in College (Q12{b}). The
discipline of working regular hours, and the influence of the placement on career
decisions, also feature in the survey and suggests that WBL does have a positive
contribution to make to both areas.

All of this 1s positive in terms of knowledge generated through work and the
transferability of that knowledge from one context to another. However, another
important area in respect of knowledge is the knowledge that is taken into the
workplace. The Chester College Support Programme is intended to provide students
with theoretical perspectives in a range of both ‘hard’ and ‘soft’ areas that they can
examine in practice in the workplace. Yet the evidence suggests that this aspect of
Work Based Learning is not proving as effective as it ought to be. Evidence from the
group interview, which I conducted following the placement, may throw some light
on to this. It would seem, and this is confirmed by most employers, that the majority
of students throw themselves wholeheartedly into Work Based Learning. They are
keen to make a good impression with their employers and they are keen to do a good
job. There seems to be a clear sense in which the job and the job description
dominate and students spoke of College requirements becoming marginalized. The
evidence of Q5(1), which shows that 80.2% of respondents find WBL more
motivating than classroom learning is, perhaps, further evidence of the enthusiasm
students appear to have for WBL.

It may, then, be quite hard for them, in a short space of time (the six weeks of the
placement), to engage with the issues presented to them in the Support Programme in
the way that College tutors would wish. There would appear to be the tendency on
the part of many students to fall back on the Support Programme Handbook
principally for the purposes of, and at the time of writing, their assighments rather
than wrestling with the theory/practice interface during the course of the placement
itself. However, at Q5(j) the data shows that 88.6% of respondents claim that, in
Work Based Learning, they were able to apply knowledge gained through their
College subject(s). This is important data in that it suggests that students do recognise
the applicability of their HE learning to the work setting and confirmation that at least
some of the learning they acquire is of relevance to their employability.
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On balance, 1 would wish to argue that the proposition is confirmed i that students
are given access to at least some of the knowledge they need for learning through
work even though the evidence indicates that not all of them may use it as fully as
might be considered desirable.

Recording & reflecting on learning achievements in the workplace

Proposition 3 : that stndents record, and reflect on, their learning achievements
in the workplace.

Responses to Q1(a) show that 96.5% of students claimed to keep a record of their
experiences while on placement with, what would appear to be, the overwhelming
majority keeping a written record (Q1{b}). 74.9% claimed that they deliberately set
aside time to reflect on their progress towards achieving their learning outcomes with
nearly two-thirds (61.5%) claiming to do this either on a daily or weekly basis.
Further evidence in respect of reflection is found at Q3(a) where responses indicate
that almost one third of the students (32.1%) had considered the way in which their
preferred learning style had influenced the way they tackled their work. Leamning
styles was raised as a theoretical issue in the Support Programme and some students,
at least, presumably had reflected on this in relation to their experience of work. Ina
similar way, evidence at Q4(a) suggests that two-thirds of respondents (67%) had
referred to theoretical concepts to help them to make sense of their work based
experience, with the majority of those (83.9%) claiming to have accessed them
through the Support Programme Handbook. Although the figure reported at Q4(a) is
disappointing, in that one third of the students claimed not to have used theoretical
concepts in this way, it does, nevertheless, point to a degree of reflective activity on
the part of those who did. Of course, it is also true that all students completing this
questionnaire had to engage, to some degree, in reflective activity in order to be able
to do so.

While, on the basis of the evidence, it may seem reasonable enough to confirm the
proposition, there is no way of knowing, from this survey alone, whether any of this
reflective activity was undertaken in more than a perfunctory manner. It was the job
of the semi-structured interviews to probe further into issues concerning the depth at
which reflective activity was undertaken. The findings from the qualitative survey in
this respect are reported on page 68 of this report.

The distinctiveness of Work Based Learning

Proposition 4 ; that Work Based Learning possesses certain distinctive featnres
apparent to those engaged in the experience

All respondents (100%) claimed to find learning in the workplace different from
learning in Coliege (Q5{a}), which suggests that Work Based Learning must possess
some distinctive features recognised by those who engage in it. Some of those
distinctive features appear to be recognised as relating particularly to the way in
which programmes of learning through work place a high degree of responsibility on
the learner for determining the focus of learning and for negotiating the learning
outcomes of a programme of WBL. Thus, at Q5(b) 87.8% of respondents agreed that
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they had been able to structure their learning to meet their personal and professional
needs, and at Q5(n) 75.3% claimed that WBL enabled them to focus on what they
needed to know. 70.5% at Q5(c) felt that they had been able to devise their own
programme of learning, with 66% agreeing that accepting responsibility for devising
their own learning programme was not easy (Q5(d)). This ability to take charge of
your own learning in WBL is contrasted with the way in which, at College, tutors
assume those responsibilities. 84.6% of respondents recognised this to be the case

(Q5{e}).

The majority of students (93.3%) who took part in the survey agreed that WBL had
involved them not only in planning their own learning but also in the evaluation of it
(Q5{f}) and 92.6% agreed that WBL had enabled them to acquire knowledge, skills
and attitudes that have immediate relevance to their future working and personal lives
(Q5{g}). Again, the vast majority of respondents (94.2%) agreed that WBL required
them to be more self-reliant than did College based courses (Q5{i}) and 88.6%
(Q5{j}) agreed that 1t enabled them to apply knowledge gained through College
modules.

96.8% of respondents agreed that Work Based Learning had raised their awareness of
the relevance of practical expenience for learning (Q5{k}), with 80.2% claiming it to
be more mottvational than classroom learning (Q5{e}). Responses to Q9(b) indicate
that about one half of respondents (77.3% of the 61.3% YES respondents at Q9{a})
felt that they had made significant changes in learning as a result of the opportunity
given through WBL of planning their own learning, which seems to indicate an
awareness of having power over their own learning sufficient to direct or redirect its
course.

This proposition appears to be confirmed, with respondents agreeing in large measure
that the distinctive features of Work Based Learning, either made explicit or residing
implicitly within the questionnaire, are recognised by them as being features of WBL.
These distinctive features are identified as follows :
e WBL as negotiated learning
WBL requires the learner to take responsibility for his/her own learning
In WBL learning can be focused on where it is needed
WBL requires the learner to be self-reliant
WBL provides the opportunity for the application of knowledge
WBL is a form of experiential learning
WBL gives the learner power over his/her own learning

Development of critical thinking & critical reflection in the context of work
based settings

Proposition 5 : that Work Based Learning gives rise to the development of
critical thinking and critical reflection

This is a particularly difficult proposition to test by way of a questionnaire and the

intention in introducing it into the survey was simply to discover something of the
behaviours of students that might facilitate a reflective approach to learning. The
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principal mode of enquiry into the development of reflective capabilities was left for
the semi-structured interviews of the qualitative research.

Answers to Ql{a) indicate that the vast majority of students surveyed (96.5%)
claimed to keep a record of their learning experiences while on placement. At Q1(b),
where students were given the opportunity to indicate the way(s) in which they
recorded their experiences, the evidence suggests that the majority kept some form of
written record. Almost three-quarters of those surveyed (74.9%) claimed that they
- deliberately set aside time to reflect on their progress towards achieving their learning
outcomes (Q2{a}), with almost one third (31.2%) claiming to do this on a daily basis,
and almost another one third (30.3%) alleging that, for them, it was a weekly activity

(Q2{b}).

Tt appears, however, that only 32.1% (Q3{a}) did sufficient reflection to be aware of
the way in which their preferred learning style affected the way they went about their
work. However, there seems to be some evidence that students had reflected to a
sufficient degree on the overall impact of the experience for 75.8% to agree that they
had learnt something that had possibly made a lasting change in them (Q30) and a
similar number (76.8%) claiming that, at some point during the placement, they had
had a sudden insight which made them realise they had learned something new (Q31).

It could be claimed that further evidence of reflection is found in response to Q32(a)
where students were asked whether or not during the placement they felt they had left
their “comfort zone”. 34% claimed this to be the case and nearly all of them (97.1%)
claimed to have persevered with their learning when faced with this situation

(Q32{b}).

Although, overall, there is insufficient evidence to claim that the proposition (that
WBL gives rise to the development of critical thinking and critical reflection) 1s
confirmed, there is evidence to suggest that students are engaging in practices which
have the potential to lead to critical thought, and also some evidence that reflection is
occurring through experiences in the workplace. The evidence from the qualitative
research study, however, suggests that the level at which critical thinking and critical
reflection is engaged in may not be as deep as might be hoped for. Findings relevant
to this aspect of the study are to be found on page 68 of this report.
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Chapter 5 Conclusions & Recommendations

The principal aim of this section of the report is to identify the main conclusions of
my research and to make recommendations intended for the Senior Management
Team of Chester College of Higher Education concerning the College’s Work Based
Learning provision (see report to SMT of Chester College on WBL provision
{Appendix E}).

As stated in Chapter 1, the overall purpose of the research was to conduct a critical
inquiry concerning the justification of programmes of Work Based Learning within
the overall curniculum provision of Chester College, with the key aim being defined
as ' to investigate the nature and distinctive featnres of Work Based Learning in
order to demonstrate that, on philosophical and eduocational grounnds, its
inclusion in the Chester College curriculum is entirely justified.

For the purposes of triangulation of results and overall evaluation of the evidence in
relation to the central aim of the project, the following approach will be adopted (see
Chart {p28} for summary, showing how, in the context of the case study, evidence is
brought together for consideration as a whole). The central aim will be broken down
into three parts, namely :

¢ Nature (of Work Based Learning)

o Features (of Work Based Learning

e Justification (for Work Based Learning in the higher education curriculum)

The nature of Work Based Learning has been researched in two principal
philosophical areas, namely :

¢ Ontology

e Epistemology

The distinctive features of Work Based Learning have been researched in one
principal educational area, namely :
e Pedagogy

The justification for Work Based Learning to be included in the higher education
curriculum will be judged in relation to three measures :
e The three propositions relating to the Qualitative survey and the extent to
which they are confirmed by the evidence
e The QAA qualifications descriptor for an honours graduate (see Appendix O)
e Bamnett’s analysis of the “critical being” (see Appendix Q)

Each area of enquiry will be supported by an evidence base consisting of :
e Literature relevant to current WBL debate
e The aricle(s) 1 have produced for publication
o Data from the Qualitative interviews
e Data from the Quantitative survey

Triangulation, and overall evaluation, of results will lead to conclusions and
recommendations.
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ONTOLOGY

Evidence base

e Literature (from Chapter 3 Literature Review)

e Articles :
Major, D ; 2002 ; A More Holistic Form of Higher Education : the Real
Potential of Work Based Learning ; in The Journal of Widening Participation
and Lifelong Learning Vol. 4, No.3, Dec. 2002 (Appendix A)
(This paper was peer reviewed prior to publication.}
Major, D ; 2002 ; Towards a Philosophical Underpinning for Work Based
Learning ; the Ontological Perspective ; unpublished (currently under
consideration for publication) (Appendix D)

e Quantitative data (from Propositions 1 & 5)

¢ Qualitative data (from Questions 1 & 6)

Literature

I consider that the work of Barnett has a great deal of potential as a source of
philosophical underpinning for Work Based Learning. His concept of the “critical
being”(Bamnett, 1997), which embraces critical thinking, critical self-reflection and
critical action in a holistic way and one commensurate with Barnett’s view of what a
graduate should be, is, in my view, achievable through Work Based Learning.
Evidence from the Qualitative data suggests growth in self-knowledge through WBL
and an awareness of the importance of critical reflection and critical self-reflection.
The issue of critical action was not focused on in the interviews, though a number of
my respondents noted how, through critical reflection, they had experienced change in
their attitudes to world issues (Q6), with some noting their greater awareness of the
need to view issues from multiple perspectives (Q6), and an awareness of the
relational viewpoint (Q6).

Vaill’s (1996) understanding of learning as a way of being, I also consider to be a
valuable contribution to a potential philosophical underpinning for Work Based
Learning. I have argued in my article 4 More Holistic Form of Higher Education that
critical reflection, as a key feature of WBL, has the potential to assist individuals with
meamng-making and Vaill’s understanding of ‘spiritual learning’ supports that
argument. Although 1 recognise that the empirical evidence from my research must
not be exaggerated in respect of the way in which WBL impacts on individuals and
brings about change for them, nevertheless, there i1s a certain amount of evidence from
the Qualitative data which suggests that it does increase self knowledge and can bring
about a changed perception of self (Q1). The evidence also shows something of the
wide range of ways of learning individuals engage in when undertaking Work Based
Learning (e.g. Q3) and I have argued that this has the strong likelihood of leading to
learning to learn which may be another way of understanding Vaill’s concept of
learning as a way of being.

Articles

Drawing on concepts such as critical being and learning as a way of being, I attempt
in these two articles to make the case for Work Based Learning as a more holistic way
of being and knowing than conventional university education provides for. Critical
reflection is featured as a key attribute required in, and developed through, WBL, and
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I attempt to show how the concept of relationality is central to work and, therefore, to
learning through work. Some of the claims made in these theoretical articles are, [
would argue, backed up by evidence from my empirical research (e.g.Q6). A holistic
reading of the semi-structured interview responses, gives, In SOme cases, a clear sense
of the way in which the respondents claim to have grown and changed in respect of
their “being” as a result of engaging in Work Based Learning.

Quantitative data
Proposition 1 : that, through WBL, students are likely to gain a greater sense of

responsibility for their own learning

Proposition § : that WBL gives rise to the development of critical thinking and
critical reflection

Given that the principal purpose of this survey was essentially to gather data for the
WBL Development Group within the Centre for Work Related Studies at Chester
College, with a view to ganging the effectiveness of advice and support given to
students on placement, there was a tendency to ask direct questions about functional
rather than philosophical issues. However, data shows that, for example, students are
aware of the greater responsibilities that WBL places on them for assuming control
over their own learning and for being involved in its planning and evaluation (e.g.
Q5). While no attempt was made to measure the success of the students in rising to
these challenges, nevertheless, the fact that they recognise that WBL places these
responsibilities on them is sufficient to make the claim that it has the potential to lead
to learners having greater control and responsibility over their own learning. An
inference which may be made is that this is more likely to lead to “learning as a way
of being” than might be the case throngh more controlled learning environments.
This is said in the knowledge that there is a general move in higher education to
promote learner autonomy and to facilitate independent learning both of which, as
indicated above, Work Based [earning requires of its students.

Although extremely difficult to test students’ critical thinking and critical reflection
abilities through a questionnaire, nevertheless, some evidence does emerge from the
quantitative survey in these respects. For example, almost three quarters of the cohort
surveyed claimed to set aside time for reflection on their progress towards achieving
their learning outcomes {(Q2{a}), and just over three quarters, in saying that they had
achieved learning that would make a lasting change in them (Q30), were presumably
implying that they had undertaken a process of critical reflection which had led them
to that conclusion. The claim that “change” has occurred as a result of experiences
gained through Work Based Learning, is commonly written about by students in
assignments (not researched as part of this project) where they are attempting to
demonstrate their critically reflective skills.

All that may be claimed from this aspect of the survey is that there is evidence to
suggest that students are engaging in practices which have the potential to lead to
critical thought, as well as some evidence that reflection is occurring through
experiences in the workplace. This confirms the findings of the qualitative research,
though it has to be acknowledged that the evidence there also raised concerns about
the level at which critical reflection, in particular, is occarring.
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Qualitative study

Proposition 1 : that WBL has the potential to bring about change in the way in
which individuals see themselves, their wark and their worlds.

In order to be in a position to confirm this proposition, the empirical evidence from
the semi-structured interviews would need to show evidence of ways in which, as a
result of undertaking WBL, people’s views of themselves their work and their worlds
had changed. In addition, if T were to be in a position to strengthen the arguments I
make in the two articles, empirical evidence in respect of relational learning and
critical reflection would be necessary. Comment on the three areas of change,
relarional learning and critical reflection make up this section.

Change

In respect of change, the data shows that a number of respondents claimed that WBL
had made an impact on them with more than half (16) claiming that it had brought
about growth in self knowledge or that it had changed their understanding of
themselves or that it had brought about self-examination (Q1). Again, nearly half of
the respondents (13) spoke of gaining a greater awareness of their own capabilities
and of having a growing confidence in their own abilities as a result of undertaking
Work Based Learning (Ql). 10 respondents claimed an overall growth in self
confidence resulting from WBL, with others speaking of experiencing greater self
esteem, of having an improved self image and of feeling empowered through WBL
{Q1). Change in relation to attitudes to work and to world issues were also identified
by some respondents, though others did not think that WBL had brought about change
for them in these respects (Q6).

While the evidence is not overwhelming, there is sufficient of it to make the claim
that Work Based Learning has the potential to bring about change in the way people
understand themselves and that, for some at least, it has had an influence on their lives
or impacted on them as human beings and, even, for some, changed their attitudes to
work and to issues in the world. Ifthis is the case, it suggests that WBL is a powerful
way of learning that engages the affective domain (e.g. evidence of Q1) as well as the
cognitive (e.g. evidence of Q2) and, therefore, has the potential to bring about more
holistic ways of being and knowing than, arguably, is the case through more
conventional forms of HE study (though, given that this is not a comparative enquiry,
I do not have data, apart from Q35 of the Quantitative study, on the student experience
of conventional HE). This would certainly add weight to the theoretical arguments of
my articles. A note of caution, however, needs to be struck in that some, at least, of
my subjects could be considered to be highly impressionable.  Full-time
undergraduate students, new to a form of experiential learning conducted in the
workplace, frequently undergo a steep learning curve during the course of the six
weeks of the placement which makes quite an impression on them. Usually, learning
in this way is an entirely new experience for them and the experience of change (from
the lecture room to the workplace) can be stimulating, exciting and invigorating. My
past experience of talking with students during and shortly after their placements is
that, typically, they are full of enthusiasm for what they have been doing. In many
cases they will have had an entirely new experience (even those students who have
worked throughout their degree studies, frequently express their excitement at being
able to experience work in a profession of their choosing, as do mature students with a
record of employment), and often an opportunity to apply their learning to a task for

96



an employer. All of this can have quite an impact and create the impression of having
had a unique experience.

Another group of my students, on whom Work Based Learning appeared to make a
considerable impression, consisted of a number of people in full-time employment
who had not expected to ever engage in HE level study. For them, an unanticipated
opportunity had opened up and their discovery that not only were they able to cope
with this level of study but that some of their professional competences were actually
recognised as equating with higher education level learning, proved to be highly
motivational. 1t is perhaps, therefore, not surprising that a typical response was that
WBL had impacted on them hugely and in a very positive way in that they now
valued themselves more highly and recognised their capabihities and their contribution
in the workplace.

For both of these groups, what 1 shall refer to as, the “novel” factor of Work Based
Learning should not be underestimated or ignored. However, the evidence of the
interviews also suggests that even some of those not falling into either of the above
categories recognised something of the impact of WBL on them in terms of changed
self-understanding and improved motivation. It may, therefore, be the case that, while
the novel factor may play a part in the impact on the individual of the experience of
WBL, it does not explain it in its entirety and that there are other factors involved. 1t
is my contention that these other factors are concerned with the distinctive features of
Work Based Learning that cause the learner to engage in a wide variety of ways of
learning within the context of a community of practice.

Relational learning

In respect of relational learning, the evidence shows that respondents engaged in
various forms of collaborative learning, These included sharing ideas, gaining
feedback from others, engaging in debate and argument as a way of learning, tapping
into the tacit knowledge of the workplace, asking questions, team working, and so on
(Q3). In terms of skill gains and development there were also numerous references to
various forms of interpersonal skills including communication skills, people skills,
negotiating skills, team management and leadership skills, and so on (Qs 4&5).

There seems to be sufficient evidence from my qualitative research to make the claim
that Work Based Learnming almost inevitably involves people in various forms of
collaborative learning and engages them in interpersonal relationships in a variety of
ways to the extent that, when combined with the impact it has the potential to make
on individuals in respect of their self-understanding, supports the philosophical
viewpoint that Work Based Learning i1s a form of ontological-relational thought (a
point developed in Towards a philosophical underpinning for WB1). The evidence
seems to suggest that most participants recognise that WBL involves learning in
community and not in isolation, and that learning through work involves an awareness
of inter-dependency, mutuality and collaboration. This raises issues for higher
education, not least in terms of the way in which assessment of learning is undertaken.
It also contrasts quite starkly with the conventional culture of learning in higher
education with its emphasis on individualism and personal achievement.

The significance of the evidence, however, should not be over-stated nor the
differences between WBL and conventional HE polarised. There is no reason, for
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example, why much learning on the University campus cannot be undertaken using
more collaborative methods (many University departments now like to refer to
themselves as learning communities) and sometimes learning in the workplace may
be best achieved through lone activity, such as reading a book or writing an article.
However, it remains the case that a distinctive feature of Work Based Learning is that,
typically, it occurs within a community of practice, which itself facilitaies much of the
learning that occurs and, therefore, places emphasis on the notion of relational
learning. Any form of collaborative learning implies that there are two principal
forms of learning occurring simultaneously : that is, (1) learning about the topic or
subject under consideration, and (2) learning about the others who are engaged in
learning with you which, in turn, almost inevitably leads to more self learning. This,
it seems to me is the essence of the ontological-relational perspective and, therefore,
the claim, that Work Based Learning is a form of ontological-relational thought,
justified.

Critical reflection

I have regarded critical reflection as a sub-section of ontology throughout this
research, though I have also acknowledged its potential in terms of both epistemology
(especially concerning self-knowledge) and pedagogy (especially as a method of
learning). My principal reason for retaining it in this category is because of its
potential for meaning-making and, therefore, as a way of understanding one’s own
being. The article, Towards a philosophical underpinning for WBL : the onlological
perspective, attempts to make the case for critical reflection as a key and distinctive
feature of Work Based Learning. The theoretical view that I expressed in this article
is that the centrality of critical reflection in Work Based Learning ensures that it has
the potential to lead to more holistic ways of being and knowing, ways which
embrace critical thought and critical action in a way of critically self-reflective being,
which aligns with Barnett’s understanding of the “critical being”. The acid test,
however, is in respect of student awareness of the potential of critical reflection to
achieve this state.

Evidence from the quantitative study (as noted above) of full-time undergraduates’
experiences of Work Based Learning show that three quarters of the respondents
(74.9%) claimed that they deliberately set aside time for critical reflection. The
qualitative study suggested also that the majority of students were aware of the
importance of critical reflection in WBL with some making claims about its
effectiveness. Nearly two-thirds of my subjects (19) claimed that critical reflection
had either changed their attitude to themselves or that they were now more aware of
the importance of critical self-reflection {(Q6). More than one third (11) claimed that
critical reflection had changed their attitude to work and nearly half (14) indicated
that either change had occurred in respect of their attitude to world issues or that they
were now more aware of the importance of global issues (Q6). The data also reveals
students’ awareness of the rich potential of critical reflection for self development,
professional development and development as a citizen. Among the specific claims
made concerning the effectiveness of critical reflection were the following : that it had
brought about a more positive attitude to self, that it had brought about the feeling of
empowerment, that it prevented the myopic viewpoint and opened up the potential for
issues to be considered from a range of perspectives with the potential to lead to more
balanced viewpoints, that there was a greater awareness, as a result of critical
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reflection, of the relational perspective, and that it has the potential to bring about
critical action (Q6).

However, on the basis of the evidence that, throngh critical reflection, change has
been brought about for individnals in respect of their views and attitudes towards
themselves, their work and their worlds, | am cauntious about emphasising the
significance of this finding to any great extent because of my serious concerns that the
level at which students on programmes of WBL may be engaging in critical reflection
is not a very deep one. Almost two-thirds of the respondents (20) either did not
indicate clear understanding of critical reflection or their answers indicated only a
basic understanding of it (see discussion on Q6 in Chapter 4). 1 am drawn to the
observation of Boud (Boud & Solomon, 2001, which | quote in Towards a
philosophical underpinning for WBL), concerning whether critical reflection in WBL
contexts provides a sufficiently critical edge to promote the kinds of critical thinking
characteristic of a University education. Boud concludes that some reflective
activities may not (ibid, page 55), and his observations lead me to infer that my
suspicions, on the basis of the data 1 collected concerning the level at which students
are engaging in critical reflection, may not just be a local issue but one that is
pertinent to WBL at large. If this is the case, it indicates a clear need for a great deal
more work to be done in this area so that the level at which WBL students are
engaging in critical reflection is consistent with the standards of critical thinking
engaged in elsewhere in the University.

What is clear to me is that, whatever the situation is in respect of the level at which
critically reflective activity is taking place in the context of WBL, it does not change
the sttuation in respect of the centrality of critical reflection in this field of study.
Critical reflection is the key capability of the reflective practitioner. Similarly, critical
reflection is at the heart of the model of praxis espoused in liberation thinking and
considered by some to be a key aspect of WBL methodology (discussed in Towards a
philosophical underpinning for WBL). However, critical reflection is not necessarily
an tntuifive process. It is one that people have to learn, especially if they are to
achieve a depth of reflection acceptable to higher education. Thus, those responsible
for delivering programmes of Work Based Learning must also be charged with the
responsibility for facilitating the development of students’ critically reflective
capabilities. That critical reflection is a capability that develops through learning and
experience is implied by one of my postgraduate respondents who noticed that her
peers, who had undertaken WBL previously, possessed a greater understanding and
insight than she did concerning learning in the workplace. Similarly, two other
postgraduate students, who had undertaken WBL as part of their undergraduate
studies, noted their own development in their ability to critically reflect, suggesting
that, to some extent, it is a learned process.

Conclusions

It would seem that the overall volume of evidence from my four sources is sufficient
to make the claim that, with reference to each of my three measures or benchmarks of
achievement, in respect of the ontological dimension, the standards are met
demonstrating, in my definition, the justification for WBL in the Chester College
curriculum.
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Proposition 1

It would seem reasonable, on the basis of the evidence, to claim that the proposition
that WBL has the potential to bring about change in the way in which
individoals see themselves, their work and their worlds is confirmed. This needs
to be done tentatively because not all of my respondents made such claims and, where
they did, it was not always possible to gauge the strength of feeling concerning the
extent of any change. Neither would I wish to insist on exclusivity for Work Based
Learning in this respect because this was not a comparative study. However, there
does seem to be sufficient evidence to suggest that, through WBL, learners are
engaged in a form of “blended learning” that embraces their intellects and their
emotions in fairly equal measure, leading them to not only engage in critical thinking
but also in critical self-reflection and, potentially, critical action (though the research
offers limited evidence in respect of the latter). This more holistic way of learning 1s,
1 would argue, characteristic of Work Based Learning and a distinctive feature of it,
leading to the concluston that there is a strong ontological dimension to WBL .

QAA qualifications descriptor

Although the QAA qualifications descriptor hints at a more rounded understanding of
graduateness than may be the concept catered for in many universities, at least until
recently, it has to be recognised that it has limitations in respect of the concept of the
graduate spoken of by Barnett and, indeed, the more rounded graduate that I have
been claiming WBL has the potential to produce. In my summary of the QAA
descriptor, only one aspect of it seems to come anywhere near addressing ontological
issues. This is where it says that graduates will have qualities and transferable
skills necessary for employment requiring the exercise of initiative and personal
responsibility, decision-making, and the learning ability to undertake further
traiming.  Although this draws in issues that 1 have considered equally under
epistemology and pedagogy as well as ontology, I have no hesitation in asserting that
Work Based Learning should find the achievement of this measure a straightforward
one and, moreover, that the evidence of my findings confirms that it does indeed have
the potential to enable its achievement. [t is not the place to address the strengths and
weaknesses of the QAA descriptor, though, in passing, I will observe that, in respect
of an ontological perspective, it would appear to be severely deficient.

Barnett’s “critical being”

I was interested in Bamett’s work for some considerable time before I noticed his
involvement in contributing to texts on Work Based Learning (Barnett, 1999). I take
this to mean that others have also recognised his potential contribution to this area of
study, even though his early references to it are not extensive neither can they be said
to be particularly supportive of it. In my reading of his one or two contributions to
WBL literature, I detect a reservation in his thinking concerning the potential of Work
Based Leamning to deliver the more rounded graduate of which he speaks.
Nevertheless, whether he sees it or not, I would wish to argue that, through Work
Based Learning, with critical reflection as a key component of it, individuals
undertake critical self-reflection that has the potential to be transformative in relation
to their lives and their work in precisely the way that Barnett would wish. Read
holistically, a number of the interview transcripts indicate the way in which,
according to the respondents, WBL has impacted on them, including its requirement
that they engage in critical reflection in relation to their work and to their own
performance in carrying out that work. The quantitative survey reinforced this
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finding to some degree and 1 have argued the theoretical case particularly in my
article A More Holistic Form of Higher Education.

Recommendations to Chester College Senior Management Team

1.

that Work Based Learning be recognised as making a distinctive
contribution to the Chester College of Higher Education curricnlum
through engaging learners in more holistic ways of being and knowing
(See Report for Chester College, Appendix E “Summary of
Recommendations™ points I & 4 which request SMT to clarify the position in
relation to the College’s undergraduate WBL curriculum and to sanction its
further development.)

that there is every justification for higher education to recognise the
workplace as a bhona fide site of learning, where learning occurs
principally through communities of practice (See Report for Chester
College, “Summary of Recommendations”, points 2 & 3 which request SMT
to support the expansion of the College’s Foundation Degree provision by
introducing entirely work based models, and through the introduction of a
D Prof. award.)

that the contribution of Work Based Learning to the Government’s
widening participation and lifelong learning agendas be acknowledged
and supported financially (Following this Report, a formal request will be
made to the College’s Widening Participation Commiitee that recogmtion be
given to aspects of the Centre’s work which support widening participation
and lifelong learning especially through the newly established Enterprise Unit
managed and operated by the Centre for Work Related Studies, with a request
that funds to develop this work be made available to the Centre.)

that recognition be given to the central and key role of critical reflection
in programmes of Work Based Learning (See point 5 below.)

that critical reflection is a process to be learned and that much work
needs to be undertaken in respect of the facilitation of that learning by
these in higher education respensible for delivering programmes of Work
Based Learning (Following this Report, a paper will be presented to the
College’s Teaching & Learning Committee with a request that support should
be given to further research in this area. As Director of the Centre for Work
Related Studies, 1 propose to set up a review panel within the Centre to focus
on the ways in which students on various modules and programmes of WBL
are supported in terms of the facilitation of critical reflection, with a view to
exploting ways of strengthening current provision.)
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EPISTEMOLOGY

Evidence base

e Literature (from Chapter 3 Literature Review)

e Articles
Major, D ; 2002 ; A More Holistic Form of Higher Education : the Real
Potential of Work Based Learning , in The Journal of Widening Partictpation
and Lifelong Learning Vol. 4, No.3, Dec. 2002 {Appendix A}
(This article was peer reviewed prior to publication.)
Major, D ; 2002 ; The Place and Status of Knowledge in Work Based
Learning ; in Conference Proceedings, Work Based Learning Network of the
UACE, Nov. 2002 ; UWIC (Appendix B)
(This paper was peer selected for conference delivery.)

¢ Quantitative data (from Proposition 2}

e Qualitative data (from Questions 2, 5, 7 & 8)

Literature

No single text that I have come across deals adequately, in my view, either directly or
indirectly, with the place of knowledge in Work Based Learning, but then I have not
come across a text that claims to do so. Portwood’s work offers real potential,
especially the concept of the “learned worker” who is characterised by a combination
of “intelligent scepticism’ and “focused intelligence”, but is largely undeveloped as a
theoretical perspective. Bamnett & Griffin’s (1997) The End of Knowledge in HE
offers potentially useful background knowledge against which to view the emergence
of WBL in a post-modern context, and Gibbons et al (1994) The New Production of
Knowledge provides the opportunity to make a counter argument. Symes &
Mclntyre’s (2000) collection of essays offers a useful backdrop to some of the issues
pertinent to epistemology. Nevertheless, these and other texts provide valuable
sources for the development of my own arguments and also provide substance for
reflections in respect of my empirical research findings.

Articles

Defining the place and status of knowledge in Work Based Learning is crucial if
progress is to be made towards its full acceptance as a justifiable element of the
higher education curriculum. My paper, The place and status of knowledge in Work
Based Learning (Appendix B), is an attempt to outline some of the issues pertinent to
this debate. In this paper, I argue for a holistic view of knowledge in the Work Based
Learning context, with the recognition that WBL is about knowledge creation as well
as knowledge application. This is essentially a theoretical argument and, as a way of
attempting to further my understanding in respect of knowledge in WBL and to
generate some empirical data that might support it, a number of questions were asked
of students, in both the quantitative and the qualitative surveys about the sorts of
knowledge they had encountered through Work Based Learning, their sources for
accessing this knowledge and what they felt they had learned through WBL.
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Quantitative data
Proposition 2 : that WBI at Chester College is appropriately supported both by

employers and the College and that students are given access to the knowledge they
need for learning through work.

For the purposes of this enquiry, the first part of this proposition is considered to
relate exclusively to the concerns of the College’s WBL Development Group. The
issue for this report is in respect of evidence concerning knowledge that students need
for WBL. As indicated elsewhere in the report, a feature of the Chester College
model of undergraduate WBL. is the Support Programme through which students are
introduced to theories considered to be relevant to learning through work. The
evidence shows that only two thirds of the cohort claimed to refer to any theoretical
concepts to help them make sense of their work based experience (Q4{a}), though at
Q17(a) more than 85% claimed to have read the Support Programme Handbook.
While there would appear to be insufficient evidence here to be confident about the
proposition, further evidence from Q5(j) shows that nearly 89% of respondents
claimed that they were able to apply knowledge gained through their College
subject(s).

Equally important to knowledge input are knowledge outputs and the evidence of the
survey shows that nearly 93% of the respondents agreed that, through the placement,
they had acquired knowledge, skills and attitudes that had immediate relevance to
their future working and personal lives (Q5{g}). Thus, learning through work is
clearly acknowledged, as is the transferability of knowledge gains. While it did not
feature as part of the research for this project, evidence from students written
assignments would confirm that, typically, they include references to material that
forms part of the Support Programme as well as identifying knowledge gains from the
placement, thus corroborating the claims cited above.

Qualitative study

Proposition 2 : that knowledge and skills generated through Work Based
Learning are fully commensurate with HE standards thus justifying the place of
WBL in the curriculum

My respondents identified a broad range of knowledge and skills acquisitions through
Work Based Learning. A number of full-time undergraduates worked in areas related
to their degree subject(s) and claimed gains in respect of their academic subject
knowledge (Q2). This extended to gaining a greater theoretical understanding of their
subject as well as gaining knowledge through subject application {(Q2). Similarly, a
number of part-time students in full-time employment spoke of making gains in terms
of their professional knowledge (Q2).

Respondents also claimed that knowledge was achieved in the area of Work Based
Learning theories and their application {Q2). This is essentially the “taught” element
of WBL pertaining to the Chester model (a one-week Support Programme for full-
time undergraduates prior to their six week placement or 2 module on WBL Methods
& Processes for part-time students in employment).

Skills gains were spoken of in terms of both *hard” and ‘soft’ skiils with particular

mention being made of communication skills, human relationship skills, time and
project management, and study and research skiils (Q1). Gains in self knowledge
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were also frequently commented on (QQ5) and emphasis placed on the potential
transferability of knowledge and skills gained through WBL (Q8).

While the empirical data is not sufficiently comprehensive to be able to make
unqualified claims about the place and status of knowledge in Work Based Learning,
what there is seems to me to indicate that WBL is entirely justified as an element of
the higher education curriculum. The empirical evidence confirms that knowledge 1s
central to WBL — in other words, its ‘place’ is assured — but typically it is of a broader
type than the disciplinary knowledge taught in the University. The study confirms
that knowledge in Work Based Learning is clearly inter- or trans-disciplinary and that,
without necessarily using that language, students recognise it to be so. The study also
shows that, in a sense, the knowledge base in WBL is broader even than that because
it unashamedly brings seif knowledge and knowledge of others into the equation and,
again, students clearly recognise this to be the case. The matter seems to be further
complicated by the fact that, at any given time, there may be a mix of relatively
straightforward and simple bits of knowledge with far more complex and
sophisticated knowledge elements. Such a mix may include inputs in terms of the
knowledge that 1s needed to perform a task or application in the work context, or
outputs in terms of the knowledge that 1s generated through Work Based Learning.
This mix of relatively simple and relatively complex knowledge makes it difficult to
give assurances concerning the status of knowledge in WBL, especially if it is
disaggregated and some elements of it are shown to be of a relatively low status. Ina
sense this is at the heart of the issue concerning the full admission of Work Based
Learning into the higher education curriculum. Critics of WBL from within the
University are likely to emphasise what they might consider to be the more trivial
elements of knowledge and of learning generated through work and to present these
as if that is all there is to it. The reality of course is that WBL does not occur in the
more clinical setting of the lecture room where the tutor has a high degree of control
at least over the inputs of knowledge. Work Based Learning occurs in the more
messy and frequently ill-defined context of the workplace where, in most cases
(research laboratories might be an exception), the limits of knowledge in all directions
are unbounded and less controlled than in the confines of the University (which, of
course, itself is also a workplace for some and in that context much of what has just
been said refers equally to it).

Despite the range of knowledge and the different ievels of knowledge pertinent to the
workplace, there are controls which are used in WBL to assure the University that the
knowledge gained through it is of a sufficiently high and sound status for it to be
retained as a fully justified element of the higher education curriculum. In particular,
a key document in WBL is the Learning Agreement which specifies the learning
outcomes to be achieved from a learning through work project. Such learning
outcomes have to be consonant with the level characteristics defined individually by
HEIs and now generically defined for them by the QAA Qualifications Framework.
Student assignments are used to confirm that the learning outcomes have been
achieved and these are made available to external examiners for confirmation that
appropriate standards have been met. This i1s essentially the way in which the status
of the knowledge gained through WBL is assured and, given that these matters are
handled professionally, then, I would claim, Work Based Learning is as justified as
any other element of the HE curriculum. Certainly from the perspective of Chester
College, Work Based Learning has been examined formally as an accredited activity
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since 1991 with its own specialist external examiner and its own Assessment Board.
Throughout this period, no substantive issues of a negative nature concerning
academic quality have been raised by any of the succession of external examiners.
The College’s undergraduate WBL provision has also been examined in each
Departmental Subject Review since the deployment of this particular QAA
methodology and has been consistently highly rated by all Subject Review teams.

The diversity of knowledge and skills applicable to the workplace, seen perhaps by
some as offering an ill-defined and ill-disciplined context for learning, may be seen by
others as the reality of learning environments once formal school and higher
education learning is completed. For most people, most of their lives are spent in
such messy learning environments and it is through these that most of us learn the
majority of what we know. Arguably, what is generated by way of learning through
work is of a far more holistic nature than the learning generated through formal
education, where the greater clinical control leads to a closer focus on critical thought
as the chief outcome of a conventional University education. Barnett (1997) has
argued convincingly about the inappropriateness of such a narrow focus which fails to
engage students in matters of critical seif-reflection and critical action. Together with
critical thinking, Barnett sees these as being the characteristic marks of a graduate
and, where opportunities for growth and development in each of these three crucial
areas is not offered by Universities, then there is a sense in which they are failing in
their responsibilities. My view is that Work Based Learning has the potential to offer
the more rounded and holistic style of HE that Barnett is arguing for and I believe that
the evidence of my empirical surveys suggests this to be the case.

Kuowledge support

It seems to me that an important issue for discussion in the context of Work Based
Learning is that of the ways in which students have access to various sources of
knowledge to inform their thinking and to support the generation of further
knowledge. Numerous references were made by students during the semi-structured
interviews, to knowledge inputs through either the College’s Support Programme for
full-time undergraduates or the Methods & Processes module for part-time students,
and of the ways in which such knowledge informed their thinking and learning.
Similarly, in the quantitative study, questions were asked which related to the Support
Programme and the responses caused me to express some concern about the extent to
which full use is made of the potential it offers.

Beyond the knowledge provided as part of the induction of students into Work Based
Learning, there is also the question of the knowledge input students need during the
course of their placement or defined time-span of learning. This is, in a sense,
knowledge which is additional to the knowledge generated in the workplace, perhaps
better thought of as work related knowledge rather than work based. For this reason,
the professional studies programme devised at Chester College for pari-time students
in employment, has the potential to combine both work based learning and work
related learning (that is, the knowledge needed to achieve further knowledge
generated through work). Such knowledge inputs may be delivered conventionally to
groups or accessed independently either through more formal means {(e.g. libraries,
on-line ‘just-in-time’ learning packages), or less formally (e.g. through accessing the
tacit knowledge of the workplace, asking questions of experts). Given that Work
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Based Learning may take place without higher education intervention of the
conventional kind, it is not dependent on HE knowledge.

However, modules taught by HE tutors were part of the learning pathways delivered
to a number of my respondents in full-time employment at their place of work. Given
the close alignment of the content with work based needs, and the work based nature
of the assessments associated with them, the students did not really discriminate
between work based and work related learning. They did, however, in vartous ways,
seem to me to acknowledge the importance of such knowledge inputs in terms of their
personal and professional development, and as having a crucial role to play in terms
of the development of WBL projects. For example, a module on Conflict
Transformation provided knowledge nsed to inform proposals to a Health Trust on
dealing with increasing violence towards hospital staff. A module on Change
Management was regarded as having value in terms of personal and professional
development as well as with planning for, and the implementation of, new working
practices in a department of a local authority.

Knowledge inputs into Work Based Learning are crucial in any programme of
learning through work whether accessed formally or informally. This is not in any
way to minimise the value of learning generated through work which is, I consider, of
value and importance in its own right. However, 1n order to facilitate workforce
development, the more effective means of knowledge input may, at times, be via the
more conventional methods of direct teaching. Work Based Learning is quite
promiscuous in the range of ways in which it seeks to access knowledge for the
purposes of informing and growing the intellectual capital of individuals and
organisations.

Conclusions

It would be inappropriate for me, on the basis of the strength of the evidence from my
four sources alone, to make exaggerated claims about the extent to which the three
measures have been achieved in respect of the epistemological dimension of the
study. However, I would wish to argue that, overall, there appears to be sufficient
evidence to suggest the appropriateness of Work Based Learning in the higher
education curriculum.

Proposition 2

It would seem reasonable, on the basis of the evidence, to conclude that knowledge
and skills generated throngh Work Based Learning are fully commensurate with
HE standards thus justifying the place of WBL in the curriculum, and so confirm
the proposition. This may need to be done tentatively, given that the data is not
sufficiently comprehensive to make unqualified claims about the place and status of
knowledge in WBL. Recognition needs to be given to the way in which, through
“blended learning”, a variety of knowledge at different levels may emerge to meet the
specific needs of the learner 1n relation to the demands of the workplace. Recent
literature on WBL, such as Symes & Mclntyre’s (2000) collection of articles,
indicates the broad range of learning generated through WBL. Much of this might
currently be considered to be beyond the remit of the University curriculum,
conventionally interpreted. However, the concept of the University is also currently
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changing (see, for example, Barnett {1990} or, more recently, the DfES White Paper,
The Future of Higher Education, {2003}) and the new paradigmatic understanding of
the role and function of higher education may more easily accommodate the more
holistic understanding of knowledge typically generated through Work Based
Learning. If the strength of the evidence is not sufficient to wholeheartedly confirm
the proposition, neither is there any evidence, so far as I can see, which would lead to
the conclusion that WBL is not an appropriate activity for a HEI to engage in.

QAA qualifications descriptor

The QAA qualifications descriptor is more fulsome in respect of the epistemological
dimension than it was found to be in respect of ontology. In my abbreviated version
of the descriptor, I have identified five measures relevant to epistemology.

For an honours degree, students need to have demonstrated :
¢ A systematic understanding of key aspects of their field of study
¢ An ability to deploy accurately established techniques of analysis and
enquiry within a discipline
¢ Conceptual understanding that enables the student to devise and sustain
arguments and/or solve problems and to describe and comment upon
particnlar aspects of current research
¢ An appreciation of the uncertainty, ambiguity and limits of knowledge
They will be able to :
e Critically evaluale arguments, assumptions, abstraci concepts and
data.....to make judgments and to frame questions to achieve a solution(s)
to a problem

There are issues to be resolved before, with confidence, it could be claimed that a
student, through Work Based Learning, could achieve the capabilities identified in the
descriptor. For example, clarification would be needed as to what constitutes a “field
of study” (quality T above). It cannot be claimed that the authors studiously avoided
the term “discipline” for philosophical reasons because they use it in the next seatence
{quality 2). However, this inconsistency in itself suggests that neither term is being
used with an inflexible definition in mind. If “discipline” is defined narrowly (as in
the philosophy of Hirst {1965}) there are many University courses that are not
disciplinary (for example, media studies) and, even well established and time-
honoured courses (e.g. law) would have to be ruled out. Thus, [ am assuming that
“field of study” and “discipline” are being used somewhat loosely and
interchangeably which, from the perspective of Work Based Learning, is a positive
thing. All work-based learners may be construed as working within a “field of study”,
even if we do not agree with Portwood (2000) that Work Based Learning is a subject
in its own right. A “field of study” might be a professional area and, for the present
purposes, 1 am assuming that this is the case.

On the basis of the evidence of my four sources alone, it would be inappropriate for
me to make a judgment as to whether or not programmes of Work Based Learning
have the potential to measure up to the QAA descriptor. Clearly a much more
detailed longitudinal study would need to be undertaken to confirm this. However,
from the experience of working with part-time students in full-time employment who
are studying for an honours degree through Work Based Learning, and through
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assessing their work and presenting it to external exarminers for confirmation of
awards, T would have no hesitation in claiming that the QAA descriptor is achieved.

I would also wish to argue that, on the basis of the evidence I have collected, there 1s
support for the view that the descriptor is likely to be achieved through Work Based
Learning, given that my interviewees have a background of substantial professional
knowledge (many of whom have confirmed this through impressive claims for credit
for prior learning), with a number of them engaged in research, problem-solving, and
major projects of various kinds (spoken of in the context of the semi-structured
interviews). My view is that the evidence of their assessments, though beyond the
remit of this research and, therefore, not open to corroboration in this context,
demonstrate the higher order cognitive skills outlined in the descriptor.

Barnett’s “critical being”

The aspect of Barnett’s “critical being” relevant to this context is critical thinking,
though it seems inappropriate, given the claims previously made that this is a holistic
concept embracing critical thinking, critical self-reflection and critical action, to break
it down 1nto sub parts. Barnett’s concern about carrent University provision is that it
is too narrowly focused on critical thinking and is failing to produce the more rounded
graduate that he advocates. However, the issue here is whether or not, through Work
Based Learning, the quality of a student’s critical thinking can match that of a more
conventionally taught University student. Again, the nature of the evidence does not
permit a judgment to be made against it and I can only draw on my experience of
assessing students and presenting their work to external examiners and gaining their
views as to its quality. From the evidence, it can be seen that students, through WBL,
are engaged 1n activities which clearly demand the skills of critical thinking and that
the interviews give an insight into the way in which students are dealing with
challenges that require the exercise of critical thinking skills and that they are being
successful. In a Work Based Learning context, it is almost inevitable that critical
thinking and cntical action are inextricably bound together with critical self-
reflection. Such a combination is the essence of critical being (see my article,
Appendix A).

Recommendations to Chester College Senior Management Team

1. that it should be acknowledged that on epistemological grounds there is
no reason why Work Based Learning should not be retained as part of the
Chester College curriculum

2. that it shonld be accepted that the status of the knowledge generated
through Work Based Learning is safegnarded by appropriate guality
control mechanisms such as Learning Agreements and negotiated
learning outcomes and quality assured through the external examination
process

3. that the inter- or trans-disciplinary nature of Work Based Learning be
recognised in that not only does WBL transcend the knowledge
boundaries of any single discipline bat it also engages the learner in
development in terms of self knowledge and knowledge of other people,
thus leading to more holistic learning
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4. that the potential of Work Based Learning for providing a more holistic
view of knowledge be recognised, including its potential to engage
individuals in critical self reflection and eritical action as well as in critical
thinking

5. that it be accepted that knowledge input is an important feature of all
programmes of Work Based Learning and that such knowledge inputs be
recognised as necessary to aid the creation of knowledge through Work
Based Learning

Recommendations 1, 2 & 3 to the College, through the SMT, are intended to underpin
the more specific recommendations of the Report to Chester College (Appendix E)
which seeks the expansion of the College’s Work Based Learning provision by
offering reassurances in respect of the College’s quality control and quality assurance
requirements.

Recommendations 4 & 5 are to the College’s Teaching & Learning Committee and
the academic staff of the Centre for Work Related Studies with the intention of
generating further discussion about the nature and potential of Work Based Learning,
and to encourage investment in further research in this field of study.

As Director of the Centre, 1 feel that, through the research, a more secure evidence
base concerning the nature and the effectiveness of WBL has been established and
that this will enable me to engage more vigorously in College politics in seeking the
further development of WBL activities.
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PEDAGOGY

Evidence base

o Literature (from Chapter 3 Literature Review)

s Chapter for a book
Major, D ; Learning About Learning Through Work Based Learning |
chapter in Learning About Learning ; Kogan Page (forthcoming publication
due Spring, 2004) (Appendix C)
(This chapter has been accepted for publication subject to editorial advice.)

o Quantitative data (from Propositions 3 & 4)

e Qualitative data (from Questions 3, 4 & 6)

Literature

If taken in its broad sense as an example of Experiential Learning, Work Based
Learning is better served by a strong literature base in pedagogy more so than in the
other two areas of ontology and epistemology. In pedagogy, it can call on such
heavy-weight thinkers as Dewey, Vygotsky and Carl Rogers, though it has to be
recognised that the focus for the majority of work, certainly of the first two, is child
education rather than adult. Nevertheless, it is generally assumed that something of
the general principles articulated by these scholars is transferable to adult education
including higher education. Dewey offers insights into the importance of experience
as the core of the educational process while Vygotsky, among other valuable
contributions, focuses on the advantages of learning in community, and Rogers offers
his ideas that successful students are those who understand the learning process.

An important source of corroborative evidence for my own study is Mentkowski et al
(2000) Learning that Lasts, which is an empirical study of the Alverno College,
Milwaukee, USA, abilities-based curriculum. Some useful theoretical insights
relevant to my own research, and used in the chapter for a book, come from Boud &
Garrnick’s (1999) Understanding Learning at Work.

Chapter for a book

This chapter is built around some of the empirical findings of my qualitative research
as well as drawing on some of the research work undertaken by Alverno College. It
attempts to show how, through Work Based Learning, learners appear to have a much
better understanding of the learning process than is gained through conventional
teaching methods. It is argued that this is partly because students on WBL are
required to assume a considerable degree of responsibility for their own learning and
that, with critical reflection as a key capability, this leads to the development of an
understanding of something of the learning process itself.

Quantitative data
Proposition 3 : that students record, and reflect on, their learning achievements in
the workplace

Proposition 4 : that WBL possesses certain distinctive features apparent to those
engaged in the experience
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In respect of proposition 3, the vast majority of students (96.5%) claimed to keep a
record of their experiences while on placement, with three quarters claiming to
deliberately set aside time to reflect on their progress in placement (Q1). Various
other questions, when answered in the affirmative, also implied a degree of reflective
activity on the part of the respondents. However, the data itself does not indicate
anything of the level at which this reflection occurred.

There is evidence from the survey to suggest that students do recognise that WBL 1s 2
distinctive form of learning and that it requires them to take more coatrol of their
learning than they may have been used to in other aspects of the HE curriculum
(Q5{e}). Thus, just under 88% recognised that WBL facilitates tailor-made study
(Q5{b}) which also involves greater responsibility for the evaluation of own learning
(Q5{f}). Recognition of the importance of the development of skills of self-reliance
was also evident ((Q5{1}) as welil as a clear indication that the majority of students
found WBL. more motivational than classroom learning ((Q5{e}).

Recognition of the following distinctive features of WBL is evident from the survey :
¢ Negotiated learning

Taking responsibility for own learning

Focused learning

Self-reliance

Knowledge application

Experiential learning

Power over own learning

Qualitative sindy
Proposition 3 : that individuals have access 10 a broad range of ways of learning
throngh WBL and have the opportunity to nse the ways that suit them best

The chapter which T am contributing to a forthcoming book on learning seeks to deal
with some of the pedagogical issues that I believe need to be addressed in the context
of Work Based Learning (see Appendix C). My view is that effective learning ts
essentially a holistic process that integrates knowing and doing in a critically
reflective way. In support of my argument 1 cite the work of Barnett (1999),
Mentkowski et al (2000) and others who are concerned in one way or another with
adnlt learning. 1 also refer to some of the empirical data emanating from my research
and attempt to show how this gives weight to my argument.

A broad range of ways of learning are identified by those taking part in the semi-
structured interviews, and these are fully outlined in Chapter 4 where responses given
to Question 3 are set out under six principal categories : {1) experiential learning, (2)
conventional learning, (3) instructional learning, (4) reflective learning, (5) relational
iearning, and (6) other ways of learning. Thus, under experiential learning, variously
described as practical learning and “hands on” learning, a number of ways in which
respondents claimed to learn were defined, including “trial and error”, and learning
through positive experience. It was instructive to note the number of references to
more conventional forms of learning where respondents spoke of the importance of
having direct teaching as part of Work Based Learning and of having access to tutors.
More than two thirds (21) of the respondents spoke of the importance of being able to
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access appropriate literature, with others commenting on use of the internet and of
accessing appropriate theories when learning through work. More than one third (11)
of my respondents referred to the importance for their learning of theory/practice
reinforcement. Similarly, instructional learning was regarded as an important source
of work based learning with a number of respondents commenting on the value of
receiving instruction or being given advice by experts. Observing others and asking
questions were also identified as important sources for learning. The interviewees
also spoke of the value for learning of critical reflection and of applying the reflective
learning cycle. What T have termed relational learning was also emphasised with
collaborative learning, including the sharing of ideas, gaiming feedback, and engaging
in debate and argument, all identified as important sources for learning. Reference
was also made to tapping into the tacit knowledge of the workplace in order to learn.

Responses 1o other questions concerning how learning occurred through work drew
attention to the importance of having the right attitude to learning and of being
receptive and flexible in the face of learning opportunities. The importance of
planning one’s learning and monitoring its progress was also commented on, and the
contribution that others can make to one’s own learning recognised. Responses to
Question 6 in particular emphasised further the way in which critical reflection
facilitated learning, with students speaking in particular of its value as a tool of
analysis and its use in decision-making and problem-solving.

The empirical evidence, then, confirms that there is a wide variety of ways in which
people learn through work. Answers to Question 3 tended, if anything, to emphasise
practical learning over theoretical, though respondents generally took a balanced
view, recognising that different learning needs required different approaches. 1t seems
reasonable to assume from the information given by my respondents that, when free
to do so, the way in which individuals go about learning is inclined to match their
preferred learning style. It also seems reasonable to assume, though the survey did
not attempt 1o deal with this, that access to a broad range of learning styles has the
potential to lead to more holistic ways of understanding learning and, thus, has the
potential to lead to the capability of learning to learn. The evidence does support the
view that, whatever else students learn through Work Based Learning, they also learn
about themselves. This inevitably means that at least an element of emotional
learning is brought into the equation. Arguably it is self-learning that gives rise to an
understanding of how one learns which, in turn, leads to a greater awareness and
understanding of the process of learning itself or of learning to learn.

Lf this is the case, then Work Based Learning is consistent with Carl Rogers’ (1983)
holistic philosophy of learning with its emphasis on people’s understanding of how
they learn rather than what they learn. This is a sophisticated process and one that
many leamers, [ suspect, may never contemplate. It is a process that a conventional
University education may not require one to consider. The difficulty some of my
respondents had initially in engaging with a question that asked them ‘how’ they learn
suggests they may never have been asked that question before. The fact that most
were able to engage with it to some degree, having thought about it in the context of
Work Based Learning, suggests to me that having greater responsibility for their own
learning (a requirement of Work Based Learning), together with experiencing a
broader range of ways of learning, better equips people to understand something of
the learning process.
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I conclude also, on the basis of the evidence of my research, that there is something
about the integration of knowledge and action that leads to effective learning. A
number of my respondents referred to the theory/practice interface as an important
site of learning for them, with some expressing the view that theory unrelated to
practice i1s hard to remember. The results of the longitudinal study undertaken by
staff at Alverno College, Milwaukee (Mentkowski et al, 2000), would seem to support
this finding. They note that “learning involves the whole student : knowing and doing
work together in a dialectic whereby each is constantly redefining the other *(p8).
Barnett (Boud & Garrick, 1999), from a theoretical perspective, would also appear to
support the idea that learning 15 a complex process and is not complete unless
knowing and doing are combined and, in turn, combined with reflective processes.

It seems that the interrelationship between theory and practice, which characterises
much Work Based Learning, is a distinctive feature of it. So, too, 1s the idea that
much Work Based Learning occurs within and through participation in a community
of practice. Both of these features in different ways highlight the idea of relationality
in learning which, in turn, T would claim as a distinctive feature of WBL.

Conclusions

The claim for distinctiveness

Before summarising the evidence from my four sources, it would seem appropriate to
comment on the claim for the distinctiveness of Work Based Learning which, to some
extent, is an 1ssue which lies at the heart of this report.

To claim distinctiveness is not the same as to claim uniqueness. Where, in various
places, 1 provide detail of what I claim to be distinctive features of Work Based
Learning, I am not claiming uniqueness. Therefore, it may be the case that some, or
even many, of the same features are to be found in the delivery of more conventional
programmes of HE though, I suspect, on the basis of the comments of scholars cited
below, that this is not so. What I am claiming is that Work Based Learning in the
context of the HE curriculum, has demonstrable distinctive features and these are set
out in the summary below.

This is not a comparative study but even if it were, a claim for the uniqueness of
Work Based Learning would be too bold a claim to make. Reference was made in the
Literature Review to the chapter in Stephenson & Yorke (1998) co-authored by
Osborne, Davies & Garnett where Work Based Learning at Middlesex University is
contrasted with the University’s Independent Learning provision. The two modes of
learming are shown to share essentially the same features with the principal difference
being that of “work”. Work implies “action” and, therefore, if Work Based Learning
has a clear distinctiveness to offer to the HE curriculum it is most likely in the realm
of the critical action of which Barnett (1997) speaks. 1t may be that this is what sets
Work Based Learning apart from other areas of the HE curriculum. With hindsight, it
is clear to me that my empirical research did not focus sufficiently on critical action,
though there is a sense in which, in WBL, the key capabilities of critical reasoning,
critical self-reflection and critical action are inseparable. It is this “holism” that ]
have argued is a distinctive feature of Work Based Learning.
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It is almost inevitable that, in attempting to identify the distinctiveness of Work Based
Learning, comparisons will be made with conventional higher education. 1 am aware
that 1 have already, on a number of occasions, made such comparisons. This,
however, as I have just noted, is not a comparative study and, therefore, I did not set
out to obtain data which might inform me as to students’ experience of traditional HE
programmes. However, a considerable body of literature has emerged 1n recent years
under the guise of teaching and learning in HE. This does provide some evidence,
though it seems to me that it is rarely presented in a direct way. Rather it is presented
in the context of encouraging more imaginative approaches to teaching and learning
in the University in order to make learning more effective. The implication of much
of this work is that there is negative evidence concerning the effectiveness of
traditional teaching methods.

A number of writers note the predominance of the lecture as the major teaching and
learning method in HE. Edwards et al (2001) observe that this is a stark reality and is
likely to remain so. Barnett (1992) notes that much research has been undertaken in
HE pedagogy but claims this has resulted in few changes in course design (pl50).
Brown et al (1998) make the point that conventional approaches to teaching and
learning in the University are often criticised for their lack of ‘interactivity’ (p7).
Gibbs & Habeshaw (1989), giving the examples of lectures and reading, say how
difficult it is for people to carry out a passive task for long without losing attention
(p26). They recommend course design which involves both theory and practice, and
say that students learn well when they take responsibility for their learning (p33).
Barnett (1992) argues that the evidence shows the prevalence of the surface approach
to learning in Universities (p151), and Gibbs (1994) speaks of the difficulties in
getting students to move from surface to deep learning (preface).

There is a clear danger here in caricaturing teaching and learning in conventional HE.
Undoubtedly there is also evidence to show that methods of learning and teaching
employed in Colleges and Universities are many and varied. However, if the lecture
is indeed still the most common mode of dehvering teaching in HE, it does provide a
stark contrast to methods of delivering Work Based Learning, and enables the
identification of the distinctive features of the latter. There are, of course, many ways
of delivering a lecture and little is to be gained by caricaturing the lecture as a passive
activity over against the active learning implied by Work Based Learning. Both, 1t
may be argued, have their place, and 1 have suggested elsewhere in this report the
importance of more conventional teaching for delivering some of the underpinning
knowledge needed for success in Work Based Learning,

As evidenced above (Stephenson & Yorke, 1998), there are other teaching and
learning strategies employed in higher education which, it could be claimed, lead to
similar patterns of learning to those brought about through Work Based Learning.
Even where more imaginative ways of learning are facilitated in conventional HE
study (for example, group tasks, role play, problem-solving, and so on), these
typically take place in the more sheltered and controlled environment of the
University campus and do not necessarily relate to the “real” demands of work,
having been “set up” by the facilitator, leaving the learners disempowered, to some
degree, and sheltered from the real consequences of their actions.
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By contrast, those engaged in Work Based Learning are dealing with “live” projects
that really do matter in terms of their “real” life outcomes. In Work Based Learning
power is placed in the hands of the learners, demanding that they take responsibility
for their own learning, and exercise the skill of self-reliance. Arguably such contexts
place an entirely different perspective on learning, giving Work Based Learning a
sense of distinctiveness within higher education.

My view is that what sets Work Based L.earning apart from other elements of the
higher education curriculum is its emphasis on “action” in the “real” world. This, I
would claim, is at the heart of the distinctiveness of Work based T.eaming and this is
reflected, to some extent, in the summary that follows.

This summary includes some of the findings of the research based on the empirical
and theoretical surveys. These are drawn from the discussions contained within the
report and need to be read in that context. However, they are not collected elsewhere
in this way and may, therefore, provide a useful summary in relation to the principal
aim of the project concerning an investigation into the nature and distinctive features
of Work Based learning.

The nature of Work Based Learning

o Engages learners in more holistic ways of being and knowing with the
potential for critical reasoning, critical self-reflection and critical action

¢ Learning occurs largely in the context of communities of practice

¢ Critical reflection is an essential feature of WBL

e Presents learners with a broad range of knowledge from which to draw in the
construction of new knowledge through theory/practice interplay in relation to
specific tasks/projects, resulting in more holistic views of knowledge

e Represents a field of study and is, thus, inter- or trans-disciplinary,
transcending the knowledge boundaries of any single discipline and engaging
learners in development in terms of self knowledge and knowledge of other
people, thus leading to more hohstic learning

¢ Has the potential to lead to a distinctive form of learning, entirely appropriate
for higher education, that combines knowing and acting with critical reflection

e Has the capacity to develop in learners the ability of learning to learn

Distinctive features of Work Based Learning
¢ Theory/practice interplay
o Knowledge application

¢ Integration of knowledge and action as part of the learning process and leading
to effective learning

¢ Knowledge is inter or trans-disciplinary

¢ Knowledge production

¢ Regarding work as the curriculum

¢ Negotiated nature of modules and programmes of WBL
¢ TLearning focused on where it is needed

¢ Power over own learning

e Role of critical reflection

¢ A form of experiential learning

e Experience of learning in more holistic ways
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e Learning in ‘real’ world with ‘real’ time and ‘real’ life issues and projects
more conducive to learning

e Being exposed to a wide variety of ways of learning and, therefore, gaining a

sound experience of the learning process

Foregrounding of learning about the self

Importance of accepting responsibility for own learning

Requirement of capability of self-reliance

Learning within a community of practice

Development of relational perspectives as part of the [earning process

Importance of collaborative learning

Evidence from the 4 sources

It would seem that the overall volume of evidence from my four sources is sufficient
to make the claim that in respect of the pedagogical dimension to two of my measures
or benchmarks of achievement, the standards are met demonstrating, in my definition,
the justification for WBL in the Chester College curriculum. It could be argued that
the third measure, Barnett’s “critical being”, does not lend itself easily as a
benchmark against which to measure pedagogy, though I would maintain that my
findings are entirely consistent with an approach to learning which would yield the
qualities that Barnett 1s seeking in graduates.

Proposition 3

On the basis of the evidence, it would seem reasonable to confirm the proposition
that individuals have access to a broad range of ways of learning through WBL
and have the opportunity to use the ways that suit them best. Chapter 4 outlines a
wide range of learming strategies employed by those undertaking Work Based
Learning and, through the interviews, a number of students indicated an awareness of
their learning preferences and how these could be accommodated through WBIL
while, at the same time recognising that they employed a variety of learning styles to
match the different areas of knowledge they needed to access.

QAA qualifications descriptor
In my abbreviated version of the descriptor, I have identified three measures relevant
to pedagogy.
For an honours degree, students need to have demonstrated :
¢ The ability to manage their own learning
They will be abie to :
¢ Apply the methods and techniques that they have learved...... and apply
their knowledge and nnderstanding, and to ivitiate and carry out projects
» Communicate information, ideas to a variety of andiences

It would seem to me that it is not difficult to make a case demonstrating how these
qualities may be developed through Work Based Learning. They are expressed in a
way which suggests that they could have been written especially as qualities
demonstrable through WBL, though that seems unlikely. However, it does show a
considerable shift in the understanding of graduateness and one which, presumably,
Barnett would find agreeable, though it is interesting to speculate whether since the
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QAA provided its Qualifications Framework radical adjustments have really been
made to University courses to accommodate its requirements.

I confirm that the evidence of my research demonstrates the full engagement of WBL
with these three measures and note, therefore, that the standard has, in my view, been
met. This suggests the basis of a strong argument for the justification of Work Based
Learning in the higher education curriculum.

Barnett’s “critical being”

There seems little doubt that, if Barnett’s concept of the “critical being” is to be
realised, something like the wider range of ways of learning offered by WBL 1s
essential. Barnett tends not to offer advice to the University as to precisely how,
pedagogicaily speaking, it should go about producing “critical beings™ but, the
implication seems clear, namely that, as well as providing learning contexts for the
development of critical thinking, it needs also to provide learning contexts suitable to
facilitate critical self-reflection and to promote cntical action. My view, which has
been reinforced through the findings of my empirical research, is that Work Based
Learning has the potential to provide the leaming context for all three.

Recommendations to Chester College Senior Management Team

1. that it be recognised that Work Based Learning has the potential to lead
to a distinctive form of learning, entirely appropriate for higher
education, that combines knowing and acting with critical reflection (See
Report to Chester College (Appendix E) where the development of the
College’s Work Based Learning provision is recommended, especially to offer
a distinctive feature to undergraduate awards for full-time students.)

2. that more research should be nndertaken in respect of the hypothesis that
Work Based Learning has the potential to lead to the ability to learn how
to learn (This will be a recommendation in the paper to be submitted to the
College’s Teaching & Learning Committee requesting investment in further
research into Work Based Learning.)

Concluding remarks

The three areas I have commented on in relaiion to Work Based Learning (ontology,
epistemology, pedagogy) are naturally interlinked and impinge equally on the issue of
the nature of Work Based Learning. I hope that I have shown that Work Based
Learning, far from being simply an alternative method of delivering learning, is much
more complex than that and is, in fact, a way of learning that leads to more holistic
ways of being, knowing and acting. To call it a subject, as does Portwood (Portwood
& Costley, 2000) seems to limit it too narrowly in one sense (it is more than a subject
in the sense that it is also a philosophy of learning), and to broaden it too widely n
another (the diversity of work prevents any bounds being placed upon it to niake tt
manageable as a subject), though Portwood’s analysis of how knowledge occurs
through Work Based Learning is important. Work Based Learning as a “subject” is,
of course, a contentious proposal. On the one other hand, there is a sense in which to
call it a subject is settling for the status quo rather than challenging the rigidity of the
interpretation of subject divisions that still exists in the University.

117



Buying in to Work Based Learning clearly means buying in to a package that offers
an experience of higher education that is different from the conventional
understanding of a University education. Clearly the flexibility that negotiated
programmes of Work Based Learning offer is attractive to some but not to all. Access
to such flexible programmes requires, for example, that the student 1s in work, and in
work which will yield the learning necessary to achieve a higher education award.
However, it seems to me that the important point about Work Based Learning from
the higher education perspective is its standing in terms of its ability to meet the
criteria that constitute graduateness. [t Work Based Learning can achieve learning
outcomes that equate to those in conventional programmes of higher education then, it
seems to me that, there is no logical reason why Work Based Learning should not be
admitted fully into the higher education curriculum.

My view is that if the QAA descriptor for an Honours award is the benchmark of what
constitutes graduateness, then Work Based Learning can meet those criteria, perhaps,
in some areas, more easily than conventional programmes of higher educatton, given
the clear emphasis on knowledge application. This alone should ensure its full
acceptance into higher education.  However, I hope to have shown that,
philosophically and educationally, there is every reason to admit Work Based
Learning into higher education, given that it can be demonstrated that it has a sound
epistemological base, a pedagogy that is entirely in tune with the contemporary
understanding of the processes of learning, and that, from an ontological perspective,
it can be shown to have the capability of facilitating personal growth and development
and the capacity for meaning-making.

Mentkowski et al (2000), in speaking of lifelong learning, say that the challenge is to
link knowledge, reflection, judgment and action. 1think it could be argued reasonably
that this applies equally to Work Based Leamning and, if this is achieved at the
appropriate level, it may offer a richer experience than the conventional University
experience. Even if the latter point is not accepted, certainly it legitimates the place
of Work Based Learning in the higher education curriculum.

Boud & Symes ( Symes & Mclntyre,2000) may well be right when they say that,
where work is the curriculum, as it is in programmes of Work Based Learning, this
provides “a radically new approach to what constitutes university study”(pl4).
Radical though it may be, I hope to have shown that there are sound reasons why
Chester College should fully embrace Work Based Learning and accept it as a
legitimate and justifiable contributor to the higher education curriculum.

Post-script on personal learning

In Chapter 1 of this report I indicated that a clear personal goal to be achieved through
this research was that of increasing my own understanding of Work Based Learning
and, in particular, my understanding of the philosophical and educational arguments
that might be used to confirm its place in the higher education curriculum.
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Notwithstanding the reality that this is not a one person job to be done once, but an
on-going debate that needs to be engaged in by a broad range of scholars working in
the field of WBL over time, 1 nevertheless feel a sense of personal satisfaction from
having made a start for myself on this challenging task. 1 am aware of the
considerable distance I have travelled in terms of my own understanding of Work
Based Learning since beginning my D.Prof. studies. Like others working in the field
of WBL today, I was not born into it but came into it through incidental means,
having initially shown an interest which led to me being asked in 1990 by a member
of SMT to take on a research role on behalf of the College in a project operated
jointly with two other local Universities. 1 appreciate now that for ten years my
engagement with Work Based Learning had been a more practical one focusing on the
design and delivery of modules and programmes of WBL, and involvement in
College politics in order to make things happen. 1 was personally convinced that
WBL was important and “a good thing” and could be justified using, what T have
termed, the pragmatic argument. Subsequently 1 did undertake some research into
facets of it, for example the place of dialogue in assessment (Major, 1995). However,
in terms of a theoretical underpinning for Work Based Learning, I realise now how
shallow my understanding had been.

During the 1990s my research interests refocused when [ undertook study in the field
of social psychology and engaged in examining issues where theology (my
disciplinary area) and social psychology interface. Although not directly concerned
with research into WBL at this time, I feel that this new interest left me poised to
commence work on the D.Prof programme. Through the project 1 feel I have now
begun to develop a research profile in WBL which has given me a personal feeling of
greater credibility in my new role. [took a gamble in July 2000 by finally cutting my
ties with the College’s Theology & Religious Studies Department when 1 took on the
role of Director of the Centre for Work Related Studies. Having made the decision,
and taken on this new challenge, I knew that I had to develop a personal research
profile in WBL for my own self esteem and to justify the trust the College had placed
in me by putting me in charge of an academic department which has considerable
development potential. Although T recognise my own limitations as a scholar and
realise that 1 have done no more than scratch the surface in terms of developing
philosophical and educational perspectives on Work Based Learning, for me a
principal outcome of this research has been a genuine boost in terms of self-belief.
This is principally because, as a result of the research, my professional understanding
of WBL has increased significantly and 1 now feel much more self assured, and
confident about, and credible in, the role 1 have taken on. 1 very much look forward
to pursuing my research interests in Work Based Learning in the years ahead.

As a result of my studies 1 have undertaken a re-evaluation of my personal
professional practice, which has led to important learning for me. In particular, 1 have

¢ gained a better understanding of the way in which 1 work as a reflective
practitioner, which, [ recognise, has tended to be an individual activity, and
now appreciate the greater potential of a “commumty of reflective practice”
(which I would aim to create in the Centre)

e experienced a change in attitude within myself towards internal College
politics, as a result of the establishment of an ewidence base for the
effectiveness of WBL. This will lead me to be less tentative in arguing the
case for WBL and in negotiating its further development
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® been provided with insights into the effective marketing of WBL, given that it
may be seen by some potential learners as offering an opportunity for “second
chance” learning. This reinforced for me how WBL may be perceived and the
considerable potential it has in terms of widening participation and lifelong
learning, both of which are politically important issues. In addition, WBL
appears to appeal to some learners who perceive its greater flexibility in terms
of striking an acceptable life/work balance

o (this point relates to the one just made) increased my awareness of how new
the style of learning through WBL is to both employees and employers who,
by and large, retain certain preconceptions about a University education. The
understanding of a paradigm shift, in terms of access to higher education and
the nature of its provision, would appear to be one that is more firmly grasped
within the University than it is outside it. Again this is a valuable insight
when considering the marketing of WBL.

+ gained further specific insights into the new breed of HE lecturer that is
necded to facilitate WBL and to support learners, both from talking with
learners and from my own perspective as a learner on a programme of WBL.
This is largely a role that is still evolving and comprises not only the
academic knowledge and expertise of the traditional understanding of the
academic but involves a considerable amount of administrative responsibility
and the sort of role provided for on-campus students by a student support and
guidance service. My feeling is that there is a mass shortage of individuals in
higher education who can combine successfully these roles and represent the
full range of the services of the University/College to the student, and that
very little is being done within higher education to support the development
of the necessary expertise.
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Chapter 6 Mapping

In my RAL submission I mapped the level 5 descriptors agaiust each of my
publications in order to demonstrate the level at which I was working and the range of
descriptors 1 had covered. In approving my full claim of 120 credit points, my
assessors were agreeing with my analysis, and confirming that I was indeed achieving
the appropriate depth and range of knowledge and understanding in respect of the
level 5 descriptors.

In the final chapter of this report, I attempt to map my learning outcomes against the
leve! 5 descriptors and the Learning Outcomes as defined for DPS 5140 with a view
to convincing my assessors that the quality of the learning that I have achieved in and
through the project is of doctoral standard and demonstrates professional excellence
in my field of study.

Learning Outcomes resulting from the Project

The negotiated learning outcomes listed below were agreed with my employer and the
University and formed part of the signed Learning Agreement. It 1s my view that I
have achieved these learning outcomes and that the evidence of my products and this
report testify to that.

On completion of the Project, I should demonstrate the ability to :-

e Engage with literature on or associated with Work Based Learning in such a
way that the depth of my knowledge and the level of my ability to work at the
current limits of theoretical and/or research understanding is clear and
commensurate with learning at level 5.

¢ Analyse and interpret the data from my research in such a way that it informs
my understanding of the educational issues associated with Work Based
Learning and enables me to make a significant contribution to the body of
scholarship surrounding it.

o Synthesise concepts from the literature I have studied and ideas gained from
my empirical research in order to formulate new understandings and new
frameworks that will advauce or redefine existing knowledge concerning
Work Based Learning in the Higher Education context.

e Critically evaluate the conclusions of my own study and those of other
scholars in the field of Work Based Leaming in order to clarify issues
concerning the nature of WBL and to justify proposed improvements in
practice.

o  Work collaboratively with colleagues from the Centre for Work Related
Studies and with the wider WBL critical community in order to increase the
level of scholarly activity associated with Work Based Learning and thereby
to increase its profile as a bona fide HE activity.

e Undertake study in a professional context in such a way that learning is
planned and managed autonomously and where political sensitivity is shown.

s Deal professionally with colleagues in situations where issues concerning the
academic credibility of Work Based Learning is the subject of discussion, and
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to devise new approaches to the resolution of problems associated with WBL
in a HE context.

e Implement a research strategy appropriate to the project enquiry and to show
an awareness of the strengths and limitations of the findings from the applied
research methodologies used.

e Take responsibility for a study which is exploring the boundaries of the HE
curriculum in relation to new learning contexts and new understandings of
what constitutes academic knowledge.

e Accept responsibility for the depth of knowledge and sound professional
practice associated with WBL which characterises the Centre for Work
Related Studies and, at all times, to act in accordance with ethical norms of
behaviour and while taking into account the professional views and opinions
of the community of scholarship locally, nationally and internationally when
formulating solutions to issues.

1 propose to take each of these learning outcomes in turn, mapping them against the
relevant level S descriptors and the generic learning outcomes for DPS 5140, and to
comment briefly on what 1 consider to be the evidence of their achievement.

Learning Outcome 1
e Engage with literature on or associated with Work Based Learning in such a
way that the depth of my knowledge and the level of my ability to work at the
current limits of theoretical and/or research understanding is clear and
commensurate with learning at level 5.

Evidence
I contend that Chapter 3 of this report together with the articles [ have produced in the
context of this research (namely :

s Major, D ; 2002 ; 4 More Holistic Form of Higher Education : the Real
Potential of Work Based Learning ;, in The Journal of Widening Participation
and Lifelong Learning Vol. 4, No.3, Dec. 2002 (Appendix A)

e Major, D ; 2002 ; The Place and Status of Knowledge in Work Based
Learning ; in Conference Proceedings, Work Based Learning Network of the
UACE, Nov. 2002 ; UWIC (Appendix B)

e Major, D ; 2002 ; Towards a Philosophical Underpinning for Work Based
Learning ; the Ontological Perspective ;, unpublished (currently under
consideration for publication) (Appendix D) )

provide evidence that this learning outcome has been achieved.

Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptors :-

Cognitive

D. t Knowledge : evidence that the candidate has great depth of knowledge of an inter-disciplinary
nature in a complex area and 18 working at current limits of theoretical and/or research nnderstanding

D. 2 Analysis : can deal with complexity, lacunae and/or contradictions in the knowledge base and
make confident selection of tools for the job

D. 3 Synthesis : can antonomously synthesise information/ideas and create responses to problems that
expand or redefine cxisting knowledge ; can develop new approaches in new situations, through adding
a new dimension Lo existing understanding or predicting an cutcome that can be verified
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D, 4 Evatuation : can independently cvalnate/arguc a position concerning alternative approaches ; can
accurately asscss/report on own and others’ work ; can justify evaluations as constituting bases for
improvement in practice

This learning outcome can also be mapped against the generically prescribed learning
outcomes 1, 2 and 3 of DPS 5140, namely :

L.O. 1 Knowlcdge, research and analysis : knowledge outcomes will be specific to the focus of the
project bot must include critical analysis of both relevant interdisciplinary issucs and advanced
theoretical and/or research issues ; and justification of methods nsed.

L.Q. 2 Synthesis/evaluation ; design of new responses to new siteations and comprehensive evaluation
of them

L.0O. 3 Problem solving : ability to construct and assess problem solving strategies in a wide range of
situations

Learning Outcome 2
¢ Analyse and interpret the data from my research in such a way that it informs
my understanding of the educational issues associated with Work Based
Learning and enables me to make a significant contribution to the body of
scholarship surrounding it.

Evidence
I contend that Chapters 2 and 4 of this report, together with the chapter I have
produced for a new ILT volume, (namely :

e Major, D ; Spring 2004 ; Learning About Learning through Work Based
Learning , chapter in Learning About Learning (Institute of Learning &
Teaching in HE) ; Kogan Page {Appendix C}),

provide evidence that this leaming outcome has been achieved.

Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptors :-

Cognitive

D. 1 Knowledge : as above

Transferable Skilts

D. 9 Rescarch capability : can demonsirate effective sclection, combination and use of rcsearch
methods ; can show full appreciation of their limitations and possibilitics in achieving objectivity,
reliability and validity appropriate to the area and subject of study in the work situation ; can contribute
to the develepment of applied research methodology.

This learning outcome can also be mapped against the generically prescribed learning
outcome 1 of DPS 5140, namely :
L.0. 1 Knowledge, research and analysis : as above

Learning Qutcome 3
« Synthesise concepts from the literature I have studied and i1deas gained from
my empirical research in order to formulate new understandings and new
frameworks that will advance or redefine existing knowledge concerning
Work Based Learning in the Higher Education context.
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Evidence
T contend that the three articles and the chapter for a book produced as part of this
programme of study (namely :

e Major, D ; 2002 ; A More Holistic Form of Higher Education : the Real
Potential of Work Based Learning ; in The Journal of Widening Participation
and Lifelong Learmng Vol. 4, No.3, Dec. 2002 (Appendix A)

e Major, D ; 2002 ; The Place and Status of Knowledge in Work Based
Learning ; in Conference Proceedings, Work Based Learning Network of the
UACE, Nov. 2002 ; UWIC (Appendix B)

e  Major, D; 2002 ; Towards a Philosophical Underpinning for Work Based
Learning ; the Ontological Perspective ; unpublished (currently under
consideration for publication) (Appendix D)

e Major, D ;, Spring 2004 ; Learning About Learning through Work Based
Learning ; chapter in Learning About Learning (Institute of Learning &
Teaching in HE) ; Kogan Page { Appendix C}),

provide evidence that this learning outcome has been achieved.

Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptor -

Cognitive

D. 3 Synthesis : as above

This learning outcome can also be mapped against the generically prescribed learning
outcome 2 of DPS 5140, namely :
L.0. 2 Synthesis/evaluation ; as above

Learning Ontcome 4

¢ Critically evaluate the conclusions of my own study and those of other
scholars in the field of Work Based Learning in order to clarify issues
concerning the nature of WBL and to justify proposed improvements in
practice.

Evidence
I contend that this report, together with the articles identified above, provide evidence
that this learning outcome has been achieved.

Mapped against

I consider that this learning outcome can be mapped against the following Levet 5
Descriptors -

Cognitive

D. 4 Evaluation : as above

Transferable Skills

D. 5 Self appraisal/refleciion on practice : evidence that the candidatc has worked with ‘eritical
commumities’ through whom a new or modified paradigm is being established. Habitually reflects on
own and others’ practice so that self-appraisal and reflexive inquiry become intertwined, thereby
improving the candidate’s own and others’ action
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This learning outcome can also be mapped against the generically prescribed learning
outcomes 2 and 4 of DPS 5140, namely :

L.0. 2 Synthesis/evaluation : as above

L.O. 4 Sclf appraisal and maragement of learning : ability to stratcgically plan and implement
developtnent of own professional leaming, and critically reflect on outcomnes

Learning Outcome 5
e Work collaboratively with colleagues from the Centre for Work Related
Studies and with the wider WBL critical community in order to increase the
level of scholarly activity associated with Work Based Learning and thereby
to increase its profile as a bona fide HE activity.

Evidence
This report contains references to ways in which I have worked collaboratively with
colleagues from the Centre for Work Related Studies at Chester College. The paper
referred to below was presented at a national conference on Work Based Learning
held at the University of Wales in Cardiff in November, 2002. In addition, I was able
to make contributions in seminars and workshops and to engage in informal
discussion with colleagues from across the UK on matters to do with Work Based
Learning in the Higher Education context.
e Major, D ; 2002 ; The Place and Status of Knowledge in Work Based
Learning ; in Conference Proceedings, Work Based Learning Network of the

UACE, Nov. 2002 ; UWIC (Appendix B)
Mapped against
I consider that this learning outcome can be mapped against the following Level 5
Descriptor :-

Transferable skills

D. 8 Communication/presentation : can engage in full professional and academic communication with
others in their field and place of work ; can give papers/presentations to ‘critical communities” for
developmental purposes.

This learning outcome can also be mapped against the generically prescribed learning
outcome 5 of DPS 5140, namely :

L.0. 5 Communication ; evidence of engagement with ‘critical communities” through whom new or
maodified paradigms are being established ; ability to presenl their work orally

Learning Ountcome 6

o Undertake study in a professional context in such a way that learning is
planned and managed autonomously and where political sensitivity 1s shown.

Evidence

[ believe that I have achieved this learning ocutcome. In terms of planaing and
managing my own learning, my advisors at the University should be well placed 1o
confirm that I have taken responsibility for my own learning and that [ have managed
it effectively. My colleagues at the College would, I believe, attest to my political
sensitivity both in handling the research itseif and in disseminating the outcomes of it.
This report is also a source of evidence for confirming the achievement of this
learning outcome.
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Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptor :-

Transferable skills

D. 6 Planning/management of learning : is autonomous in study and use of resources ; makes
professional use of others in support of self-dirccted learning and is fully aware of political
implicabons of the study

This learning outcome can also be mapped against the generically prescribed learning

outcome 4 of DPS 5140, namely :
L..0.4 Self appraisal and management of learning : as above

Learning Outcome 7
¢ Deal professionally with colleagues in situations where issues concerning the
academic credibility of Work Based Learning is the subject of discussion, and
to devise new approaches to the resolution of problems associated with WBL
in a HE context.

Evidence

I contend that there is evidence in the articles (referred to above) I have produced as
part of this programme to support the second part of this learning outcome. 1believe
that my colleagues at Chester College would confirm my professionalism when the
issue of the academic credibility of Work Based Learning is the subject under
discussion, as would my colleagues at the national Work Based Learning conference
in which I was a participant (referred to above). In addition, I would cite the Report I
have produced for Chester College senior management team on WBL provision as
further evidence (Appendix E).

Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptors :-

Transferable skills

D. 7 Prablem solving . can isolatc, assess and resolve problems of all degrecs of predictability in an
antonomons manner in work situations | ean tackle unpredictable problems in novel ways
D. 8 Communication/presentation : as above

This learning outcome can also be mapped against the generically prescribed learning
outcome 3 of DPS 5140, namely -
L.0. 3 Problem solving : as above

Learning Outcome 8
o Implement a research strategy appropriate to the project enquiry and to show
an awareness of the strengths and limitations of the findings from the applied
research methodologies used.

Evidence

I contend that there is evidence of the achievement of this learning outcome in
Chapters 2 and 4 of this report.
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Mapped against

1 consider that this learning outcome can be mapped against the following Level 5
Descriptors :-

Cognitive

D. 4 Evaluation : as above

Transferable skills

D. 9 Research capability : as above

This learning outcome can also be mapped against the generically prescribed learning

outcomes 1 and 2 of DPS 5140, namely :
L.0. 1 Knowledge, research and analysis ; as above
L.O. 2 Synthesis/evaluation : as above

Learning Outcome 9
s Take responsibility for a study which is exploring the boundaries of the HE
curriculum in relation to new learning contexts and new understandings of
what constitutes academic knowledge.

Evidence

I contend that the evidence of this report and the other products relating to this
programme (articles, chapter for a book, report for Chester College) demonstrate the
achievement of this objective

Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptors :-

Cognitive

D. 1 Knowledge : as above

Transferable skills

D. 7 Problem solving - as above

D. 8 Communication/presentation ; as above

Operational context

D. 10 Context ; complex, unpredictable, specialised work contexts requiring innovative study, which
will involve exploring current limits of knowledge and, in particular, intcrdisciplinary approaches and
understanding.

This learning outcome can also be mapped against the generically prescribed learning
outcomes 3 and 6 of DPS 5140, namely :

L.Q. 3 Problem solving : as above

L.0. 6 Responsibility and cthical understanding : evidence of responsibility for self and others and
cthical understanding, including in complex, unpredictable and/or specialised work contexts

Learning Outcome 10
o Accept responsibility for the depth of knowledge and sound professional
practice associated with WBL which characterises the Centre for Work
Related Studies and, at all times, to act in accordance with ethical norms of
behaviour and while taking into account the professional views and opinions
of the community of scholarship locally, nationally and internationally when
formulating solutions to issues.
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Evidence

I contend that I have achieved this learning outcome and that Chapter 2 of this report
provides evidence of my awareness of ethical issues, especially in the context of the
empirical research. My position as Director of the Centre for Work Related Studies at
Chester College means that I am responsible to the senior management of the
institution for sound professional practice in respect of all issues pertaining to the
Centre and that, if so required, evidence of Annual Reviews and the officially
recorded comments of various College commitiees in relation to Annual Reviews,
together with staff appraisal comments, and external examiners reports, could be
provided. The evidence of my publications, submitted as part of this programme,
testify to my awareness of the scholarly views of others when arriving at my own
resolutions.

Mapped against

I consider that this learning outcome can be mapped against the following Level 5
Descriptors -

Operational context

D. 11 Responsibility : autonomy within bounds of professional practice with high level of
responsibility for self and others,

D. 12 Ethical understanding : awareness of cthical dilemmas likely to arisc in research, professional
practice and work situations ; ability to formulate solutions in dialogue with superiors, peers, clients,
menters and others.

This learning outcome can also be mapped against the generically prescribed learning

outcome 6 of DPS 5140, namely :
L.0. 6 Responsibility and ethical understanding : as above
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ABSTRACT

This ardicle rakes, as ity starting-point, the concept of cricceal beine' developed by
f pEa 14 .

[a

Burncee in "Higher Education: A Critical Business (1997}, [t then examines the potential of Barneti's

puosition for a philosophy of work-based learning in « higher education context, arguing that work-

based learning, uppropriately conceived, combines the three key features of Barnett's critical being,

namely critical reasoning, critical self-reflection and critical action. The article goes on (o consider the

place of both the oniological and the epistemological dimensions to work-based learning, in an attemp!

to mouke a case for swork-based learning us a more holistic way of being and knowing than conventional

wniversity education provides for

Background

Work-based learming s a relatvely new phenomenon
in the higher education curriculum and the existing
literature is growing but not extensive (see Portwoed

& Costley, 2000 and Boud & Solomon, 2001), What |

has been written, especially in terms of a rationale

for its existence, tends to focus on highereducation’s
responsiveness to the presert political, social and

economic imperatives (what I refer to as the pragmatic
argument for work -based learning). This alone does
not seemn to me to be a sufficiently convincing
argument for its admission in 1o higher education. My
view is that, if there is to be an argument for the
justitication of work-based learning in the university
curseulum, principally it must be made on philosophical

and educational grounds,

Given that, inthe paucity ol iterature that there is on
work-based learming, very little attention has becn
given to its philosophical underpinning. there seems
to be an ergent need to begin o make a philosophical

case for it. Inmy attempt to make a coniribution to

this neeessury cndeanvour, T draw on the work of

Ronald Barnett s phifosopheroi education infltucnced
by post-mudern thonght swho, i the work | eefer to,
nutkes o radicar examination of the parposes olhigher
cdncation. Altheuagh he does ast write diveetly about

work-bissed larmng, what he has to siy abouat the

desirable outcomes of the higher education process
in general, [ would contend. is entirely consistent with
what I consider to be the potential outcomes of
programmes of work-based leaming in particular,
From my own experience, of more than ten years, of
working with undergraduate students on programmes
of work-based learning, and of analysing and
evaluating feedback received from them about their
experiences, it is clear to me that, for many. the impact
of work-based learning is a broad one which includes
their critical self-reflection and critical action as well
as their critical thought. 1t, therefore, seemed to me
that Bamett’s concept of ‘critical being’ was & geod
placc to start in seeking to underpin work-based
lcaming with a philosophical perspective.

The definition of work-bused leaming that T use for
the purposcs of this article is that of any planned
programme of accredited learning in a higher
education context. This may include the experience
of work-bascd lcaming for an undergraduate in full-
time study as well as the experience of work-based
fearmng ol o full-tirme emplovee on o part-time
provramme ol study who is teliowing a plinned

progrimme of learning through work.

i, clearly. an advecale of work-based leaning and

mshamed!y intend to point Lo s positive features.
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hiternis of s potentiad tor both widening pasticipation
and providing for Hiclopg learming, 1 belicve that it
hs o wreat deat to commend it 1t is aomeans ihrough
which higher education van acknowledge the realiy
of work o the lives of muny people and recognise
work s o principal sowrce of learning for many.
However. 1 recognise that, despite any claims I may
make about its efficacy, work-based leaming is still
its infuncy in the higher education context and there
15 still much development work to be undertaken and
rizorous ¢valuation of its impact t¢ be made before
extravagant claims about 1t and its benefits can be
made with confidence. Wiile not wishing to divoree
philosophy from empincal cvidence. 1 still feel it
warthwhile o focus on philosophical issues in ihis
article and, mn advance, teg the indulgence of the
reader if this gives the impression of an idealised view
of work-based learning that may or mayv not be
considered to be defensible.

The Concept of Critical Being

In his book Higher Educaiion: A Critical Business,
Barnett {1997) argues that higher education shouid
‘dispense with critical thinking as a core concept. . .and
replace it with the wider concept of critical being”
{p7). The critical being is someone who “embraces
critical thinking, criticai action and critical self-
reflection”(pl). Barnett considers that critical thinking
has become a "delining concept of the Western
University’(p2). but is concerned that this is limiting
the range of the individual’s critical potential through
a narrow focus on knowledge. Criticality. in Barnett's
argument, takes place in three domains of which
knowledge is one. The other two domains are the

selfand the world which, in Barmeit's view. have been

lrgely neglected by the University in favour of

knowledee, To be effecive in the werld, Barnett
suggests that the individual needs to exercise notonly
critical reason but also eritical sell~reflection and critical
action. These three abilities, acting 1in harmoeny, arc
what, in Barnett's view, constitute graduateness which,
in e, points iothe respoisibilivies ofhigher edacation
boing wider tam those dr currenily cxergises,
especinlly in respect ol personal and prolessional

derelupment.

Criticality in o Work Context

There as. 1 believe, much potential m Baretcs
philesuphy of Thgher cducition w supportand underpin
aplitosophy ol work-based leannng. Although Bamett
does commienton the potentiut appheation ol enticality
i the workplace, be behieves that the sort ef eriticality
husinesses and organisations reguire is strafcgic in
clinracter which places limits in tenms of the level of
eriticality aclieved, Thus, Barnett 1 cautious about
admitting the workplace as a site of potential
development of critical facuitics given that the intent
of the workpiace is to deliver “instrumental ends™ and
“not critical thinking that is eriented to truth or to

"

understanding™ (p14). Critical action comes witl the
saine health warning from Barnetr, namely that,
although action elements are now common in higher
education and do contain components of criticality,

the interpretation of those critical components is

.usually limited to instrumental ends. *Action for secial

and personal transformation is not typically envisaged’
(p83). In respect of this comment. my view s that
work-based learning does offer a framework for
criticality which goes beyond the instrumental and
which can indeed result in personal transformation.
However, I recognise that a case still has to be made
for this claim.

Barnett notes that critical reason will be in evidence
in companies but imits will be placed on it. For
exainple, he suggests it unlikely that critiques of a
company’s mission, tacit values. effect on society and
on the hives of its employees would be welcome unless
they refate to the company's well-being (p125). Crtical
thinking will be mainly limited to operational and
sinttewic concerns {p -1y Siovilarhy, alithough the eritical
sellMwill be encouraged, especittiy in respect of (ofal
quality management and just-in-lime management,
with individuals taking responsibility tor their own
actions and for the level of eriticat engavement with
work practices, such will be for instrumental ends anly
{pl123). Barnett notes that the fear of gnarchy causces
criticalction to be mistrusted and. therelore, held at
operationul levels only {p125) The eorporaty world,
aceording to Barnett, wants the "eritical mind but not
oo much ol (pl26j. The warkplace expericace is,
theretore, partial in respect of the overnd! reguirements

ul'thy university,



I More Holisie Frovire aof Hicher Fducation the Read Potentiad of Wik Dased Learaing

However, Barnelt scotns to be ol the view that,
althoogh higher education 1s being driven by an
Sstrmnental agenda® (pol), largely set for it by
Govermment. and therem hie some potential dungers,
this closerimvolverient in the wider wortd is preciscely
what the university needs if 2t is to help students o
cngaee seriously mentical sel rellection and critical
action. Thus, Barnett 1s not antiugonistic towurds
innovation in higher cdncation, and not, so fur as |
can {cll, antagonistic towards work-based learning,
rather his attack is aimed at the limited concept of
higher education that has been pervasive for more
than one hundred years (p90). In fact, he sees recent
developments in higher cducalion as giving rise to the
pessibility of the personal dimenston being recaptured.
He also hints at the potential of the workplace for the
development of criticality in the three domains
identified and insists that the business world needs
the full influence of the critical mind, not least to deal
with the worid in which they find themselves (p126).
“In the corporate world,” says Bamett, ‘the three
spheres of criticality — eritical reason, the critical self
and critical action’, need to come together (p128).
Barnett insists that the world of work calls for forms
ofcritical being, in self-reflection and action that higher
education has been neglecting. “In calling for
capacities of critical thinking that can break through
to new paradigms of understanding” {pl28), work.
ctaims Barnett, 1s challenging higher education 1o
supply knowledge to attain levels of critigue in that
domain also. The corporate life calls for reflexive
persons (pl29), says Barnett. who seems te suggest
that the term ‘professional” implies that the three
domains of criticality are present (p132-140).

Although Barnett indicates that both the work pluce
and some inncwvations in gher education (for example.
action rescarch, problem-based learning and
cxpueriential leaming) have potential with regard to
the development ol criticality, they do not attuin
sutficiently high levels of it (p37 & 39). Hce notes
that they stretch "erincality across the three domains
ol knowledee. seltand the world™ (p86;, but he docs
not see the potential ol “siudy service” (pl6) for
achioving this. Instead he would prohably consider i,

s presumably work-bused fearming along with w,to

e severely limited 1 rerms of the development of

eritical being. 1S the centention of this article that
work-based learning has precisely the potential 1o

delneve this,

Work-based Learning as a Medium for
Achieving Criticality

Although Barnett does not el the university precisely
tiow 1t is to change in order to accommodate his
broader definition of its activities, | am presuming that
he does not have work-based learning in mind as a
medivm for achieving the more rounded graduate that
he seeks. However, it is my contention that work-
hased learning has the potential to achieve precisely
what 1t is that Bamnett is asking for. Given that, by
definition, 1t takes place outside the university and is
located in work, it fuifiis two imporntant prerequisites
for Barnett’s criticality agenda, namely ‘action’in the
‘waorld’, [ contend, also, that a distinctive and essential
feature of work-based learning is the ability to
undertake critical self-reflection. This contention is
supported by the burgeoning literarure on work-based
learning. for example. Boud & Solomon (2001),
Symes & Mclntyre (2000}, and Raelin (2000},

The Holistic Nature of Work-based
Learning

This focus on the self in work-based learning,
emphasises the significance ot the ontoiogical
dimension in any philosophical discussion conceming
learning through work (Barnett notes that, through
critical self-reflection, we become more fully human
[p45]}). Asanyone who has engaged in it will testify,
work impacts in a profound way on being and, [ would
arzue that, work-based learmnmg can have an even
more profound ontological wmpact. Consider the
number of people who define themselves by what
they do. Formany, work gives meaning to their lives
{this is not to romanticise work in any way. For many,
work 1s acurse, but this does not fessen its impact on
their being, Indeed st may exacerbate ).

Although there is an emphasis an the selt, through
criticat sell=reflection, there is a strong relational
dimension to work and, therefore, to wark-based
fearming. Relationad thinkmg wfonns our understanding

ol the signibicance of the ontological dimenston to
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werk-bascd learnmg by ciphasisig that knowledge
ot the seltcomes about principally wwrd Geough aue
relationships with others, The work context cmphasises
colluboration, partnership, team-working and
networking, alb ot which are relationad activities, and
all of which provide the potential for eritical thought.
Lt 1s worth noting that Barnetr distinguishes between
eritical thinking Cwlielis essentially o lone activing)
and critical thought. which is, he argucs, callaborative
innaturc (pl6-17). Work-based icaming, then. in this
argument. provides @ potential sctting not only for
critical thinking (individual) but alse for entical thought
(collaborative). Inarguing that critical thought should
be central in higher education, Barnett speaks of
reflexivity as not just a personal atinbute or disposition
but as a matter of social epistemology and ontology
(p42). He describes reflexivity as an ontelogical
concept in that to be a person in modernity is to take
on powers of self-reflection [p43]). *Self-monitaring,’
he says, ‘becomes an embedded assumption in relation
to our conception of what it is to be a tully participating
memoer of society'{p42).

He refers also to retlexivity as a means of generating
knowledge and, thus, as an epistemological concept
(p43). The noint is made that this is not just self-
knowledge but "new cognitive resources for the
comnmunity, especially when generated and exploited
collaboratively™ (p42). Although Bamett does not fully
exploit the concepis of dialegue and inter-dependence,
they are implied in much of what he has to say. He
15, for example, critical of Schon {1983} in that he
believes that his concept of the professional is “unduly
individualistic, neglecting the extent to which
professional hife is necessurily social and inter-
subjective Ipl32) Heulso noaes drat reflesivity and
critique, neither of which can be constrained, ‘rely on
apen divlogue’ {p92). This stress Itom Barnett on the
interpersonal, the impertance ot dialogue and the
notion of inter-dependence, does not necessarily sit
casily with sorme of s other commens which seems
o suggest that he s concerned that hivher edncation
is heing sucked e the “aeenda of ceconomic
reason”(py 1) and, theretore. being used Tor spurious
purpueses by Government and socicty, Wiile Barneu
is right to maintn the idependence of higher

cducation, it seems strange vt be shouhd sce it still

cundugted

I

5 some o way uewding 0 avoid “huing nsed”,
Avceepting that the eorporaie world Jdoes not have a
right o try to limiteritical reasoning, surcly does not
mmean that the Tevels aberibicality, which Barett reters
s imstrumental eroperational, should be summinrly
disimissed. As part of socicty, which depends for its
survival, as we have sceen. on the notion of
merdependency, higher educanon gnd the graduates
that emerge from it) surely has a morai duty to do all
that 1t can to supgort the cconomy. My point here is
that work-bascd Ilcarning, which in Barnett’s view,
may have limited potential for developing critical
buings. a point which | would wish to dispute, should
not. even if | were wrong, be dismissed as an
appropriate medium for higher education. Bamett s,
of conrse, quite right to remind those involved in work-
based learning, and other forms of experiential
learning, of the dangers of eliciting a weak form of
self-retlection (p93 & 101). He is also eorrect in
pointing to the need for higher education, as it widens
1ts scope, to see seif-reflection and student values as
crucial (p95 & 100). Work-based lezmning already
sees both as essential,

Work-based learning, it ts assumed in my definition, 1s
entered inte voluntarily and for positi. e reasons. No
one can force another person to learn. But what is it
that. through work-based learmning. people learn”? There
has to be semething to learn and. presumably, given a
broad definition, that something 1s knowledge (thisis
the epistemological dimension to work-based leaming).
Fwill return in a moment to discuss in more detail the
nature of that knowledge but let it suffice for now to
say that that knowledge will be of three main types:
knowledye ofthe industry in which the work is being
cself-knowledge resulting through the
process ol criticad self-reflection. though I preter to
use the term meaning-making rather than knowledge
i this conlext becausce, it seems to me that, knowledge
and meaning-making arc not the same thing ;
knowledge ot the world, which no one can avoid given
that weall Hive inthe world, but with z entical edge as
aoresult ol the critical reasoning and ontical action

that work-based learning promoies,

At this junclure, letime ate iwo examnples. The Hestis

that ol a full-thme fenale student on g non-voeational
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degree programpne whoe decrded o wdertake o
progranime of work-based learning o secondary
schiool to provide herwith the expertence she needed
to make anapplicaton for a place v posteraduare
cerbifivite in education course and o test out her
career aspivation. The job deseription she was given
was broadiv that ol weacher assistant hutin addition.
she was raskad wath prepuring interactive 107
resources (through the use of powerpoint} ta support
sixth tform teaching in Geography (her academic
subject). and was given the opportunity to preparce
and, under close supervision, deliver a number of
lessons to lower school classes. In carrying qut these
tasks, the student not only learnt more about her
subjeet in order to tcach it but she acquired
cansiderable knowledge of the school as a working
environment and as an “indusiry . She claimed to have
made profound gains in self-learning through being
confronted by many new challenges and through
facing situations which required her to stand back from
her experience and evaluate her own performance
and the way in wiich, for example. she dealt with
pupils, especially those who made direct challenges
to her authority. In a similar way she assessed the
quality of the professional relationships she established
with colleagues, and evaluated both the methods she
used for preparing teaching resources and their
nsefulness in terms of delivery in the semi-public
doman of the ciassroont. In conversation with her
tuter. after the work-based leaming cxpenence, she
refeired te the profound impact that these experiences
had made on her and how they had brought about
change in the way she viewed herself. Prior to the
experienee, she had not known how well she would
survive 1thutohaving nisen to the challenve, her Jevel
ol setl-contidence was heighiened. as was her seli-
esteem overall. She spoke ol being proud of hersel
and of now having the confidence to step in to
situations (of taking action i thic world) where she
lelt she could make a difference. OF course, things
may not have turned out like that lor her and she may
nut Base had sach o rich and rewarding cperienee.
sShenay tor eanimple, i discovered that eaching

wus 1ol for hers Nevertheless, that i atselt may he

considered 1o oo important learming and revelatory of

inmprortuni seil-knowledge.

The sceomd exumple s ehat of o Brerent i Tull-ting
cwiptuyment who cmbarked on o negetinted
progrunme ol waork-based and work-related learning.
Although he did not have formal academie
qualifications beyond "OVGCSE lTevel, he was
accepled 1o higher education as part offa widening
particration strateay. e wished w use the opportunity
as meins ol contimumyg professioal development,
hopetully Tucibitating his path towards promoticn to a
more semor management post, In reviewing his
learning to date, he cxperienced a new level of
contidence n his own ability as he found that his higher
education facilitator placed a high value on the leaming
that he had achieved to date through his work and the
in-service courses he had participated in as part of
his prefessional development. He was encouraged to
submit a claim for the accreditation of prior experiential
learning ard experienced empowerment as he
discovered that his learning could be mapped
successfully against the level-related characteristics
of a umversity education. He claimed that this new
self-knowledge gave him a new perspective on his
work {which he then viewed in a4 more critically
reflective way) and indeed on the world and, as he
proceeded along his planned leaming pathway, which
included a mix of cciventional study (shift work
permiiting) with work-based leaming projeets, he felt
that a whole new world of opportunity was ¢pening
up for b

What we arrive at, [ would contend {and would hope
that, to some degree, the above examples support), is
a much mere holistic way of learning, being and
knowing than, arguably. conventional university
coursesare hikely to fead te. Tuis my view that work-
based Jearning, of ihe placement variety, has the
potentizl 1o provide this broader cxperience for fult-
lime students inhigher education, providing them with
precisely the soris of experience that will bring about
eritical self refecuion and a more cnibical edge to their
understanding of the world. {tmay not, for the majority,
leadl to the qualities Barmett appears e want e see in
stueleats ta terms ol thetr peeparediness o ke erical
action i the world, His super-hero stndent, stunding
m lront ot a line of tinks in Tiananmen Square, may
not be o reahistic expectation Tor most. put there will

b lesser devels of critical action that stadents may
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wsprre 1o as a0 resule ol e increased eritical

tnderstanding of the warld,

For an increasing number of stndents, work-hised
letning, i the context of tull iime employment, is
becoming an attractive alternative aption o full-time
stndy. Continuimg professional developnient s

Ureguenily careied aut e tus mugner but now, throuh

the Foundutiwon Degree and ather flexible foms of

negotiated learming (for example. as provided tor the
University for Industry Learning through Work
scheme), there 15 the prospect of completing
undergraduate programmes entircly through work-
bascd [caming. In conception, it scems to me that
work-based leaming in these contexts is no different
from work-based learning for full-time undergraduate
students. The principles are the same and, clearly it
could be argued that, opportuniiies for critical self-
reflection and a critical edge to interpreting events in
the world, are extended and enhanced through a full
programme of work-based leaming, rather than the
limited extent to which this is possible through the
part, and frequentiy a small part at that, which work-
based learning may plav in some conventional
university programumes. Forsuch work based leamers
in full-ime emplovment, there is a real opportunity
for a programme of learning that leads to a far more
holistic way of being and knowing than a full-time
university programme may provide for. Barnett may
not have intended his work to be used in this way but,
I believe, what he is asking for in a university education
has the potential ta be delivered through programmes
of work-based learning.

The Potentially Subversive Nature of
Work-based Learning

There are, of coursc, a host of issucs that need to be
resolved 1f my contention is to stand up to any form
ot critical scrutiny. Not least, is Barnett’s view that
the business world, though demanding critical
reasoning of its amployees. wishes (o place [Imits on
i g 1 does aor 2o besond the mstrimnenial Winle
icts clear that this may often he the case, it has 1o be
aceepled that, inany successiul form of work-based
fearning, there are tiree partics o the negotiated

fearning agreemuent. Thus, the outcomes ol a work-

Dased leimrming pragramme, wliole Being principalty
concerncd with the necds of the bearner, and
addressing the specilic busiess concerns of the
coployer, leeve to meet the requirements ol higher
cducation. Hicher education plages no himits on the
extent ot eritical reasoning. indeed it should demmnd
tian it s ken bevond the miere mstrimentad to bivher
plies of crticalicy. Although emplovers may nat
particularly like dus aspect of work-based learning,
they have to aceept i1 and aceept that, by 1ts very
nature, it is polentially subversive. The task ol the
work-based learning student becomes that of
excrcising reflective judgment in relaiion to proposed
action in any given situation.

As Bammett rightly notes, the corporate world calls
for the very forms of critical being that the university
has been neglecting'(p128). ‘Corporate life calls for
reflexive persons’(p129). The problem, in Bammett’s
view, 1s that the world of business and commerce wants
this on their own terms. The answer from work-based
learning is thut this is not possible. even if it were
desirable, which it probably is not. It is not possible
for the critica] being to be so boxed in. At the same
time, it should be recognised that, although the critical
nerson may have developed their powers of cnticality
in the context of work, they are not limited to work
but can be applied to the wider world. There s,
fortunately. lifz beyond work te which the critical
edge, developed perhaps through work-based learning,
can be appiied. The reflective judgment of the
employee-learner will determine the situations at work
where the application of critical reasoning to an issue
suggesis uction bevond which the employer may wish
to go. Where this is the case. the work-based learner
may not be ina pusiiici tw do more than propose eritical
action, leaving the employer to make the decision as
o whether implementadion should tellow, This has not
prevented the learer from addressing the issues, even
il further lcarning has been inhibited ay o result of
critical action being blacked. Tn the context of work-
huased learning. the emplayee should respect the
inlentions ol the cmplovee-tearner, crenaf the erineal
reasoning. which resubied ma proposed conrse of
aelion, Is pﬁruuis cd by the emplover Lo subvert the
wims o mission or public fuce olthe organisation, or

sumue ather snch meger concern. 11, of course, the

1
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hosiness is o fearmng orginisation, 0 will have
benetited from the msights it has been effered and,
cven 1f not acted upon, these may mfarm future
thinking and planning. The university willalso havea
right o comment on the process ol critical reasoning
undertaken by the leamerin the course ol ariving at

aqudament,

Even b the ¢ritical ceasening and the eritical sell-
reflection undertaken by the cmployee-leamer in the
context of his or her work does not result in eritical
action, as indicatcd above, precisely the same
proccsses may be undertaken in relation to issues and
events in the wider wortd. Thus. it could be argued
that work-based leamning 15 a suitable form of leaming
for living in this wider world and for being a critically
active being within it

Knowledge in a Work-based Learning
Context

Another crucial issne for work-based learning
concerns the nature of the knowledge that resides in,
or is created in, the context of such programmes,
Knowledge generation and transmission is the core
activity of the university, even if no longer its exclusive
domain. But what counts as knowledge, though
perhaps previously determined (o a great cxtent by
the university, is now recognised to be much more
broadly a function of society in general. The university
curriculum today, to a large extent, reflects society's
brouder defimtions of knewledge providing, as itdoes,
many more inter-disciplinary and vocationally oriented
programmes that, evenin the recent past, would have
been vigorously contested by academics on the
grounds althzivinappropeieress for siudy mhigher
cducation. There has been a clear shift, even within
the university, as Lo what counts as knowledge.

Whereas previously the fucus of the university

curriculum was ¢ssenlially on the acguisition of

knowledge, engaging principally the cagniave facultics
ol xtudents through a grupphing with the thearies and
concepls underpienning a discipline, there has been o
move resultung, it has to be sard, largely Trom

gov ernment intervention, on nowicdye application.

This has Tud, among other things, to the admission of

procrammes of work-bascd learning. 13arnetl noses.

how ever, that “knowledpe stiated 1 practice is not a

nawish Tornr of knowing alongside propositonal
knowledge, bt is o trdiien ol enddnring character”

(120

Although the old distinetions between education and
training and belween academic and vocational courses
are waning, they have not disappeared altegether, and
trequently reappear i the context ol debates about
the naturc of work-based lcarning and its
appropriatencss or otherwise in the university
curriculum. 1 do not wish to become impaled on that
debate 1n this present context but to acknowledge it
and move on. [t secems to me that we need to move
on because work-based learming is not consistent with
the old undurstanding of training but neither is 1t
consistent with the old understanding of a university
education. Perhaps it would help if we armived at a
whole new set of terms, or at least a renewed
agreement on definitions of words such as ‘skill’,
‘competence’, and ‘vocational’. Such words have
beecome much more associated with training for
practical task completion yet, on their own, they could,
and do, relate equally to academic abilities and
orientations. Work-based learning, to a greater or
lesser degree, is clearly about the application of
knowledge. Again, the word ‘appiication’ raises
worries for some academics who feel that this 1s
straying beyvond their territory (this, to some extent,
15 at the heart of Barmett’s concerns when he accuses
the university of being too narrowly focused on
knowledge). Not only is this impression sometimes
given but, along with i, the impression that, somehow
or other, knowledge application is a lesser form of
knowing bordering, perhaps, en what has been
refarred to as traiming. Thisis uahelpful and plaindaft.
Knowledge application s nota lesser form ot knowing.
It presupposes knowledge inthe first place and takes
ita step tunther and, therefore, itcould be argued, is a
more advanced form of knowing. As Eraut {1994)
notes, ‘learning knowledge and using knowledge arc
net separate processes but the same proeess’ (p23).
Fle also observes that “the process of nsing knowledue
trunsferms that knowledge so that it s no longer the

sume knowledge (p23).

[am not certain that the debate, vver which a great

deal ol Tuss 13 berny made al present. betwveen Mode
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I knowlodee {conventional understanding of
knowledge as being about theories aid coneepts) und
Muode 2 knowledge (knowledge inapplication) {Gibbon
of of V994 s anything but an usheipiol distraetion
fram the suun issue. Philosophically |regard it as
suspect becuuse. it seems o me, that it presupposes
two prindpal epistemologies, neiiher of which exist
other tian in the most general of ways, It is also
divisive and, at best, in danger ot reinforcing old
prejudices about one mode of knowledge being
superior to the other and, at worst. implying that the
two modes do not, or cannot, mix. My understanding
of work-based learning 1s that, if it is about anything,
it 15 about a mix of these two. so-called, modes of
knowledge. Epistemologically it is a hybrid 1n that
normally the knowledge element of work-based
learning is either discipline-related or, more likely, of
an inter-disciplinary nature, drawing on the concepts
and theories of particular knowiedge discourses and,
at the same time. gencraling new knowledge
applicable to the work context, as theory interfaces
with practice {Portwood's understanding of work-
based learmning cceurring where ‘focused intelligence’
and ‘intelligent scepticism’ interface is not unhelpful
it this context (Portwood. & Costley, 2000). This
mingling of theory, knowledge application, and
knowledge generation through the discrete activities
associated with leamning through work. is what typifics
work-bascd lcaming. The knowledge that results from
work-based learning is, therefore, of 2 distinctive
nature and defies the notions of Modes | and 2
knowledge, rendering the particular theory that
embraces them largely inappropriate in this context.

The New Agenda for Work-based
Learning

Work-based learning continues to face intcresting
times. Whether tull-time programmes, or part-time
within morc conventional forms of study, work-bascd
learning clearly st confurm to the same eriteria for
anaward, or part award, as any other aspect of the
Meher cducation cormeulum. Fhe OQuality Assurance
Agencey frimuwork for igher education guahibeations
applics cqually o programmes ol work-based tearning
s o mare conventiongl forms af study, What 1s

ippening, howoever, at the present time, 1s that,

through various Government-tunded mtiatives such
as thie Graduate Apprenticeslip Scheme and the
foundation degree concept, both of which are work
focused and consist either ennrely ol work-bused
learming or are mtended o have substanual clements
ol work-bused Tearning within them. two tforms of

accradtiation are being juxtaposcd. A simifar

Juxtaposition between the two educational sectors

normally associated with these forms ot accreditation
15 also required. reinforcing a declared nteation of
Government that higher education and further
education shall work together more closely. These
schemes, quite nicely, foree the hand of both, though
fail to take account of the different understandings,
found within the two sectors, of the nature of work-

based learning, leaving them to sort it out for
themselves. These understandings are informed, in
the main, by the different requirements of the
respective forms of accreditation, with voecational
qualifications principally requiring the demonstration
of competences (with compelence, in-this context,
being mainiy defined as ‘can do’) and with higher
education erting on the side of the higher order
cognitive skills of analysis, synthesis and evaluation,
though it n:mst be acknowledged that the QAA
framework has broadened somewhat the qualification
deseriptors, tentatively suggesting that higher
education might also be a means to an end {with that
end being ‘employment’) as well as an end in itself.

These new developments mean that work-bascd
lcarning really needs to be redefined. At the same
time, the meaninyg of some of the terms iraditionally
associated with ‘training’, necd to be clarified. Thus,
we need to recounise that “skifls” mos be both practical
and intellectual and that "compeienee’ may refer, as
Barnett (1994) clearly indicates, equally to either
acudemice or operational competence. Similarly. the
real meaning of ‘vocatiorl’ should be adhered to
rather than using the term as shoert-hand for a
deseription of manual labour,

Conclusion: Clarification of the Nature
ol Work-based Learning

What. then, 1s this new understnding ol wark-based

learnime? Perhaps itis nota new understanding ai all
= =
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et s called for b o clartlication ol the nation of

work-basad learning, Waork-based feaming in tigher
cducation has, sinee s begtintiugs, quite rightly

cused on Slearning” and learning i a higher

cducalion context, Fram thice paint of view of

assessment of students, this has lad the eftoct, at
Feast 1 some instimitions, of exatnning ondy, what
amount principaliy oo understandimgs within the
cugnitive domain. Little attention may have been given
to how well 2 job was done or how ctfective were
the strategics empioyed by the student, and imuch more
atiention given to their learning understood in terms
of conventional assessment criteria. typically including
the student’s ability to analyse. svnthesise, evaluate
and critically reflect. Especially with regard to the
lust category in the list (namcly, critical reflection), T
would depart from Bamett’s accusation of the limited
focus of higher education, by arguing that work-based
learning is one area of the curriculum where critical
self-reflection and critical action as well as critical
reasoning are required and encouraged.

Given the new situation {for exaniple, the Graduate
Apprenticeship), where either national vocational
qualifications or national occupational standards (or
koth) have to be included in the assessment package
for work-based learning. there is a requitement for a
much eloser examination of the relationship between
typical higher education assessment strategies and
those pertaining to so-called vocational accreditation.
We surely need to work ¢ overcome this divide
between twao assessment frameworks if work-based
lcarning is to be the truly holistic form of learning and
knowing that, it scems to me, it has the potential 1o
be. Inany attempt to clarify what is involved in work-
bused leaming, Dwould have o include the three-told
requirernents of "knowing ', “heing’ and “dong’ which,
1 contest, offers the sort ol holistic model that may
already exist, at least in the minds of some, but may
not necessarily be evidenced i all forms of werk-
based learning. This model. 1 contend, 15 very much
more in lune with the demands of Bamett who argues
Do the critical being s the prineipal vatput of o
university cducation, and much more in tune with an
anderstanding ol philosophy ol higheocducation i
lor present purposes, The medel mustnot compromise

the integrity of higher cducation neither st it sell

short so-called vocational assessment, 10 nusy
ambrace the three elements of kaowing, doing and
being which, o my view, cquate to Barnett's eritical
reason, criticil action {though 1 aceept that Barnett
miay consider this o be o gross understatement of
what he means hy criticol acliony and eritical selt-
reflection, in a far more holistic model of higher
cucation than currently ¢xists bul which, Tmaintain,
does exist already, to some degree, in work-based
learning, und with the logical development of relating
morc closely together two currently different patterns
of assessment, has the potential to ofter a model of
work-based learning that 1s truly holistic. Perhaps the
practising epistemologist” (pl140), of which Barnett
speaks, is none other than the work based leamer
who, in turn, is testimony 10 the transformative nature
of work-based leamning.
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Conference paper presenter :David Major, Chester College of Higher Education.

Conference paper title : The place and status of knowledge in Work Based
Learning

Abstract : This paper seeks (o examine some of the epistemological issues which
relate to the debate concerning the justification of Work Based Learning in the
HE curriculum. [t will take account of post-modern perspectives on the theory
of knowledge and of the so-called knowledge revolution and the impact these
have had on the University. The perceived divide between academic and
vocational knowledge, universal and local knowledge, and Mode | and Mode
2 knowledge will be discussed, and it will be argued that such ways of thinking
are inappropriate and a hindrance in any attempt to arrive at a satisfactory
way of understanding the place and status of knowledge in Work Based
Learning. [t will be argued that Work Based Learning is involved as much in
knowledge creation as it is with the application of knowledge and, therefore,
that more holistic ways of perceiving knowledge are required. The paper will
continue to argue that a more helpful way of thinking of knowledge (especially
when arguing the case for WBL in HE) is in terms of its level rather than its
type, and it will conclude by commenting on Barnelt's concept of the
practising epistemologist, and suggesting that this befits the profile of both the
WBL facilitator and learner, before pointing to Raelin’s contention that Work
Based Learning needs a new epistemology of practice.

Key issues to be addressed

I do not pretend to be able to do anything more in this paper than to hint at what some
of the issues are in respect of knowledge in the context of Work Based Learning. The
key questions to be addressed are : what is the place of knowledge in Work Based
Learning? and what is the status of the knowledge generated through Work Based
Learning? In the context of higher education, there is also the question of what
knowledge is required prior to the Work Based Learning experience for learning
through work to be truly effective? This raises the matter of higher education support
systems for Work Based Learning including, for example, prior knowledge in areas
such as methods and processes associated with Work Based Learning, research
methods, self knowledge, knowledge about others (especially the workings of groups,
teams, organisations) and other knowledge drawn from social psychology (which,
arguably, provides an underpinning discipline for much of the generic knowledge
associated with Work Based Learning). Clearly there will be evidence of knowledge
growth in many of these areas through Work Based Learning but therc seems to be a
case for an entrée into some generic knowledge (that is, knowledge not specific to the
work context) either prior to or running alongside (in the case of those learners in full-



time employment) the planned programme of Work Based Learning which feeds into,
and is part of, the overall learning experience.

The post-modern context

No contemporary discussion concerning epistemology can avoid post-modern
perspectives on the theory of knowledge. Over recent decades, debates of a
philosophical kind, concerning the nature of knowledge, have been fuelled, in
particular, by the epistemological concerns of post-modernism. These concerns
impinge directly on issues to do with the curriculum offered in Higher Education.
Some commentators refer to a crisis in higher education concermng knowledge (for
example, Barnett & Griffin, 1997). The role of the Universities, it is argued, has been
undermined in recent times through the arguments of post-modemism (such
arguments have been largely carried out in the Universities so, in effect, it is
undermining from within) concerning the provisional and contextual nature of all
knowledge. This raises questions for the University in respect of its traditional role as
guardian of knowledge, and in respect of the status of the knowledge it may generate,
and the claims that it makes about the knowledge that it transmits. Add to this the
reality that the University no longer has a unique role in respect of any of its key
functions regarding the generation, guardianship and transmission of knowledge, and
the so-called crisis in higher education begins to make some sense. Griffin (Barnett &
Griffin, 1997} claims that knowledge, as we have known 1t in the academy, is coming
to an end as a result of loss of faith in the Enlightenment project (p3). The idea of the
progressive development of human reason, giving us faith in the “grand narratives”
(Lyotard), has all but been destroyed by the arguments of post-modemism that
knowledge is culturally related, always partial, and specific to certain contexts.

While not losing sight of that understanding of knowledge, it is possible to overstate
the contribution of post-modernism to debates on epistemology. As Scott (ibid) notes,
it is the universalist claims to knowledge that are in peril. Science, in its
disaggregated pieces, is in good order (pl6). This suggests that, while disciplines
such as philosophy and theology may have been shot through with post-modern
arguments, other areas of knowledge have been left relatively unscathed. 1 assume,
for example, that advances in medicine have hardly been touched by the post-modern
debate on the theory of knowledge.

If the arguments of post-modernism are right, especially in respect of grand narratives
~ and, of course, we have no means of being certain that they are — it would seem to
be a good thing that the University has been forced to reappraise its own
understanding of the knowledge it has generated and transmits. If this results in an
apparent loss of faith in its raison d’etre, this would seem to be better than it living
under an illusion. What has happened, of course, is that the University has integrated
post-modern thinking which, as I indicated earlier, it has been largely responsible for
generating, into its curriculum and into its research. Thus, it could be argued that the
University has inflicted itself with post-modern thought and it probably affects it more
profoundly than it affects other walks of life.



The knowledge revolution

A far more serious development and potential threat for the University, fuelled in part
by post-modernism, but largely made possible through technology, is the so-called
knowledge revolution which has made knowledge the property of everyone. Again to
refer to Scott (ibid), what is happening to knowledge may be more to do with its
wider social distribution than to its epistemological dislocation (p21). He speaks of
this wider distribution taking two forms. One is the re-emergence of local knowledge
as opposed to expert or abstract knowledge. The second is the shift from Mode 1 to
Mode 2 (Gibbons et al, 1994) knowledge. In both cases the biggest adjustment for the
University is the recognition of the validity of both local knowledge, and what is
represented by, so-called, Mode 2 knowledge. If anything has upset the apple-cart for
the University, it is not so much post-modemism per se, but the knowledge
revolution, the full impact of which has not been assimilated by the higher education
sector., Barnett (1994) speaks of a paradigm shift brought about as a result of
discipline-based, propositional, knowledge being challenged by experiential learning,
transferable skills, problem-solving, group work, Work Based Learning and others.
He makes the point that these are not just about new teaching methods but illustrate
the changing definitions of knowledge that are taking place. He concludes that
legitimate knowledge is being broadened to embrace ‘knowing how’ as well as
*knowing that’, and comments that knowledge acquires an operational character (p46-
47). Arguably, Work Based Learning straddles the divide between the knowledge
which the University happily recognises, and the knowledge which it finds hard to
accommodate, and therein lies a significant challenge to the place of Work Based
Learning in the higher education curriculum.

My argument is that a move away from perceiving knowledge as either academic or
vocational, universal or local, Mode 1 or Mode 2, in fact anything which divides
knowledge, to perceiving knowledge as a whole but having different levels, removes
immediately any philosophical objections which the University might have to the
admission into its curriculum of Work Based Leaming. Such an acceptance means
that the only legitimate concem the University should have concerning knowledge is
its level rather than its type. In many ways, this argument is already won. There is
ample evidence of the broadening scope of subject matter into the curriculum. I
maintain that, given the arguments of post-modernism and the fact of the knowledge
revolution, it is right and proper that this should be so and that, by the same token,
there are no pressing philosophical or practical reasons why Work Based Learning too
should not be fully admitted into higher education.

In addressing the place of knowledge in Work Based Learning it is necessary, though
perhaps self-evident, to state, along with Boud (Boud & Solomon, 2001) that “a basic
assumption of Work Based Learning is that knowledge is generated through
work”(p36). The object of learning is always the acquisition of knowledge in some
shape or form. All workplaces are essentially sites of knowledge production with
different workplaces generating different knowledge depending on the nature of the
work in question. Jt may be worth differentiating, at this point, between ‘hard’
knowledge and skills, related to the specificities of a particular workplace, and the
‘soft’ knowledge and skills which are generic to any given work situation (for
example, self knowledge and knowledge of the other, especially perhaps in the
context of team-working, negotiating, knowledge of strategies in communication, and



so on). Both “hard’ and *soft” knowledge and skills will be learned (and produced) in
the work setting.

1t has become customary to speak of the knowledge revolution, in the sense where it
is understood that knowledge is the principal asset of corporations and nations
(Matthews & Cundy, in Boud & Garrick, 1999). Such knowledge is subject to a
dynamic process through which it is enhanced and renewed. This points to a
continuing need for Work Based Learning as a means of generating the intellectual
capital so crucial to the success of businesses and organisations. At the same time,
the process of learning points to the value of Work Based Learning for the individual
and, where individuals within an organisation are learning, it becomes possible to
speak of the learning organisation. A particular difficulty in assessing the place of
knowledge in a work setting may be the actual identification of what the knowledge
is. Much knowledge in the workplace i1s of the tacit or implicit kind. This
unarticulated, and often taken-for-granted, knowledge so evident in practice, is
frequently shared and forms the knowledge-base of a community of practice (ibid).

A holistic view of knowledge

In the context of the justification of Work Based Learning in the higher education
curriculum, it is important to make the point that Work Based Learning really does
include knowledge creation and is not only a question of the application of
knowledge. Mention has already been made of the Mode 1/Mode 2 knowiedge
distinction drawn by Gibbons et al (1994) and it is worth expressing some concerns
over this differentiation in the context of discussing the place of knowledge in Work
Based Learning (though, clearly, this is also about the status of the knowledge
generated through Work Based Learning), principally because there is the danger of
driving further the already existing wedge between so-called “academic” and so-
called “vocational” knowledge. While I can see the helpfulness of the distinction in
some contexts, and while I recognise that the abbreviated descriptions usually
proffered to clarify the difference between Modes I and 2 knowledge distort the fuiler
concepts articulated by the authors, nevertheless, 1 see the distinction as essentially
unhelpful in supporting the case for the justification of Work Based Learning in the
hgher education curriculum.  Although the government has recently articulated a
clear message (not least through the availability of funding) to the higher education
sector that it looks to it to develop a third principal activity, namely that of knowledge
application, alongside the generation and transmission of knowledge, it is not
necessarily helpful to isolate ‘application’ in this way. The ‘theory’ implicit in any
‘application’ may be considered as a pre-investment of knowledge but, nevertheless,
the theory is integral to the process of application and cannot be divorced from it. On
this ground it could be argued that applied knowledge is a more advanced form of
knowledge than pure theoretical knowledge, in that it is a demonstration of the
absorption of theory in practice. However, it could also be argued that, through
application, the knowledge itself 1s developed and enhanced. (The view that
knowledge is somehow degraded or diminished as a result of application is not only
outmoded but totally unacceptable and clearly fallacious. Outmoded, too, is the view
that knowledge-in-application is somehow of a different status or order to knowledge-
in-abstract-thought.)



As indicated already, it seems to me that the debate should focus not so much on
modes of knowledge (each representing a different status of knowledge), but levels of
knowledge, and that it should be recognised that knowledge generated as a result of
the application of theory advances that knowledge or lifts it to a higher level. On this
model, modes of knowledge prove unhelpful just as they do in terms of arguments
concerning the place of Work Based Learning in the University. As already implied,
higher education is still wedded to dualism when it comes to understanding
knowledge. Inappropriate though this may be, it is still accustomed to distinguishing
between ‘academic’ and ‘vocational’ knowledge and between ‘theory’ and
‘application’. In each case, traditionally, it places a higher value on the former than it
does on the latter. The notion of Modes | and 2 knowledge simply reinforces this
divide and suggests to the University that it was right all along to concentrate its
attention, almost exclusively, on Mode 1 knowledge, leaving Mode 2 knowledge to
those dealing with vocational education and, therefore, better suited to it. For the
reasons given, I am inclined to disagree with Boud (Boud & Solomon, 2001,p37 )
who views the further analysis of Mode 2 knowledge as a way forward for research
into Work Based Leaming.

The point about Work Based Learning is that it does not, or should not, recognise any
divide in knowledge in the first place. Not only is it unhelpful to its cause, but it is
also, T consider, a travesty of the truth of the matter. In and through Work Based
Learning, knowledge is far more holistic than the notion of Modes 1 and 2 knowledge
implies. Knowledge is applied in Work Based Learning but, in the application, that
knowledge changes. It becomes richer by advancing theoretical as well as practical
understandings and, thus, becomes new knowledge. In this sense, knowledge is
generated in and through work-settings where Work Based Learning is consciously
undertaken. This is to the extent that we may safely talk of Work Based Learning as
having a knowledge base. Once this is conceded, we are not far from the contention
of Portwood (Portwood & Costley, 2000), that Work Based Learning has a justifiable
claim to be regarded and treated as a subject in its own right.

The status of knowledge in Work Based Learning

That the plaee of knowledge is central to all programmes of Work Based Learning is
not, or should not be, in question. The only question that higher education has to
wrestle with concerns the status of that knowledge and, as I have argued above, if the
debate is shifted away from types of knowledge to knowledge levels then the issue all
but disappears. This may be easier said than done, however, given the way in which,
traditionally in the University, knowledge is codified and organised. As Boud &
Symes (Symes & Mclntyre, 2000) clearly indicate, Work Based Learning challenges
traditional codifications of knowledge. They point to the way in which working
knowledge is often unbounded, unruly, and much less subject to disciplinary control
(p25). While acknowledging the workplace as a site of knowledge production, they
rightly note that that knowledge is difficult to compartmentalise in terms of the
traditional epistemological frameworks associated with University study (p24). The
status of such knowledge is, therefore, highly likely to be called in question by
academics representing the status quo because, somehow, status is accorded to
knowledge by virtue of it being given the protection of a discipline.



The arbitrary nature of disciplinary divisions has, of course, long been debated in the
University and, given the widening of the curriculum found in most Universities
today, such divisions have been stretched, in some cases, almost to breaking point.
As Barnett (1990) suggests, we have reached a point where the basis on which various
forms of knowledge are declared admissible and acceptable to higher education are
far from clear. He adds that modern epistemology has given up the search for the
ultimate foundations of knowledge. If there is no single epistemological stance which
underpins the University curriculum, then, as far as Work Based Learning is
concerned (or, for that matter, any other contender), all depends on the quality of
argument advanced for its epistemological legitimacy. While there is no call for the
abandonment of traditional subject boundaries, it may be time for the Universities to
give up the pretence that they are somehow more than convenient ways of organising
the curriculum. [f this latter point is accepted, then the way is paved for the full
admission of Work Based Learning into the higher education curriculum, and the
danger of the status of its knowledge being discriminated against is lifted.

A new epistemology of practice

Barnett’s (1997) notion of the academic as practising epistemologist also seems
relevant in the context of this discussion. The practising epistemologist is one who is
able to use multiple discourses to interpret the world and who, like the post modernist,
recognises that what counts as knowledge 1s more open and more subject to broader
definition than may have been the case in the past. There would seem to be a sense in
which the academic as practising epistemologist has to accept responsibility for
defining knowledge and for justifying its levelness. Whether or not Barnett’s
argument, that the only place of supremacy left for academics in respect of knowledge
is in meta-knowledge (that is, knowing about knowledge), is accepted or not, the point
that he makes about the academic being both in and of the world (that 1s, having
societal value) is pertinent in the context of Work Based Learning (p152). The danger
of the work based learner becoming too specialised and having too narrow a view of
learning and of knowledge is also overcome if Barnett’'s understanding of the
practising epistemologist is used as a benchmark. All work based learners should be
practising epistemologists in that, to address the requirements of graduateness, they
must transcend the view of knowledge either as purely theoretical or as functional and
narrowly contextual, and view the world through multiple discourses, cngaging in
cntical thinking, critical self-reflection and critical action, as appropriate. The
practising epistemologist, properly conceived, is one who embraces learning and
knowing in a much more holistic sense than disciplinary perspectives normally allow.
Barnett (1994) refers to reflective knowing as an epistemology oriented towards the
“life-world”, a concept of which Habermas speaks, and Barnett, perhaps reflecting the
post modern view, maintains that reflective knowing accepts that all kinds of knowing
can help us to understand the world better just as, at the same time, it knows that all
forms of knowing are partial (p179).

Raelin (2000), speaking in similar vein to Barnett, contends that Work Based
Learning needs a new epistemology of practice, including both declarative and
procedural knowledge, and suggests that a critical issue for such an epistemology 15
when to introduce explicit instructions and reflection to yield optimal performance.
Any epistemology that underpins Work Based Learning must presumably, given that
Work Based Learning is a form of experiential leaming, start from the understanding



that knowledge is created through action and, in particular, reflection on action.
However, as indicated at the start of this paper, there is the question of prior, or
supporting knowledge, to take into account. Some of this may relate to ‘hard’
knowledge and skills (that is, knowledge and skills drawn from appropriate
disciplines) and some to ‘soft’ (that is, knowledge and skills drawn from such
disciplines as social psychology) but, in both cases, the point at which such
knowledge is admitted for cntical consideration is crucial.

At the point at which it is admitted into the learning cycle, such knowledge loses, to
some degree, its original context through its absorption into the work place setting and
the work based learners learning agenda. Once admitted, the knowledge input is
subject to critical reflection and critical action through which process new knowledge
18 created or knowledge is developed and enhanced. Given this coalescence of
knowledge from potentially multiple sources (some ‘hard’, some ‘soft’, some
impinging on the project in hand, some on the self-understanding of the learner) in the
service of a specific goal or goals, it may be argued that an epistemology of practice
for Work Based Learning is a holistic epistemology. Alternatively, one could see it
as an integration of epistemological traditions which, in coming together, act in the
sense of a new epistemological framework, forming an epistemology of practice. In
contradistinction to the divisions of knowledge into different types, spoken of earlier,
an epistemology of practice sets aside anything that leads to a bifurcation between
theory and practice on the grounds that it is epistemologically unsound. It also
considers that pure scientific method needs to be tempered with 1ssues arising from
application and that disciplinary knowledge needs to be corrected and qualified by
knowledge from other disciplines and from everyday life. Raelin (2000) comments
that theory contributes importantly to practice but practice contributes to theory and
identifies gaps between formal research and processes in the field. In this way theory
can be united with practice which is consistent with the philosophy of praxis (p62).

Other recent epistemological debate suggests that traditional ways of conceptualising
knowledge and skills as separate entitics 1s misleading and would see this area
reconceptualised under the generic rubric of knowledge. As | have argued already,
knowledge involved in action includes conceptual or propositional knowledge
(knowing ‘that’), procedural knowledge (knowing ‘how’) and strategic knowledge
{knowing ‘what to do” and ‘when’). As Eraut (1994) notes, conceptual, procedural
and strategic knowledge is underpinned by ‘personal’ or dispositional knowledge
{knowledge concerned with values and attitudes) based on experience. Contemporary
theorists see these concepts of knowledge as highly interactive and inseparable and
regard them as part of the same process of learning that brings about new knowledge.
This reinforces the idea that an epistemology of practice is a holistic epistemology.

Concluding remarks

All T have been able to do in this paper is to touch upon some of the issues that I
consider to be pertinent when discussing epistemology in the context of Work Based
Learning. My view is that it is of vital importance that those of us involved in Work
Based Learning in Higher Education debate openly the case for its justification within
the HE curriculum and that we move beyond the pragmatic arguments in an attempt to
establish clear philosophical and educational reasons for its inclusion. This seems to



me to be the principal reason for this conference and, therefore, 1 am delighted to have
been able to take part in the debate.
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APPENDIX C



Chapter ...
LEARNING ABOUT LEARNING THROUGH WORK BASED LEARNING

Introduction

Work Based Leaming, defined in this context as fully accredited negotiated units or
programmes of learning through work, is relatively new in the higher education curriculum.
Arguably it is an area of activity that demonstrates something of the massive culture change
that is occurring in University education largely brought about by a number of factors including
the influence of post-modemism, the impact of the knowledge revolution, and the intention of
governments to influence the shape of the higher education of the future to make it more
relevant, as they see it, to the needs of society and the economy.

There seems little doubt that Work Based Learning in higher education is sef to experience
considerable growth in the future. irrespective of government funding streams and initiatives
(for example, the Foundation Degree in the U.K.) which foreground Work Based Learning, it
appears to be appealing to both employers and learners alike. Employers appear to welcome
it because it has the potential to address directly their particular staff training and development
needs ; learners welcome it because it gives them considerable control in terms of negotiating
a curriculum which directly addresses their personal and professional development needs and
maximises the potential of work by adding an explicit leaming dimension.

While there may be a clear prima facie case for Universities to fully admit Work Based
Learmning into the curnculum, unless there are also clear philosophical and educational
reasons for doing so, its position will be weak, leaving it vulnerable to attack especially from
those within the University who are less convinced of its worthwhileness. | have argued
elsewhere the case for the admission of Work Based Learning in the higher education
cumiculum on both epistemological and ontological grounds (for example, Major 2002). The
evidence of recent research that | have undertaken convinces me that there are also strong
pedagogical reascons for Universities to embrace fully Work Based Learning.

Scope of chapter

Effective leaming, in my view, is essentially a holistic process that integrates knowing and
doing in 2 critically reflective way, and moreover that Work Based Leaming is a sound
facilitator of learning of this quality. In this chapter | propose to argue that, through Work
Based Learning, learners appear to have a much better understanding of the learming process
than is gained through conventional teaching methods. In other words, through Work Based
Learning, learmers learn more about learning how they, in particular, learn than they do
through classroom-based learning. | shail make reference to empirical research findings from
studies carried out at Chester College of Higher Education as well as referring to the findings
of a longitudinal study into student leaming undertaken by Alverno College, Milwaukee. | shall
discuss how learning occurs through Work Based Learning and what is distinctive about it and
what the conditions are under which leamning through work comes about. Close attention will
be given to the notions of critical reflection and critical self-awareness as key features of
learning through work. A main contention of the chapter will be that Work Based Leaming
requires leamers to assume a greater degree of responsibility for their own learning than do
conventional learning methods. [t will be argued that this greater responsibility, together with
crtical reflection as a key ability in Work Based Learning, leads to learners developing a
greater understanding about how learning occurs. [t will also be argued that the ability to
understand more about the leaming process while, at the same time, developing knowledge
and understanding, is one that is transferable to other, more conventional learning contexts, if



tearners are made more rasponsible for their own learning and if they leam how to critically
self-reflect.

Empirical research : Alverno College (USA)

The key questions to be asked in this chapter concem how people learn through work and
what, if anything, is distinctive about Work Based Learning, and the conditions under which
Work Based Learning occurs. Anything of real merit that can be said in these contexts must,
of course, be grounded in empirical evidence and it has to be acknowledged that little is
available at the present time. As Tennant (Boud & Gamick, 1999) notes “research in
understanding leaming in the workp!ace is still in its infancy”(p177).

An important longitudinal study undertaken by staff of Alvemo College, Milwaukee, USA on
“learning that lasts” is an exception in that it includes evidence gathered from their off-campus
experiential leaming (OCEL) programme (similar in concept to Work Based Leaming for UK
full-time undergraduates) of the importance of OCEL for the reinforcement of learning
(Mentkowski et al, 2000). Alverno, famous for its abilities-based curriculum, has undertaken
research over a twenty-five year period into the lasting nature of an abilities-based education
and their study shows how this education is retained and reinforced through work. A key
Alverno educational assumption is that “education goes beyond knowing to being able to do
what one knows” (p57) and, therefore, all Alverno students have to complete an OCEL
requirement as an integral part of their degree studies. The understanding that leaming is a

holistic process and one best achieved through collaboration is also key to the Alverno
philosophy.

Learning, in the Alvermo view, is best understood as integrative and experiential, characterised
by self-awareness, as being active and interactive, developmental and transferable with
leamning processes built around these assumptions (p61). This would appear to go some way
towards explaining the "how” of Work Based Leaming from the Alverno perspective, in that it
is part of a broader educational process that combines College-based study with off-campus
experiential leaming. However, the distinctive Aiverno philosophy is clear that experiential
learning is as relevant to on-campus as to off-campus leaming in that it is “a concept and
practice that must permeate a ¢ollege curriculum in a systematic and developmental manner”
(p8). Again to gquote Mentkowski et al, “leamning involves the whoie student . knowing and
doing work together in a dialectic whereby each is constantly redefining the other’(p8). The
“how” also points to the significance of collaboration in leaming that opens up the opportunity
for a “diversity of voices”(p46} and leads to individuals becoming participant researchers
through the development of a culture of inquiry. The Alvemo researchers discovered that
evidence pointed to students not truly understanding the curriculum abilities until in the
workplace (p103). They also found that the abilities continued to develop after graduation,

provided that the graduates were persistent in referring back to the conceptual models that
they had leamed in College (p103).

While evidence from the Alverno empirical research does not prove in any way conclusive so
far as Work Based Leaming is concemed, there are some important pointers to "how” people
learn, and that "how” includes the experience of taking knowledge into the workplace and
integrating it with the further experience of “doing” for new leaming and new knowledge to
occur. This suggests that a distinctive feature of Work Based Learning is the integration of
knowledge and action as part of the learning process, with new or enhanced knowledge
emerging as the product of leaming. This suggests that, among the conditions under which
learning through work occurs, the leamer must have access to relevant knowledge to
integrate into the leaming through work process. A further condition appears to be that the
learner must have developad a spirit of inquiry such that the intention to learn from
experience is foregrounded.



Empirical research : Chester College {UK)

The Alverno research identifies, among others, the following key features of the learning
process :

» Knowledge is retained and reinforced through practical application

« Learning is @ holistic process, crucially involving the self-awareness of the leamer

o Learning is best achieved through collaboration with others

These findings are corroborated by recent research camied out by the Centre for Work
Related Studies at Chester College of Higher Education into the student experience of Work
Based Leaming. This involved a structured questionnaire survey of full-time undergraduate
students on non-vocational degree programmes on completion of a six-week placement, and
semi-structured interviews involving 31 students, the majonty of whom were in full-time

employment, undertaking Work Based Learning at either undergraduste or postgraduate
levels,

Theory/practice interplay

The idea that knowledge is retained and reinforced through practical application was
confirmed by some of the Chester leamers when they identified the theory/practice interface
as an important place for leaming. A number of the respondents indicated that theory really
only made sense to them when informing a practical purpose. Thus, effective leaming may be
best facilitated by a curriculum which presents learners with the opportunity to become
involved in the relationship between theory and practice, and not where the two are regarded
as being in some way separate from one another. The strength of Work Based Leaming, and
a distinctive feature of it, may be in its ability to accommodate both theory and practice and,
therefore, it may be an effective vehicle for a higher education curnculum that recognises the
importance for leaming of the theory/practice interplay. The Alvemo research, as indicated
above, shows that there is something about the integration of knowledge and action that leads
to effective learning. Barnett (Boud & Garrick, 1999), from a theoretical perspective, would
also appear to support the ides that learning is a complex process and is not complete unless
knowing and doing are combined and, in turn, combined with reflective processes.

Learning as an holistic process

More than half of those interviewed as part of the Chester study claimed either that Work
Based Learning had brought about growth in self-knowledge, or that it had changed their view
of themselves, or that it had brought about self-examination. Much of this increase in self-
awareness is undoubtedly connected with the process of critical reflection, which is a key
higher order critical skill associated with Work Based Learning and one which has the power
to assist individuals with the process of meaning-making. Others spoke of various ways in
which Work Based Learning had influenced their lives or impacted on them as human beings.
if this is the case, then it suggests that Work Based Learning is a powerful way of learning that
engages the sffective domain as well as the cognitive and has the potentiai to bring about
more holistic ways of being and knowing than, arguably, is the case through more
conventional forms of higher education study. The place of emotions in the learming process
is commented on by Garrick (Boud & Garrick, 1999) who claims that, according to adult
leaming theory, “leaming can be most effective if one’s emotions are engaged in the leaming
process”(p220). He points to the role of emotion in leaming found in the humanistic tradition
and among those interested in emotional intelligence. If Work Based Leaming does indeed
impact on the affective domain, as claimed by the respondents, then this provides
reinforcement to the idea that it is 8 much more holistic approach to learning and, therefore,
one could argue, better equips people to live and work in the real world.

A note of caution, however, needs to be struck in that some, at least, of the subjects could be
considered to be highly impressionable. Full-time undergraduate students, new to a form of



experiential learning conducted in the workplace, frequently undergo a steep learning curve
during the course of the six weeks of the placement which makes quite an impression on
them. Usually, ieaming in this way is an entirely new experience tor them and the experience
of change (from the lecture room to the workplace) can be stimulating, exciting and
invigorating. My past experience of talking with students during and shortly after their
placements is that, typically, they are full of enthusiasm for what they have been doing, have
had, in many cases, an entirely new expenence (even those students who have worked
throughout their degree studies, frequently express their excitement at being able to
experience work in a profession of their choosing, as do mature students with a record of
employment), and often an opportunity to apply their learning to a task for an employer. All of
this can have quite an impact and create the impression of having had a unique experience.

Another group of students, on whom Work Based Learning appeared to make a considerable
impression, consisted of a number of people in full-ime employment who had not expected to
ever engage in HE level study (from the University perspective, this is a reminder of the
potential of Work Based Learning as an agent of widening participation). For them, an
unanticipated opportunity had opened up and their discovery that not only where they able to
cope with this level of study but that some of their professional competences were actually
recognised as equating with higher education level learning, proved to be highly motivational.
It is perhaps, therefore, not surprising that a typical response was that Work Based Learning
had impacted on them hugely and in a very positive way in that they now valued themselves
more highly and recognised their capabilities and their contribution in the workplace.

For both of these groups, what ! shall refer to as, the “novel” factor of Work Based Leaming
should not be underestimated or ignored. However, the evidence of the interviews also
suggests that even some of those not falling into either of the above categories recognised
something of the impact of Work Based Leaming on them in terms of changed self-
understanding and improved motivation. lt may, therefore, be the case that, while the novel
factor may play a part in the impact on the individual of the experience of Work Based
Learning, it does not explain it in its entirety and that there are other factors involved. It is my
contention that these other factors are concerned with the distinctive features of Work Based
Leaming that cause the leamer to engage in a wide variety of ways of leaming within the
context of a community of practice.

Collaborative learning

There is also sufficient evidence from the Chester qualitative research to make the claim that
Work Based Learning almost inevitably involves people in various forms of collaborative
leaming and engages them in interpersconal relationships in a variety of ways to the extent
that, when combined with the impact it has the potential to make on individuals in respect of
their self-understanding, supports the philosophical viewpoint that Work Based Leaming is a
form of ontological-relational thought (this is a position which argues that self-knowledge
{knowledge of one’s being} comes about as a result of relationships with other human beings).
The evidence seems to suggest that most participants recognise that Work Based Learning
involves learning in community and not in isolation, and that learning through work involves an
awareness of inter-dependency, mutuality and coliaboration {the relational dimension}. This
raises issues for higher education, not least in terms of the way in which assessment of
learning is undertaken. It also contrasts quite starkly with the conventional culture of learning
in higher education with its emphasis on individualism and personal achievement.

The significance of the evidence, however, should not be over-stated nor the differences
between Work Based Leaming and conventional higher education polarised. There is no
reason, for example, why much leaming on the University campus cannot be undertaken
using more collaborative methods (many University departments now like to refer to
themselves as learning communities) and sometimes leaming in the workplace may be best



achieved through lone activity, such as reading a book or writing an articie. However, it
remains the case that a distinctive feature of Work Based Leaming is that, typically, it occurs
within a community of practice, which itself facilitates much of the learning that occurs and,
therefore, places emphasis on the notion of relational learning. Any form of coilaborative
iearning implies that there are two principal forms of leaming occurming simultaneously : that
is, (1) learning about the topic or subject under consideration, ana (2) feaming about the
others who are engaged in learning with you which, in tum, almost inevitably leads to mare
self learning. This, it seems to me is the essence of the ontological-relational perspective
and, therefore, the claim, that Work Based Leaming is a form of ontological-relational
thought, justified.

Scholarly support

My claim, then, is that in broad terms, the research findings from the Chester enquiry
corroborate, to a large extent, the findings of the Alverno longitudinal study. | would also claim
that there is general support for these empincal findings from a number of influential thinkers
in the sphere of educational philosophy and psychology. For example, John Dewey, the
American philosopher of education, is frequently referred to in any discussion about
experiential learning in general, or Work Based Learning in particular, especially when it
comes to the consideration of method. i has {0 be remembered, however, that Dewey was
essentially concerned with the school cumiculum and not adult learning. Nevertheless, the
points that he made about experience being the core of the educational process, and the idea
that learning which anses from experience is marked by continuity and connectedness are
consistent with my contention that Work Based Leaming is not only an appropnate vehicle for
the deiivery of higher educatian but is essentially a holistic and relationati process.

While Dewey is often cited in philosophical support for experiential leaming and Work Based
Leaming, Vygotsky is often identified as a key figure in supporting expenential iearning from a
psychological perspective. His concept of the “zone of proximal development” is pertinent to
Work Based Leaming in the sense that it points to the greaier potential of collaborative
jeaming aver that of independent learning. Vygotsky suggests that individuals are capable of
achieving much more in coilective activity than they are capable of achieving on their awn.
His emphasis on the importance of "dialogue” as a facilitator of cognitive growth is also
relevant to an understanding of the processes of Work Based Leaming. Dialogue is a
profoundly social process and a relational activity and is, therefore, entirely consistent with my
arguments about the nature of Work Based Leaming.

Carl Rogers is also a key figure in the recent “learning” debate who, it could be claimed, offers
indirect support to Work Based Learning as having implicit within it an appropriate educational
method. Work Based Leaming is entirely consistent with the student-centred leaming
approach of which Rogers approved, as weill as foregrounding the process of leaming, given
that today's new ideas become tomorrow's outmoded information. The philosophy of learning
espoused by Rogers also emphasises the part that emotions piay in the teaming process and,
thus, he advances an argument for a holistic view of learning much along the lines | have
claimed for Work Based Leaming.

It can be seen, therefore, that Work Based Learning is not without its support, albeit indirect
and unknowing, from recent heavy-weight thinkers and clearly, if space permitted, much more
could be said of their respective ideas to reinforce the contention that it is entirely justifiable
that Work Based Leaming should be admitted into the higher education curricuium.

Critical reflection

Reference has aiready been made to the key role of critical refiection in Work Based Learning
and so it seems appropriate to comment on the evidence of the Chester qualitative research
in this regard. The evidence suggests that, through critical refiection, change has been



brought about for individuals in respect of their views and attitudes towards themselves, their
work and their worlds. Whereas critical thinking has always been highly prized in higher
education, critical reflection has been less so. Critical thinking implies a degree of detachment
and objectivity in relation to the object of (conceptual) thought, whereas critical reflection has a
strong subjective element that, of course, may account for its more cautious treatment in the
academic world. Critical reflection seems to me to carry with it the weight of critical thinking
but brings the self into the equation. Thus, in critical reflection there is an attempt to examine
the implications for the self (and, therefore, to make {construct} or to remake {reconstruct}
meaning for oneself) in relation to whatever it is that is under critical scrutiny.  Critically
reflective capabilities are shown o be crucial to Barneit's (1997} view of higher education
when he identifies three key features of the ‘critical being’ which, he argues, is the
responsibility of higher education to produce namely, critical reasoning, cntical self-reflection,
and crtical action. Barnett's argument is that a University education should enable an
undergraduate to go beyond the capability of cntical thinking {which a conventional University
education has provided for and should continue tc provide for), to engage in critical self-
reflection (leading to a reappraisal of beliefs and values}, and to promote engagement in
crtical action in the world (such as might be expected from a responsible citizen). | have
attempted to make the case elsewhere (Major, 2002) for Work Based Learning as a form of
higher education that has the capability to produce the ‘critical being’ that Bamett argues
should be synonymous with the concapt of graduateness.

However, | am cautious about emphasising, to any great extent, the significance of the
Chester findings in respect of critical reflection because of my serious concems that the level
at which students on programmes of Work Based Leaming may be engaging in it is not a very
deep one. Almost two-thirds of the respondents (20) either did not indicate clear
understanding of critical reflection or their answers indicated only a basic understanding of it.
I am drawn to the observation of Boud (Boud & Solomon, 2001), conceming whether critical
reflection in Work Based Leamning contexts provides a sufficiently critical edge to promote the
kinds of critical thinking characteristic of a University education. Boud concludes that some
reflective activities may net (ibid, page 55), and his observations lead me to infer that my
suspicions, on the basis of the data collected concerning the level at which students are
engaging in critical reflection, may not just be a local issue but one that is pertinent to Work
Based Learning at large. If this is the case, it indicates a clear need for a great deal more
work to be done in this area so that the level at which students are engaging in cntical
reflection is consistent with the standards of critical thinking engaged in elsewhere in the
University.

What is clear to me is that, whatever the situation is in respect of the level at which critically
reflective activity is taking place in the context of Work Based Leaming, it does not change the
situation in respect of the centrality of critical reflection in learning through work. Critical
reflection is the key capability of the reflective practitioner. Similarly, critical reflection is at the
heart of the model of praxis espoused in liberation thinking and considered by some to be a
key aspect of Work Based Leaming methodoiogy. However, critical reflection is not
necassarily an intuitive process. It is one that people have to leamn, especially if they are to
achieve a depth of reflection acceptable to higher education. Thus, those responsible for
delivering programmes of Work Based Learning must also be charged with the responsibility
for facilitating the development of students' critically reflective capabilities. That critical
reflection is a capability that develops through leaming and experience is implied by one of the
Chester postgraduate respondenis who noticed that her peers, who had undertasken Work
Based Learning previously, possessed a greater understanding and insight than she did
concerning leaming in the workplace. Similarly, two other postgraduate students, who had
undertaken Work Based Learning as part of their undergraduate studies, noted their own
development in their ability to critically reflect, suggesting that, to some extent, it is a learned
process.



The learning process

It is my view, on the basis of the evidence available, that students gain a better understanding
of the learning pracess through Work Based Learning than they may da thrcugh mare
conventional forms of leaming. Work Based Leaming requires students to accept a
considerable degree of respansibility far their own learning, and gives them greater freedom to
determine how they are geing te learn. The evidence of the Chester research canfirms that
there is a wide variety of ways in which peaple learn through wark. Same answers tended, if
anything, to emphasise practical learning over theoretical, though respondents generally taok
a balanced view, recognising that different learming needs required different approaches. In
analysing student responses to a8 question concerned to elicit samething of the various ways
in which people learn, six categories emerge :

+ Experiential leaming
Conventional learning
Instructional leaming
Reflective learning
Relational leaming
Other ways of leaming
The question was not in any sense meant to be about the physiclogical workings of the brain
ar to engage in any farm of psychalogical study but simply an attempt to find out about
people's leaming preferences and how, when free frem the constraints of a mare cantrolled
learning enviranment (such as the University or Callege), they went about their leaming. It
was mare to do with methods of learning and the idea that, through Work Based Leaming,

people prabably engaged in a wider variety of ways of learning than they would in a more
conventional form of higher education.

It seems reasanable to assume from the information given by the respondents that, when free
to do so, the way in which individuals go about leaming is inclined tc match their preferred
learning style. It alsa seems reasenable to assume, though the survey did not attempt to deal
with this, that access to a broad range of learning styles has the potential to lead to more
halistic ways of understanding learning and, thus, has the potential to lead to the capability of
leaming to learn. The evidence does support the view that, whatever else students leam
thraugh Work Based Learning, they also learn about themselves. This inevitably means that
at least an element of emationsl learning is brought into the equation. Arguably it is self-
leaming that gives rise to an understanding of how ane learns which, in turn, leads to a
greater awareness and understanding of the process of learning itself or of learning ta learn.

If this is the case, then Work Based Leaming is consistent with Carl Ragers (1983) halistic
philasaphy of learning with its emphasis on people’s understanding of how they learn rather
than what they learn. This is a sophisticated process and ane that many leamers, | suspect,
may never cantemplate. It is a process that a canventional University education may not
require one to consider. The difficulty some of the respondents had initially in engaging with a
question that asked them ‘how' they learn suggests they may never have been asked that
question befare. The fact that mast were able to engage with it to some degree, having
thought about it in the context of Work Based Learning, suggests to me that having greater
responsibility for their own learning, together with experiencing a broader range of ways of
learning, better equips peaple to understand samething of the leaming process

The current debate

The existing literature on Wark Based Learning is growing but not extensive and ideas to
support it are currently being drawn fram a range of allied fields of study. In bringing this



chapter to closure, | thought it might be helpful to point to some of the wider thinking that has
relevance to Work Based Learning and which, | believe, supports the case | have been
attempting to make concerning how leaming occurs through Work Based Learning, what its
distinctive features are and what the conditions are under which leaming through work comes
about.

Bamett (Boud & Garrick, 1999) draws the distinction, which is becoming increasingly used,
between "formal” and “informal” leaming and suggests that the latter may typify the work
context. He recognises, however, that this may be too simplistic a distinction to make as "both
formal and informal learning constitute work” (p36). | would also argue that Work Based
Learning requires that the knowledge that comes from so-called formal learmning be integrated
with the informal leaming that derives from the experience of work. (I would also wish to draw
a distinction between “planned” and “unplanned” learning and argue the case that Work
Based Learning should essentially be concerned with planned learning whilst welcoming the
unplanned ieaming that inevitably arises in a work context.) Bamett would appear to agree
with this when he notes that leaming can be cognitive (mastery of new concepts), operational
(mastery of new skills) or experiential (accommodate to new set of relationships) and that
Work Based Learning incorporates a mix of these and is, therefore, challenging in multiple
ways. He suggests that it is simultaneously challenging in terms of one’s knowing, one’s
acting and one’s reflecting (p37). i we add to this the interdisciplinary nature of Work Based
Learning, the mix becomes even more complex. In a sense it could be argued that Barnett is
simply affirming the Alverno assertion that leaming is a complex process and is not complete
unless knowing and doing are combined and, in tum, combined with reflective processes.
This is, in a sense, "how” Work Based Learning occurs and is a distinctive feature of it.

Senge’s concept of "generative leaming” (cited by Beckett in Boud & Gamick, 1999, p83), in
opposition to more traditional mechanisms which he calls "adaptive leaming”, suggests a
similar process to the Alvemo mode! as does the concept of "organic leaming” where life at
work is experienced as an integration of thinking, feeling and doing in social settings. Beckett
argues that, when the worker-learner is aware of learning from these expernences, this can be

called "organic leaming” (p87-90), and he argues for rationality as an integrating factor in the
process (p94).

In the context of "how” learning occurs in Work Based Leaming the importance of facilitation
must not be overlooked. This is something of a new role for the academic and one which may
be regarded as being more akin to research supervision than formal teaching (Boud & Symes
in Symes & Mcintyre, 2000, p28). The Chester research identified, perhaps not surprisingly,
the crucial role of the higher education facilitator in ensuring that effective learning occurs.
Where formal teaching is not involved and students are learning in off-campus settings,
perhaps where electronic means of communication are the norm, the tutor becomes
something of & hybrid in terms of the combination of academic, administrative and support
roles. In reality the University facilitator is not a lone facilitator in Work Based Learning, given
the social nature of work and the opportunity of informal facilitation through collaboration and
dialogue with colleagues. Nonetheless, however it occurs, facilitation is crucial. As Billett
(Boud & Garrick, 1999) notes, “guidance in the workplace is...a key factor for the development
of robust knowledge”(p158). He also notes that the "lack of available expertise has a negative
impact upon workplace leaming”(p158). This reinforces the point made previously and, at the
same time, signals a distinctive feature of Work Based Learning, namely that iearning in the
context of Work Based Learning involves participation in a community of practice (Tennant in
Boud & Garrick, 1989, p173). The distinctiveness of this form of learning is, according to

Tennant, that it entails a different mind-set, one that moves away from the individual towards
the community.

It is a moot point as to whether contemporary research into the leaming process should be
used to show how Work Based Learning addresses the essential requirements for effective



learning when it could equally be argued that it should be used to inform all learning and is,
therefore, best seen as part of a shift in higher education from teaching to learning, with
learning being foregrounded as the key activity of the University. Garrick (ibid) seems to
suggest the possibility of this when he notes that contemporary research points to an

unprecedented degree of convergence between workplace learning and formal education
(p225).

Given this point, there may be little merit in attempting to ciaim for Work Based Learning more
than it may rightly deserve in terms of its distinctive features. It may be, for example, that
what | seek to claim as a feature of Wark Based Learning is simply a reflection of a move in
learning research generally towards more halistic ways of learning. After all, as Moon (1999)
suggests, “learning outside and inside the classroom can hardly be different kinds of leaming
all together’(p22). There may, therefore, be little point in attempting to argue that the
workplace presents a richer source of potential learning than the lecture room, especially in
terms of all-round, holistic, development. Nevertheless, it is necessary to argue that Work
Based Leaming does provide for this because this is part of the justification for the inclusion of
Work Based Learning in the higher education curriculum. However, it is worth noting that
Work Based Leaming does appear to encourage a number of significant growth points for
learners, including the move from single to double and triple loop leaming (Raelin, 2000), and
the development of deep rather than surface approaches to leaming (Vaill, 1996), given that
transferability is a key feature of Work Based Learning and that only a deep approach to
learning is likely to lead to knowledge transfer (Boud in Boud & Solomon, 2001, p42). |t also
encourages growing acceptance of responsibility for one’s own leaming, or the skill of meta-
learning (learning to leam), which is a cruciat attribute of the successful lifelong leamer.

Concluding remarks

in this chapter | have attempted to make the case, largely on pedagogical grounds, for the full
admission of Work Based Learning into the higher education curriculum. | have attempted to
show something of the variety of ways in which people leam through Work Based Learning,
pointing to what | consider to be its distinctive features and the conditions under which such
learning occurs. Through conversations with those engaged in Work Based Learming, it has
become clear to me that they appear to be more conscious of, and have a much better
understanding of, the leaming process than might be brought about through more
conventional forms of leaming. They appear to learn more about leaming and develop the
capacity of leaming to learn. | have argued that this comes about, partly at least, as a result
of the greater responsibility for their own leaming that Work Based Leaming places on the
learners and that this, together with critical reflection as a key capability, leads to them
developing a greater understanding as to how learning occurs. Boud &Symes (Symes &
Mcintyre, 2000) may well be right when they say that, where work is the curriculum, as it is in
programmes of Work Based Learning, this provides “a radically new approach to what
constitutes university study”(p14). Radical though it may be, | hope to have shown that there
are sound educational reasons why the University should fully embrace Work Based Learning
and accept it as a legitimate contributor to the higher education curriculum.
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APPENDIX D



Towards a philosophical underpinning for Work Based Learning :
the ontological perspective.

Summary

This paper recognises that Work Based Learning is a relatively new phenomenon in
the University curriculum and takes the view that it is incumbent upon its proponents
to articulate a clear philosophical and educational rationale for its existence in
Higher Lducation. It seeks to make a case for Work Based Learning as an example of
ontological-relational thought, a philosophical concept essentially concerning self-
knowledge. A central argument is that Work Based Learning leads to more holistic
ways of knowing and being than does the conventional University curriculum. It
examines critical reflection as a distinctive feature of Work Based Learning and
considers the potential of the latter as a means of facilitating meaning-making. The
article concludes with comment on Vaill’s concept of learning as a way of being.

Introduction

Theoretical perspectives on Work Based Learning are currently thin on the ground.
This may be attributed mainly to the fact that Work Based Learning is something of a
late-comer to the higher education curriculum. Even now, ten years or so after its
introduction into HE, serious questions of a philosophical and educational nature have
not been fully answered concerning its justification. Nevertheless, it is now beginning
to have an impact on a wide range of Colleges and Universities, partly as a result of
the introduction of such initiatives as the Graduate Apprenticeship scheme and the
Foundation Degree, and also because of the Government’s assurance that it will fund
higher education institutions to deliver a third level of activity. Alongside knowledge
generation and knowledge transmission, there is now a commitment to developing
and sustaining a stream of funding in respect of knowledge application.

While there may be little doubt that Work Based Learning is in accord with the broad
concept of the modern University, given that it facilitates a number of key
developments that help to make up the profile of contemporary higher education (for
example, promotion of partnerships with businesses and organisations, contribution to
society and the economy, enhancement of students’ employability, contribution to
widening participation agenda, income generation), it is not without its critics, some
of whom may consider that Work Based Learning is little more than symptomatic of
the attempts of successive UK governments to influence the higher education
curriculum. There is a consequent danger here that what will evolve is a purely
functionalist view of learning through work which does not do justice to its full
potential as a means of achieving higher Jevel learning and personal and professional
development.

The driving force of this paper is the belief that proponents of Work Based Learning
must go beyond the functionalist view and the pragmatic arguments in favour of its
inclusion in HE, to consider the philosophical and educational grounds for its
existence. If this does not happen, Work Based Learning will remain at the mercy of
scholarly scepticism and cynicism about its value as a means of achieving academic
awards.



Hence, this paper, which seeks to make a contribution to the theory of Work Based
Learning by beginning to address some of the ontological issues which are pertinent
to the philesophical debate concerning the justification of Work Based Learning
within the higher education curriculum. While the typical view of Work Based
Learning may be that it is about “doing”, this paper suggests that it is as much about
“being” as it 1s about “doing”. [t also takes the view that, typically, Work Based
Learning, unlike much conventional learning in higher education, is not a lone activity
but one that is engaged upon in cooperation and collaboration with others.

Ontological-relational thought as a key philosophical concept in WBL

1 start with the assumption that relationality is a key philosophical concept in Work
Based Learning and | propose to argue that Work Based Learning may be viewed as
an example of ontological-relational thought. This philosophical concept represents
a way of knowing about or understanding oneself (and, as such, is a kind of
epistemology relating to self-knowledge) in the context of relationships with other
human beings. The idea can be found in the theological writings of Dietrich
Bonhoeffer (for example, Bonhoeffer,1955) and has surfaced in some feminist
discourses (for example, Loades,1990). Bonhoeffer’s analysis of the concept of
person shows that it is in the context of relatedness that people come to a true
understanding of themselves. Relatedness provides, in Bonhoeffer’s view, the basis
for knowledge about ourselves, about the other person and, in the context of
theological usage, about God.

Fermninist theological discourse similarly emphasises relationality in contradistinction
to the individualism which, it is argued, pervades the male perspective and has
resulted in the domination and control approach of patriarchy. More generally,
liberation theology (of which feminist theology may be considered an example) also
has a strong relational perspective and, interestingly, offers the model of praxis which
has to a large extent, through the influence of Freire’s approach to adult education,
been adopted by proponents of Work Based Learning as a key aspect of WBL
methodology. The liberation model of theology was adopted by theologians working
in situations of oppression and injustice who considered the Western model of
theology, which is essentially an intellectual approach working from scripture,
tradition and reason before deciding upon action, inappropriate for their particular
circumstances.

This 1s not dissimilar from a central argument of some proponents of Work Based
Learning who maintain that the idea of a theoretical higher education followed by
application of theory when one arrives in the work setting is not necessarily the most
appropriate model. Barnett {1990) makes a similar point concerning higher education
in general implying that “a curriculum which first offers students theoretical
components and then expects them to put theory ‘into practice’ in the practical
situation is misconceived”. He suggests that “the balance of curriculum elements
should be reversed with the student learning how to practice as a professional and that
the ‘theory’ shovld be derived by inviting the student to reflect on the practice to tease
out the principles embedded 1n it” (p160).

The notion of praxis in the context of liberation is that of action (in the light of some
injustice) informed by reflection. Theology as action might include a whole range of



things not necessarily associated with the Western understanding of theology.
Similarly in Work Based Learning, a wider range of activities are likely to be
undertaken than those which make up a conventional programme of academic study.

Again, like the liberationist who sees the community (the church base community) as
the key to successful action, so too in Work Based Learning the community of
practice is seen as crucial in the learning process. (The term ‘situated learning’ may
also be used of Work Based Learning to express the notion that learning in this
context results from a process of participation in a community of practice.) Given
that ‘work’1s typified by a network of relationships, Work Based Learning, as a form
of learning, almost inevitably involves learning achieved in the context of
collaboration, cooperation and partnership. As Raelin (2000} notes, the organisational
qualities that facilitate Work Based Learning are those where collaboration is valued
over individualism (p44). This is in contrast to the highly individualistic model of
most University learning. However, that model itself is constantly under review and,
in recent years, there has been a shift in teaching and learning methods in higher
education, including some with a more relational bent, and a notable shift in
assessment strategies which typically now contain a much broader range of ways of
assessing students. The point is that the move to accommodate the relational-style
learning that characterises Work Based Learning is no longer the huge jump that it
may have been under the higher education system of twenty or more years ago.

I wish to maintain that, whereas conventional forms of higher education may inform
and liberate the mind, Work Based Learning offers a more helistic way of knowing, a
way of knowing which embraces action as well as thought and, more pertinently in
terms of its distinctive characteristics, a way of being. Whereas the conventional
approach in higher education is very much about the individual’s learning, Work
Based Learning has a stronger relational edge to it, recognising that work is rarely a
lone activity. Solomon (Boud & Garrick, 1999) refers to the “foregrounding of the
human” in the workplace and says that the “primacy of the technical is being
overshadowed by the social and the cultural”(pl121).) Thus, in Work Based Learning
there is a stronger notion of interdependence and mutuality where learning is
concerned and this, I would argue, constitutes a distinctive approach to learning and
one that leads to a far more holistic way of being and knowing than may be found in
other areas of University learning. Hence my claim that Work Based Learning is
essentially an example of ontological-relational thought in that it has the potential to
impact on not only the developing knowledge of the individual but also on the
individual as a person providing, overall, a more rounded being-in-relation who is
aware of the presence and power of community as part of his/her own make-up. This
awareness could be construed as a spiritual dimension to Work Based Learning and,
again, indicate a distinctive feature of this way of learning.

Individuals exist in social contexts and, therefore, it makes sense that learning occurs
in social contexts. As Matthews and Candy (Boud & Garrick, 1999) point out,
“conventional views of learning and of the nature of knowledge, especially those
which consider learners as isolated individuals without a social context, are
inconsistent with recent advances in the development and management of ‘learning
organisations’ (p60). I would go further and maintain that this applies equally to
learning per se as well as to learning organisations. 1n other words, we need to move
beyond the realms of the private learning and knowing which has been the product of



conventional University learning to more collaborative forms of knowing and
learning, where relationships as well as text-based learning impact and, I maintain,
Work Based Learning is an example of how this can happen. Such learning may well
help to create the learning organisation but the learning organisation would not exist
without the learning individual.

The centrality of critical reflection in Work Based Learning

1 propose to move now in my argument to focus on critical reflection and to examine
this capability in the context of meaning-making and, therefore, as a way of
understanding one’s own being. My contention is that any programme of Work
Based Learning must see critical reflection as central and have as a key intention the
development and enhancement of the students’ critically reflective capacities. 1n
addition, I contend that the powers of critical reflection are central to any concept of
graduateness and that this capability is implied, though not referred to explicitly, in
the descriptor for a Bachelor degree award provided in the Quality Assurance Agency
qualifications framework (2001).

It is only in recent years that the idea of critical reflection has been the focus for
serious scholarly critique and much work has still to be done in this area especially in
the context of Work Based Learning. Barnett’s Higher Education : A Critical
Business (1997), Moon’s Reflection in Learning & Professional Development (1999),
and Brockbank & McGill’s Facilitating Reflective Learning in Higher Education
(1998), have opened up the debate but there is still a serious need for a study which
examines critical reflection in the context of Work Based Learning. If there is a
single, most important, capability relevant to Work Based Learning, I would argue
that critical reflection is a strong contender for the accolade. 1t is clearly a key and
distinctive feature of any programme of learning through work. Whereas critical
thinking has always been highly prized in higher education, critical reflection has
been less so. Critical thinking implies a degree of detachment and objectivity in
relation to the object of (conceptual) thought, whereas critical reflection has a strong
subjective element that, of course, may account for its more cautious treatment in the
academic world. Critical reflection seems to me to carry with it the weight of critical
thinking but brings the self into the equation. Thus, in critical reflection there is an
attempt to examine the implications for the self (and, therefore, to make (construct)
or to remake (reconstruct) meaning for oneself) in relation to whatever it is that is
under critical scrutiny. It seems to me, therefore, that critical reflection is justifiably
considered n the context of ontology, given its focus on the self in relation to the
object of enquiry, whereas critical thinking (thought applied to the object of enquiry)
may be more of an epistemological matter.

Critical thinking promotes development of the mind and thus relates well to the
understanding of the purpose of the University in conventional thought, whereas
critical reflection is about a much more holistic way of being and knowing and is,
therefore, consistent with my understanding of the outcomes of programmes of Work
Based Learning, which T also maintain is consistent with a contemporary
understanding of higher education. Mentkowski et al (2000) note that self reflection
brings together knowing and doing (p8) and cite Perkins (p148) who argues forcefully
that reflective intelligence can be developed. This suggests that a legitimate aim of



programmes of Work Based Learning is to assist learners to develop and refine their
abilities to critically reflect.

The object of critical reflection, 1 would argue, is the self in relation to knowledge
acquired and applied and not reflection on the self per se. As Barnett (1990)
observes, criticism leads to critical seif-reflection where students stand back and place
their knowledge and accomplishments in a larger perspective, that is, conduct a
critical dialogue with themselves (pi71). Herein, some would argue, hes a
fundamental difference between Work Based Learning in higher education and so-
called vocational training in that Work Based Learning involves conscious reflection
on actual knowledge and experience. This is a learned and not necessarily an intuitive
process and so part of the responsibility of the Work Based Learning facilitator is to
assist the learner to develop his/her critically reflective capacities.

The much celebrated wark of Schon concerning the reflective practitioner is about
ways in which reflective processes in the context of practice can be increased and
enhanced. Raelin (2000) argues that the most important competency of Work Based
Learning 1s that of reflective practice (p47). Barnett (1990) argues that every student
should be a reflective practitioner (though he has some cnticisms of Schon’s concept
of reflective practice) in that only in self-reflection can any real state of intellectual
freedom be attained (p160). Boud (Boud & Solomon, 2001) raises the question as to
whether critical reflection in Work Based Learning contexts provides a sufficiently
critical edge to promote the kinds of critical thinking characteristic of a University
education, and concludes that some reflective activities may not (p55). However,
there seems no reason why, with appropriate facilitation, work based learners cannot
be encouraged to pursue the deeper critique that Boud maintains will lead to
appropriate levels of critical reflection demonstrated in improved and transformed
work situations where productivity is enhanced and where taken-for-granted
assumptions held by self and others are noticed and questioned (ibid). As Matthews
& Candy (Boud & Garrick, 1999) note, the effective practitioner actively seeks out
opportunities for new learning which they describe (following Botkin et al, 1979) as
‘generative’ or ‘anticipatory’ rather than ‘reactive’ or ‘maintenance’ learning (p50).
Boud also argues for the qualities of critical self reflection that take the learner
beyond the context of learning “so that they are not trapped by the specificities of
theirr context” (Boud & Solomon, 2001,p56). When this happens, Work Based
Learning proves its potential to achieve the same outcomes as any other programme
of higher education and thus further justifies its place in the higher education
curriculum. For Garrick (Boud & Garrick, 1999) recognition is given to “the non-
routine that forces professionals into the kind of reflective thinking that changes
beliefs, values and assumptions”(p227).

The potential of Work Based Learning for meaning-making

All of this is highly pertinent to the matter of ontology, as Raelin (2000) indicates
when he refers to the “meta-competence” of “learning to learn” (a reflective activity)
as “new” learming which has “a personal, even spiritual side” based as it is “on the
self-reflexive principle of becoming”(pl1). In this context, Raelin goes on to consider
reflection in the context of meaning-making observing that “reflective judgment
entails acknowledging that one’s understanding of the world is not a given but must
be actively constructed and interpreted” (p59). He reinforces this by expressing the



view that “higher level reflection may not occur naturally” and therefore “educational
opportunities need to be provided within the work place to provoke critical reflection
on current meaning perspectives’{p60).

Raelin refers to Mezirow and the concept of transformative learning (that is, learning
that takes us into new meanings) and, of course, it is in this context that questions of
ontology become especially pertinent. If Work Based Learning has the power to
bring about transformative learning then it is especially powerful and important in
terms of the more holistic conception of higher education that I have been arguing for,
and offers further warnings about the potentially subversive nature of Work Based
Learning. In transformative learning issues concerning being are transformed into
issues of ‘becoming’ and the matters of emancipation, empowerment and self-
realisation that Barnett (1994) speaks of (pl191). Bamett (Boud & Garrick,1999)
refers to the learning challenges faced through work which he describes as
increasingly of the supercomplex kind. This requires of people that they learn more
than new techniques, ideas and practices by widening the very frameworks through
which they interpret the world. [t i1s demanded of us, argues Barnett, that we become
different kinds of human being and notes that change 15 daunting because it often calls
for fundamental changes in self-conception (p37).

Work Based Learning, then, in my argument has the potential to bring about high
level learning about the self in relation to the knowledge base appropriate to the work
context. That learning, if it is sufficiently powerful, it is maintained, has the capacity
to be transformative with all that that implies for change to one’s being. My view is
that Work Based Learning has the potential to address directly Barnett’s view of what
the outcomes of higher education should be with its potential to challenge students to
come to understand themselves in a new light, to understand the world, and to act in
the world in new ways (Barnett, 1997). In his chapter in Boud & Garrick (1999),
Barnett discusses his ideas in the context of leaming and work but does not go so far
as to offer an endorsement of Work Based Learning. There is a strong
epistemological issue here regarding the nature of self-knowledge, and the way in
which such knowledge is generated, as well as for the body of knowledge relevant to
the work context. My view is that such knowledge is developed in relation to critical
thinking processes which are part of my understanding of what is entailed by critical
reflection.

In addition, through critical reflection in a Work Based Learning context, a number of
other potentialities exist. For example, the concept of metacognition {or, thinking
about one’s problem-solving processes) which may be seen as fundamental to the
process of Work Based Learning. Barnett (1994) refers to metacriticism (or, thinking
about thought already formed) which, again, is a process, while not unique to Work
Based Learning, is found in it. Perhaps more generically there is the concept of
metalearning (or, learning about learning or learning how to learn) which applies
equally — perhaps more so — to Work Based Learning where acceptance of
responsibility for one’s own learning is an absolute requirement. Butler (Boud &
Garrick, 1999) approaches this slightly more cautiously when she says that “the
dominant (western) discourse of work-related leaming now focuses on individuals
increasingly taking responsibility for their own learning” (p137). Thus, critical
reflection in a Work Based Learning context is a powerful tool for developing self-
understanding, for creating the context for meaning-making with consequent changes



to being, as well as for increasing one’s learning and problem-solving capacities while
drawing on and thinking critically about an area or areas of knowledge appropriate to
the work context.

Learning as a way of being

Before concluding this paper, some reference needs to be made to Peter Vaill’s (1996)
concept of learning-as-a-way-of-being, given its potential to reinforce what T have had
to say about Work Based Learning from the ontological perspective. For Vaill,
learning is, above all, an ontological issue. He is critical of, what he terms,
institutional learning which he perceives to be a control system and “not a truly
educational system in which liberation of mind and spirit of learners is the primary
objective”(pxv). He uses the metaphor of permanent white water to refer to the
situation of constant change in which learners today find themselves, and observes
that the only way of coping with it is to become an extremely effective learner (p20).
His contention is that learning, in our macrosystem environments, must become a way
of being, “an on-going set of attitudes and actions employed to keep abreast of the
surprising, novel, messy, obtrusive, recurring events thrown up by these
macrosystems”(p42). Vaill argues that, “at the very least, learning as a way of being
must supplement institutional learning and often it must supplant it as the fundamental
philosophy and practice of human learning”(p42). He stresses the concept of leaming
as a way of being by commenting that “being” refers to the whole person and,
therefore, “learning extends into all aspects of life and all levels of awareness” (p43)
and includes the interpersonal.

1t seems to me that the sort of philosophy of learning espoused by Vaiil supports the
ideas that I have articulated in relation to the ontological arguments in favour of Work
Based Learning, especially the notions of holism and relationality as key features of
learning through work. Moreover, Vaill, in citing the kinds of learning that are
important in conditions of permanent white water (for example, self directed, creative,
expressive, feeling, reflexive), refers to learning which contributes to meaning-
making and which has a spiritual dimension (p179). Dualistic understandings of
learning (such as the cognitive, affective distinction honoured in institutional forms of
learning) are deemed by Vaill to be unfortunate and, while recognising that some
learning needs to occur in formal educational settings, he argues that permanent white

water conditions demand that we find new ways for learning to occur through work
and life (p76).

While not entirely agreeing with Vaill’s implied definition of spirituality, he does
have some interesting points to make with regard to the spiritual as a way of learning
and meaning-making. He notes that the spiritual “seeks to get beyond materialist
conceptions of meaning”(p179) and speaks of it as “the willingness to enter into a
process of dialogue about meaning within oneself and with others”(p180). Tt appears
to be that, for Vaill, the spiritual dimension is an ingredient essential to holistic
perception. It is something that profoundly enhances, enriches, strengthens and
intensifies normal meaning (pl183). Whether or not the spiritual is construed as
essentially a religious phenomenon (and 1 suspect Vaill may be leaning in that
direction) or as an aspect of human being alone, without the baggage of religion, it is
a helpful way of looking at what is implied by holistic modes of learning and,
therefore, I believe, a helpful way of seeing the potential of Work Based Learning.



Concluding remarks

My main concern in this paper has been to draw attention to some ideas that 1
consider might go some way towards providing a potential philosophical
underpinning for Work Based Learning in the area of ontology. I reiterate my view
that it is of vital importance that those involved in Work Based Learning in Higher
Education debate openly the case for its justification within the HE curriculum, and
that we move beyond the pragmatic arguments in an attempt to establish clear
philosophical and educational reasons for its inclusion.
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APPENDIX E



REPORT FOR CHESTER COLLEGE OF HIGHER EDUCATION
WORK BASED LEARNING PROVISION

Introduction

This report arises out of research into Work Based Learning in Higher Education
carried out by the Centre for Work Reiated Studies during the past two years. The
report may be considered timely in view of the recently published White Paper on the
future of higher education which foregrounds Work Based Learning and HE-Business
interaction, and in view of the considerable growth of the Centre since its
establishment 1n July, 2000. The Report makes a number of recommendations that
CWRS would wish SMT to consider concerning the future of Work Based Learning
at Chester College 1n the light of the Centre’s research findings and thc White Paper.

Background : WBL at Chester & Warrington campuses

In recent years Chester College has established a reputation as an innovator in Work
Based Learning. Arguably, its Work Based Learning provision for full-time
undergraduate students is the largest and most sophisticated model of its kind in UK
higher education. It has been praised recently by the College’s retiring External
Examiner for Work Based Learning, as “worthy of dissemination to other institutions”
with the recommendation that the “Chester model be disseminated through academic
journals as successful practitioner research”. The success of Work Based Learning is
due in no small measure to the farsightedness of College management in ensuring (a)
that the College’s timetable structure allows for it and (b) that it is appropriately
resourced.

New opportunities arise for the College resulting from the merger with the HE faculty
of Warrington Collegiate Institute which itself has an equally strong record in Work
Based Learning and operates a scheme sufficiently similar to the Chester model to
facilitate a smooth integration of the two by the academic year commencing
September, 2004,

As well as Work Based Learning for its fuli-time undergraduate students, the College
has also developed an innovative approach to Work Based Learning for those in
employment through its Work Based & Integrative Studies framework. Recently this
has been employed by CWRS in the service of further ground-breaking work in
partnership with other HEIs involved in two government WBL initiatives, namely the
Graduate Apprenticeship (developed in collaboration with the Department of
Computer Science & Information Systems), and the University for Industry Learning
through Work scheme. This work has further enhanced the reputation of the College
as a national leader in the field of Work Based Learning



Background : WBL Nationally

It 1s clear that, nationally, there is now significant engagement with Work Based
Learning on the part of many HEIs including growing numbers from the pre-1992
Universities which, on the whole, have been slower than the post-1992 Universities
and Colleges of Higher Education in engaging with Work Based Learning initiatives.
For example, a recent HEFCE report on Foundation Degree funded projects cites,
among others, Lancaster, Hull, Brighton, Southampton, Leicester and Warwick
Universities as in the forefront of developments and collectively more or less
equalling the number of new University participants receiving funding for this
initiative. Similarly, development funding was awarded through HEFCE in respect of
the Graduate Apprenticeship scheme to, among others from the pre-1992 Universities,
Cambridge, Bristol, Sheffield, Leicester and Hull.

The emergent notion of the corporate university with its demonstrable preference for
Work Based Learning will have a significant impact on both further and higher
education in future years. An example of this is the NHSU, with whom senior
members of CWRS staff have been in conversation in recent weeks, which is clearly
in favour of Work Based Learning as the central approach to learning for the NHS’
1.1 million employees, all of whom are potential learners.

Implications of the White Paper for CWRS and WBL

In the White Paper The Future of Higher Education (January, 2003), it is made
abundantly clear that the government wishes to see growth and variety in Work Based
Learning provision and increased HE-business interaction, both of which it is
prepared to support through funding mechanisms. Chester College is well placed to
capitalise on these forthcoming opportunities. Much that the White Paper has to say
about the Work Based Learning provision of the future is already being delivered by
CWRS and the values and ideals underpinning the White Paper in respect of ‘second
chance’ opportunities, widening participation, continuous professional development,
tailor-made and short and more focused courses, and so on, are shared by CWRS and
realised through the learning opportunities that the Centre already offers and is
delivering. CWRS 1s also working cooperatively with businesses and organisations
(either on its own or with other College departments) to assist them with meeting their
staff development and education/training needs, and sees considerable potential for
increasing this activity in both volume and range [n addition, CWRS also has
experience of working with sector skills councils, Business Link and the local RDA
on the design and delivery of sector specific education/training programmes for
graduates (further demonstrating the Centre’s contribution to workforce
development), as well as networking widely with other HEIs.  All of this suggests
that Chester College should be in a strong position to make realistic bids for
substantial amounts of third stream funding as and when opportunities become
available. The White Paper makes it clear that funding will be available for :

e The development of Foundation Degrees with associated ASNs (The
Foundation Degree being “the major vehicle for expansion in HE”, according
to the White Paper p43)

» HEIF to work with employers locally, regionally, nationally



e HEIF for Knowledge Exchanges to reward and support HE business
interaction

This suggests that there should be real opportunities for CWRS and other College
departments to develop proposals in hine with government aspirations that will resuit
in significant mmcome generation for the College. In particular, in respect of
Foundation Degrees, CWRS is concerned that the College should now focus its
attention on developing Foundation Degrees for part-time students in full-time
employment that are genuinely work based and derive from a close understanding of
the workforce development needs of various sectors which are compatible with
College expertise. This would go some way towards addressing the White Paper's
interest in “more work-focused degrees” (p60), with more opportunities for “mature
students in the workforce developing their skills™ (p60) and the expectation that
“more people (will} study while at work™ (p63).

Recent research into WBL undertaken by CWRS

Aware that limited empirical research has so far been undertaken in the UK or
elsewhere in respect of WBL, CWRS, during the past two years, has carried out a
research project in order to gather evidence concerning the impact and the
effectiveness of programmes of WBL. The overall purpose of the research was to
conduct a critical inquiry concerning the justification of programmes of Work Based
Learning in the Higher Education curriculum. The key issues for investigation related
1o :

e Philosophical and educational underpinning for Work Based Learning

e Empirical research into the student experience of Work Based Learning

The principal methods of research were :

¢ Literature search

e Questionnaire to 312 self-selected full-time undergraduate students on
completion of a 6 week WBL placement (June, 2002)

¢ Semi-structured interviews with 31 self-selected students, including full-time,
undergraduates (on completion of a 6 week WBL placement) and part-time
undergraduate and postgraduate students (on Work Based & Integrative
Studies programmes) including those relatively new to work (i.e. in their first

18 months of employment) and experienced professionals (June to December,
2002)

Publications resulting from the research :

e Major, D ; A More Holistic Form of Higher Education : the Real Potential
of Work Based Learning ; December, 2002 ; article in Widening Participation
and Lifelong Learning . The Journal of the Institute for Access Studies and
The European Access Network ; Staffordshire University ; Vol 4, No.3 ; ISSN
1466-6529

e Major, D ; Learning About Learning through Work Based Learning
(provisional title) ; proposed publication date Spring 2004 ; chapter in
Learning About Learning (provisional title) ; Institute of Learning and
Teaching in Higher Education ; Kogan Page



e Major, D ; The Place and Status of Knowledge in Work Based Learning
November, 2002 ; in Knowledge, Work and Learning ; Conference
Proceedings of the Work Based Learning Network of the Universities
Association for Continual Education ; p162-170

e Major, D ; Towards a Philosophical Underpinning for Work Based Learning
: the Ontological Perspective ; unpublished (currently under consideration for
publication)

Summary of some of the research findings

The research generated findings in a number of categories, including that

(a) Learning

e Work Based Learning makes a distinctive contribution to the higher education
curriculum through engaging learners in more holistic ways of being and
knowing

» the central role of critical reflection in Work Based Learning is recognised by
learners, though it is a process to be learned and much work needs to be done
in terms of the facilitation of that learning

* the nature of Work Based Learning is essentially inter-disciplinary and not
only does it transcend the knowledge boundaries of any single discipline but it
also engages learners in development in terms of self knowledge and
knowledge of other people, thus leading to more holistic learning

e a distinctive feature of Work Based Learning is its engagement with both
theory and practice and moreover that the theory/practice interface is an
important site of learning

* Work Based Learning offers a distinctive form of learning, entirely worthy of
HE, that combines knowing and acting with critical reflection

* in placing greater responsibility for their own learning on the learners, and
through the wide range of potential ways of learning through Work Based
Learning, learners develop the capability of learning to learn

(b) Curriculum

» there is every justification for HE to recognise the workplace as a bona fide
site of learning, where learning occurs principally through communities of
practice

e on epistemological grounds there is no reason why Work Based Learning
should not be retained as part of the HE curriculum (where it already exists) or
fully admitted into it (where it does not exist at present)

* Work Based Learning has the potential to provide for a more holistic view of
knowledge, including its potential to engage individuals in critical self
reflection and critical action as well as in critical thinking

e knowledge input is an important feature of all programmes of Work Based
Learning and that such knowledge inputs aid the creation of knowledge
through Work Based Learning



(c) QA/national

¢ Work Based Learning contributes significantly to the Government’s widening
participation and lifelong learmng agendas

e the status of the knowledge generated through Work Based Learning is
safeguarded by appropriate quality control mechanisms such as Learning
Agreements and negotiated learning outcomes and quality assured through the
external examination process

¢ through engagement in Work Based Learning activities HE adds to its own
intellectual capital and, in turn, contributes to the intellectual capital of the
businesses and organisations with whom it works

The case for WBL. in HE

(2) WBL as a method and process. Underpinning WBL is a method and process
that, arguably, students do not encounter elsewhere in the HE curriculum. Students
on WBL are expected to assume a high degree of responsibility for their own learning
and they are faced with tasks, and with encountering people, that require them to draw
on their academic learning and their human relationship skills in equal measure,
moving them out of the safety of the controlled learning environment and frequently
out of their “comfort zone”. They are required to develop their skills of critical
thinking, and critical self-reflection in ways that inform or determine future response
and action. This experience of what is becoming known as ‘blended learning’ is
fundamental to employability and to citizenship, and is facilitated through WBL
giving it its uniqueness as an element of the HE curnculum.

(b) WBL as a ‘subject’. While the limitations of the research findings are clearly
recognised, along with the recognition that this research can do little more than feed
into the much wider debate that needs to take place concerning Work Based Learning
in higher education, nevertheless, CWRS is of the view that it does move the
argument for the full acceptance of WBL in HE beyond that of the pragmatic position
to a more solid evidence base and one that is also supported philosophically and
educationally. It is the view of CWRS that the research findings support the case for
WBL beyond that of the prima facie to a position where it should be regarded in the
same way as any other legitimate field of study embraced by HE. The view of CWRS
is that Work Based Learning i1s more than a method of learning, involved, as it
inevitably is, in knowledge co-creation and in engaging learners in holistic ways of
learning that lead to critical seif-awareness and critical action as well as critical
thinking. In other words, there are significant epistemological and ontological issues
to be explored in the context of Work Based Learning as weil as pedagogical ones,
making it inappropriate to reduce WBL simply to a matter of methodology. This,
CWRS would argue, makes it entirely appropriate for Work Based Learning to be
firmly located within the curriculum as a “subject” in its own right, and CWRS
recognises that this is essentially the position provided for by the College.



Work Based Learning for fuli-time undergraduates at Chester College,

There is an issue for SMT to consider in respect of WBL within the HEFCE Schools
as an option for level 2 students at Chester and as a compulsory element of level 2 at
Warrington. In 1994 a Working Party set up by the College reviewed the situation of
Work Based Learning within the curriculum and agreed that its status should be
changed from that of a compulsory element of the curriculum to an optional one.
However, to ensure that a Chester degree continued to have a distinctive flavour, a
compromise agreement was reached whereby departments offering alternatives to
WBL would have to do so in the context of the distinctive features of Experiential
Learning in order to replicate, as far as possible, the learning outcomes of the WBL
double module. While WBL continued to recruit well under this new order, over the
years, some departments have increased the range of their EL alternatives and some
have used persuasive means to encourage recruitment. All of this is understandable,
given that funding follows students and that recruitment is considered a measure of
success. The effect of this, over the past few years, has been to reduce the percentage
of students opting for WBL so that, while the number of students registered for
WB2002 has been relatively stable since 1999, settling around the 500 mark per
annum, there has been a percentage reduction in the share of the market. Thus, in
2000/01 WBL registrations equalled 67% of the cohort, in 2001/02 that figure was
down to 57%, with a further fall predicted for 2002/03. If departments continue to
offer a wide range of EL alternatives and engage in aggressive marketing tactics,
concetvably that percentage will reduce even further in the years ahead.

If SMT consider it important that there should be a distinctiveness about a Chester
award, and that a feature of that distinctiveness is its WBL provision, then it may
consider this to be an opportune time to review the composition of the level 2
curriculum. If WBL is to continue to be an option at Chester,
I. the College will need to consider the status of Work Based Learning at
its Warrington campus 1if there is to be equitable treatment of students.
2. it might also be advised to review the Experiential Learning double
maodules to satisfy itself that they are delivering a genuinely compatible
alternative to WBL with the effect that students are being moved out of
their “comfort zones” in order to face the challenges of employability.
3. it might take some measures to ensure that students are given balanced
advice in respect of their choices and not placed under pressure to take
a subject-based EL double module.

While CWRS is not itself presently over-anxious about student numbers, it does
consider that there is a serious issue for the College to reflect on. In recent Subject
Reviews most departments drew heavily on WBL to support their case for employer
links, key skills delivery, employability issues, broader student experience, and so on,
and the reports of reviewers, both oral and written, indicate that WBL served them
well. The College has also been able to cite its extensive WBL provision in support
of funding bids and other contexts where it has been in its interests to do so. In the
light of the numerous comments made in the White Paper concerning the
responsibilities of HE in respect of preparing graduates for work and in increasing the
contribution of HE to society and the economy, a demonstrable trend away from
Work Based Learning, by a College known nationally for its innovation and provision
in this field, might appear somewhat perverse and as bucking a trend in the wrong



direction. The White Paper (at 3.17, p42) is worth consideration in respect of this
issue, with its reference to the University of Brighton as an example of excellence
with “over half (55%) of all first-degree and diploma students. .. ... undertaking formal
work experience placements as part of their courses”. Chester College will not
achieve this level of activity this year. While CWRS does not wish to challenge the
status quo which, on the surface, appears to be working well, it feels that it would not
be acting responsibly if it failed to draw the attention of SMT to the present situation.

Analysis of scape for future activity

The Foundation Degree. Given the pledge in the White Paper (3.21, p43) that
development funding will be provided to key employment sectors, HEIs and FECs to
assist with the design of new FDs to extend the FD coverage, and further that ASNs
for FDs will be offered in preference to traditional honours degree courses (5.17,
p61), there is clear scope for significant development in terms of FD provision.
CWRS is aware that, laudable though the work of the College is on FD provision to
date, a narrow view has been taken of their design and delivery for various
understandable reasons, which include the issue of articulation to level 3 Honours as
well as the declared delivery preferences of our FEC partners. However, the White
Paper makes it abundantly clear that the model of FD that apes Honours degree
provision is not the model that is being sought. The i1ssue of articulation to level 3 is
being relaxed (3.21, p44) and greater emphasis is to be placed on the FD as a
qualification in its own right, with the workplace as the principal site of delivery.
Chester College has the expertise to enable it to meet this challenge, and CWRS
would willingly work with other College departments and our FEC partners to further
this work.

Strengthening WBL provision at undergraduate level. CWRS considers that the
time 1s right for the College to make WBL more widely available as an elective at
level 1 and as a “project” at level 3. Since 1999, this has been theoretically possible
given that, in 1998, WBL was approved as a minor strand within the curriculum for
students on non-vocational degrees. In reality, it has been marginalized during
recruitment for level 1 and has had little success in promoting work based
dissertations with subject departments. Sufficient WBL modules are already
validated at all 3 levels to facilitate the operation of WBL as a minor strand, and so
the issue revolves more around (a) the will of the College to see this happen, and (b)
ensuring that time table structures are in place to facilitate it.

If Chester College were to offer WBL as a minor strand for students on non-
vocational programmes, within either a single honours or combined honours degree, it
would be offering something quite distinctive within the sector. Such a move would
be entirely consistent with the sorts of curriculum development that the White Paper
is urging HEIs to undertake.

Doctorate in Professional Studies. CWRS is convinced that, if the College is to
work in partnership with other providers/facilitators of learning such as the NHSU
and the University for Industry Learning through Work initiative, it needs to be able



to offer the full range of academic awards achievable through Work Based Learning.
It is also convinced that there is potentiaily a huge market for professional doctorates
both locally, regionally and nationally, and that further delays in establishing this type
and level of award will represent a significant loss of business for the College.
CWRS has the expertise to design a professional doctoral level programme to
complement the Work Based & Integrative Studies framework which currently offers
the full range of academic awards up to and including Master’s level. While CWRS
would prefer to seek validation through the usual channels, it has been approached by
Coventry University to develop a common D.Prof programme and it might be
possible to negotiate some kind of franchise arrangement for delivery at Chester
College through CWRS if other validation routes are closed.

CWRS would welcome the opportunity to discuss this proposed initiative with SMT
to identify the possibilities and challenges for the development of a D.Prof. award.

Proposed restructuring. CWRS understands that SMT, for the purposes of
consistency, line management, and other quality issues, needs to consider the location
of CWRS within a School. However, it requests that, whatever arrangement is made,
the independence of CWRS to operate across the College as an autonomous unit be
assured. The range of activities with which CWRS has the potential to engage
requires that it be free to work with any of the College’s departments and schools, and
that it should not be bound to serve the interests of any one School alone.

CWRS at Warrington. With the approval of SMT, CWRS at Chester would be keen
to dialogue with colleagues involved with Work Based Learning at Warrington, with
a view to setting up the equivalent of CWRS at Padgate. Recognition has already
been given in this report to the excellent work that is undertaken at Warrington with
regard to WBL, as well as noting that by September, 2004, a common
Chester/Warrington model of WBL will need to be available for operation across both
campuses. There is also potential for the Work Based & Integrative Studies
framework to be operated from Warrington, as well as for the type of activity
currently undertaken by CWRS through HEIF and ESF project funding. If SMT
considers such a proposal desirable, CWRS would be pleased to open up discussions
with nterested parties to move the initiative forward.

HEIF/Knowledge Exchanges. As indicated earlier, CWRS is of the view that the
expertise of the College should mean that it is well placed to bid for substantial
amounts of third stream funding. CWRS awaits with interest the publication of the
prospectus setting out the range and scope of projects to be resourced and is willing to
wark with others to secure funding for the College.

Summary of recommendations

Tt 1s recognised that the SMT of Chester College has been enormously supportive of
CWRS and has altowed it to grow and diversify, enabling it to respond to market
demand and to secure non-traditional sources of funding. However, it is the



considered view of CWRS that, in particular in the light of the White Paper, the
College should now seek to build further on the strong record of Work Based
Learning established at both of its campuses and not allow the advantages it has to
slip from its grasp. It is hoped that the recent research carried out by CWRS will
assure the College of the probity and credibility of Work Based Learning as an
academic activity entirely worthy of higher education, and that it will encourage it to
confirm its commitment to Work Based Learning and to the further development and
enhancement of its WBL provision.

In order that the College is in the strongest position possible to bid for, so-called,
Third Leg funding as and when further opportunities become available for it to do so,
CWRS makes the following recommendations, that :

e the College makes clear that the expectation is that its students on full-time
non-vocational degrees will normally undertake Work Based Learning as part
of their level 2 studies unless there are clear and valid reasons for them not so
doing. This will ensure that the distinctiveness of a Chester College degree is
maintained and that the College is in full compliance with the aspirations of
the White Paper.

« the College supports the expansion of its activities in respect of Foundation
Degree provision through the design and delivery of entirely work-based
models that meet the requirements alluded to in the White Paper.

s the College seeks to introduce, at the earliest possible opportunity, a Doctorate
in Professional Studies as the highest level of award aligned with its existing
Work Based & Integrative Studies framework.

o the College’s Work Based Learning provision be strengthened in the
undergraduate curriculum by ensuring the viability of a minor WBL strand
(within full-time non-vocational programmes) operating across the three
levels.

e in the light of proposed restructuring within the institution, that the College
ensures that the independence of CWRS to operate College-wide is maintained

o the College gives consideration to the establishment of the equivalent of
CWRS at the Warrington campus.

e when it is appropriate for it to do so, the College bids for substantial funding
from HEIF to further develop its interaction with businesses and organisattons.

Cenire for Work Related Studies
March, 2003
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Appendix Chapter 4 (a)
ONTOLOGY
Detailed cornment on Question 1

Impact on self

Of the 31 candidates interviewed, 14 claimed that WBL had had an impact, or a
significant impact, on them, or had influenced them in some way, though they did not
always go on to define in precise terms what that impact or influence had been. One
female student said, on completing her 6 week placement :

I feel it fias fiad a massive impact noty but I don:’t think that I'(l feel the true vafue of it because
it’s a fife fong tmpact, when you go back into a natural work situation when you 've quafified then
you'll start to notice things.

16 of the respondents claimed either that WBL had brought about growth in self-
knowledge or that it had changed their view of themselves, or that it had bronght
about self-examination. For example, a female student in full-time employment, for
whom HE was a new experience, said :

I've grown as a person Which I wouldn't have done unfess I'd done this really because I've been
tnvofved in so many multi-disciplinary groups working togetfier with a common aim reafly so it
certainly fas changed me . ... ... Like it’s been a huge struggle I can’t deny that but, from a
personal point of view, it’s been great. In the year I've learnt so much and, as I said before, 1
befieve in myself and I'm much more confident and my essays are fine now.

A full-time undergraduate, on completion of her 6 week placement, had this to say :

One thing I realised during WBL was that, you are sort of forced to fook at yourself and 1've
never really done anything fike that before,

I3 respondents spoke of gaining a greater awareness of their own capabilities, and
a growing confidence in their own abilities, through WBL. For example, a male
student, following a 6 week placement responded to probing in this way :

Do you know that you do a competent job?

Definitely, yes.

Did you kpow that you could do a competent job before you did it (1.e. TABL)?

No, I wasn't sure actually before I went in to do it. I wasn’t sure what I was capable of and
then I reafised that I coufd actually do the job. And a lot comes out of that as well — I actually
feelvalued as well.

|G respondents claimed that WBL had led to an overall growth in self-confidence.
For example, a mature female student in full-time employment, following an

undergraduate WBL programme notes :

I 'mean 1 feel I am more confident and I'm really enjoying this way of lfearning. It's good when
sometfiing can do that for you.

Similarly, another mature female student had this to say about WBL :



Can I say that, as a mature student, I didn't want to do undergraduate WBL. I Kept thinking
shall I do it or shafl I take another subject module? I'm so glad I did because it convinced me that
{ could get back fnto work ; it gave me the confidence I needed.

In similar vein, respondents spoke of the feeling of being valued (as in a quote
above) for the contnbution they had made in the workplace and of experiencing a
rise in self-esteem. For example, a qualified nurse who had not expected to study for
a degree, had this to say:

S0 in one respect it’s made me feel a fittle bit better about myself because I fad a feeling that we
were becomtng a two-tier system and perfaps, educationally, I wasn't on a par with the girls with
degrees or diplomas. So it’s a positive thing in that respect. ......I feel proud to tell people that
I'm working towards my Qiploma, to work towards my Degree.

A full-time undergraduate male student spoke of the positive impact WBL had had on
his self image :

They just invofved me in day-to-day activities I suppose and I felt part of what they were doing
and I was worth something to them. They would say “You go and do this’ and they would take me
off somewhere and say you join in the Department team, and do this scheme and if I did that m
the timescale ther I felt that obviously I fiad something to offer.

Yes, it builds confidence.

Exacthy, yes.

1 suppose ultimately it raises self esteem?

Yes, as I was going through the placement I got to feel more confident and where before I wasn't
exactly sure how competent I was of doing this job and if 1 reafly was the type of person to be
doing it, afterwards I reafised how easily I could do the job. I was valied in the job.

What we might say is that it’s had a positive fmpact on your self image?

Yes. If I went off now to apply for a job I wouldn't worry about it whereas before I would be
scared and not Rpow what I was expecting — not prepared. Whereas now if I went off to apply
Jfor a job say at an environment agency again, when I went to the interview I would be able to
talR about a lot more topics relevant to the job and I1'd be able to talk_about what the employer
wanted to talf_about as well.

You'd be able to draw on the experience.

Feelings of empowerment, through gains in knowledge and, for some part-time
students in full-time employment, through the process of submitting a claim for prior
learning, were expressed. For example, an experienced hospital administrator had this
to say concerning her APEL submission:

. when I actuafly pus it all down I thought wow, I knew I had a lot but I didn't quite Rnow fow
refevant it would be or whether I would te able to claim for a lot of the stuff And I must admit
it took me a while to understand fiow to get it set up and defiver it and show fow I've done it and
provide the evidence and everything else because I just do it and haven't thought fow I did it or
why I did it, or why I did it this way insiead of that way and question myseff as well

The experience of increased motivation was also commented on by a number of
students. For example, a female student undertaking a 6 week placement in a
secondary school said



I would say the biggest thing is just motfvation. .. . It just motivates you , you've got to get up
and go to work,and do your 9 to 3 job, you've got to do your work afterwards and if you are lucky
enough to be i a placement you're really enjoying then it gives you that extra motivation. I think
that's what it was for me, basicafly

Opportunities

A number of undergraduate students in full-time study commented on the opportunity
WBL had given them of testing out a career aspiration and of raising their awareness
of the discipline of work. For example, one female undergraduate on a 6 week
placement responded to probing, as follows

Can I ask you why you chose that placement?

Because I've always wanted to be a teacher so I just thought that the obvious thing to do would
be to get some extra experience at any time I could, so it was the perfect opportunity.

And did it confirm your ambition?

OFf yes, definitefy. They were s0 good at the school They let me do more than I could have hoped
to kave done and get so involved. It was really good.

Another female student on a placement some distance from Chester commented :

I think I'm more independent and I've fiad to be more on time as I had to catch the train every
morning at 7am. I had to get up at 20 to 6 which was really hard for me because I'm not a
morning person but I think a lot of times when I've got lectures etc, I'm tempted to go back to
sleep but because I had to go to work I had to pull myself out of bed and I think that was an
important discipline.

Interestingly, two students on full-time degree programmes noted how WBL had
provided a welcome break from conventional study. One female students had this
to say :

You know, because it comes at quite a good time — at the end of your second year — and I think,
that, from my experience and most of the people that I know, the end of your second year is afways
a bt of a down point. You Kpow you 've got a really hard year afead of you and a lot of people are
really down and WABL comes at just the perfect time just to give you a boost, Rind of thing

4 part-time students in full-time employment noted how, through WBL, they had been
given access to higher education and to an opportunity that they thought had been
denied them. For example, one female student said :

wher I was asked to do this course T must admit I wasn’t the first one in the queue purely because
I fad never expected to be able to do a degree....I thought, I don't think I could do this.
However, my line manager, who knew I'd been doing some study, asked me directly. He said why
don't you just sit i on a few sessions. You don’t have to do any more about it if you don’t want
to. So I did sit in and I started to think maybe yes, maybe I can do this. It was partly the way it
was handled, the support seemed right and it seemed the perfect opportunity. FEverything was
explamed carefully and we were told what was expected of us. So I thought I'll give it a chance.
If I'm not good enough I can walk away from it. It was amazing to think that I'm going to do
this and T thought I'm not going to let anything stand in my way, so I made a start.



Detatled comment on Question 6

Reinforcing responses cited above for Question 1 in the context of WBL more
generally, 5 respondents suggested that the development of their refiective capabilities
had increased their confidence levels. One postgraduate female student in full-time
work noted :

I think criticaf reflection is another way of giving you confidence in work as well as deciding that
you don’t work too well in an area. That kind of perception fias been a ot more helpful

5 respondents claimed that critical reflection had brought about a more positive
attitnde to self. One female student in full-time employment, for whom HE was a
new and unexpected option, commented :

Probably twefuve months ago I'd have said I just sit there typing and answering the tefepfone but
now it’s fike I've got more of a role within the directorate. I recognise that my job is probably of
more vafue than I think it is. Do you kpow what I mean? It's that awareness isn't it really?

Others commented on the way in which they felt empowered through the reflective
process. One female undergraduate in full-time employment gave a lengthy report on
an incident of conflict in the workplace and how she had dealt with it. In summing up
what she had said, I noted :

The reflective process has clearly had an impact on the way in which she handles
situations, and the ability to deal with a situation using reflective practice gave her a
feeling of empowerment.

There were also encouraging responses which relate both to the influence critical
reflection has had on the attitude of students to work and on their professional
development, and on their attitude to issues arising in the context of the wider world.
Thus, 8 respondents commented on how they now view issues from multiple
perspectives and adopt more balanced viewpoints. A female undergraduate student
in full-time employment had this to say :

I've afways had very strong views about things that I've seen on the TV, I was a Union
representative — a Union steward, so I'd done that before. I think now I can fook at the two

sides a bit more, you Rnow, whereas before it was cut and dried. That's how it was. Now I do
fook at two sides.

Another female student in full-time employment, but studying at postgraduate level
comments :

I think, I can see clearer. I think I saw things before but I tend to see the whole picture of what's
going on, of the whole organisation, and not just from my one perspectire.

And a female undergraduate in full-time employment studying at undergraduate level
notes :



I also try to see things from other perspectives and I don't’ just befieve what is reported in the
newspapers or on the television. I try to sit back and think and reflect and I try to consider otfher
people’s beliefs and consider what drives them to do the things that they do.

18 respondents noted their greater awareness of the relational perspective. For
example, one full-time female undergraduate noted :

It made me think, more about where otfier people are coming from, especiafly to do with
communication. Not onky why am I reacting in this way but why are they reacting in this way;
why do they feel that they need to behave in a particular way.

While another female undergraduate, reflecting on her observations of workplace
relationships notes :

One thing that makes you stop at university is that you fave to get on with people whether you
fike them or not, fikg your fhousemates for example, and it’s the same at work, If you know that
your personality clasfies with somebody then you just have to get on with it. I didn’t experience
that myseff but there were two people who I worked with who fiave afways sort of clashed, I
noticed how much effort they scemed to makg with each other when they were around each otfer
and I thought, yes, one day there is going to be somebody who I am not going to get on with, you
just have to accept that you just don't get on with some people. Their influence on me made me
think that I have to make the effort.

Only 2 respondents commented on their willingness to take critical action in the
world based on their beliefs and values though, as this was not a direct area of
questioning, it may not represent a true picture. A female postgraduate in full-time
employment noted :

@But there are some people who reflect on things and don't do anything about it and say oft well
that's it. @ut I think, I do use that reflection to go on to develop on what I've experienced or
whatever I've been doing.

A female undergraduate also in full-time employment said :

I do spend time thinking about the big wide world out there and I do get invofved when I can.
Both my husband and myself are Green Peace activists. But I'm aware that not everyone fias the
same values that I fiave. There are a {ot of people who are very positive about fife but wonldn't
get involved tn things that I do.
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Appendix Chapter 4 (b)
EPISTEMOLOGY

Detailed comment on Qnestion 2

Knowledge gains

An understandable division was evident in terms of knowledge gains between full-
time undergraduate students undertaking a short placement experience and part-time
students in full-time employment. More than three-quarters of the full-time students
focused, in particular, on gains in their academic sanbject knowledge 14
respondents, in all, made this claim. One PE/Sports Science student undertaking a
module of WBL which includes an NVQ award, had this to say :

In the sense of knowledge and skills I've leamed so much that I couldn’t fist it you know, for my
NVQ. Absolutely tons. Diet is one of the major ones. I've learmed fots about diet; what you
should and shouldn’t eat, why you should and shouldn’t eat certain things.

For full-time students, placements were often directly relevant to their subject
discipline and, as well as gaining subject knowledge through application, they also
gained a greater theoretical understanding of their subject. A female student on an
animal behaviour degree programme noted how, through WBL, she had gained,

general Rnowledge about reptiles and animals in captivity. Working at Stapeley I got to taff, to
lots of different people in different positions and afso people that came in as visitors and quite
often you would get tafking to someone who had some sort of animal background or an animaf-
related background, or sometfiing fike that.

Part-time students in full-time employment, on the other hand, tended to speak of
gains in professional knowledge. Each of the 10 respondents who commented on
this were already engaged in professional practice. One midwife noted :

I reafly enjoyed the work on maternal surveillance, especiafly the study days and working on the
unit. There were things connected with midwifery but the unit gave me a reaf insight into IC..

A similar preponderance of full-time students over part-time noted knowledge gained
through application in real situations. This is the all-important knowledge acquired
through WBL, which is perhaps much more readily realised and appreciated by full-
time students, possibly with not a great deal of work experience, than perhaps by
those thoroughly familiar with the routine of work and perhaps for that reason not so
receptive to the idea that they are learning through work and that knowledge is
generated through work. 9 respondents in all made this claim. A full-time
undergraduate student reported, thus :

Skills such as in fitness assessments we ve done with people. How to take blood pressure using a
stethoscope. I couldn't do that before. Ialso learnt fiow to use a new piece of equipment, it’s
what we call a Swiss Ball or Fit Ball which people can have in their homes to exercise on. I'd
never even fieard of them before but now I Rnow loads of exercises that I can prescribe to people
and it’s great, it’s completefy new.



5 respondents also claimed that knowledge was achieved in the area of WBL theories
and their application. As commented on elsewhere, the Chester College model of
undergraduate WBL includes, what is considered to be, crucial input, prior to the
placement, on various concepts and theories considered relevant to work and to
learning through work. Work Based Learning for those in employment, also includes
a module on WBL Methods & Processes, which performs a similar, though more
extensive, function. A female full-time undergraduate noted :

The basic knpowledge that most people gamned, I would say, was just the work theories and the
research theories, the leamming curves and everything that we went through in the Support
Programme before we started. But I think if you're not on some kind of marketing or business
management course, you don’t really come across anything liRe that so things life that are fhard to
know. When you have to do a project at the end of them you use the material and it fiefps you to
do your work — it's about what you didn’t kpow before.

Although only 5 out of the 31 interviewees commented on WBL theories generically,
in section 2 below (skills gains) there is much evidence of claims concerning skill
development in relation to, so-called, WBL theories.

Skills gains

A broad distinction can be made in this area between what are sometimes termed
‘soft’ skills (with a likely focus on self-understanding and interpersonal relationships)
and ‘hard’ skills (with a clearer focus on technical or task management abilities).
Given that a decision was taken to deal principally with self-understanding and
interpersonal relationships under the ontological dimension, some comment
concerning the justification of their treatment in this section also is called for. The
‘soft’ skills discussed here are principally what I would consider to be second order to
those discussed under ontology. By that I mean they are related to matters of self-
understanding and reflect self-understanding but are not directly concerned with it.
Thus, in this category, I would consider communication skills, people management
skills, and negotiafing skills to be examples of what T am, in this section, referring to
as ‘soft’ skills. These, it seems to me, are best dealt with in a discussion on
epistemology, given that each is subject to theoretical perspectives which are broadly
humanistic but not so much concerned with personal development.

There is also something here that is quite distinctive of Work Based Learning, 1
believe, namely, that in response to a question about knowledge and skills gained
through an area of the curriculum, there should come, in fairly equal measure,
answers which include a mix of *hard’ and ‘soft’ skills. This points not only to the

inter-disciplinary nature of WBL but the realisation, of those engaging in work, of the
significance of the human dimension.

Of the 31 respondents, 11 referred to skill development which T have broadly
classified as ‘soft’. For example, a full-time undergraduate student said :

I think, time management is probabfy the main one, because especially during the first three weeks,
it was so tntense I had to Rnow what I was doing all the time and I found it reafly, really fiard.
But its carried on — I'm still working two jobs now over the summer so obviously I've iad to keep



that up and Rpow where I am afl the time and I've leamnt that in WBL - it’s fielped me all the

time — just Rgeping diary notes and everything was something that was beyond my comprefiension
before I started.

And a part-time undergraduate student who holds an administrator position
comments :

So I would say that understanding and greater kpowledge of people’s perceptions of things is
what I've leamt.

9 respondents referred to the development of their communication skills. One
female full-time undergraduate commenting on her negotiated learning outcomes
notes :

One of them was communication skills. I imitiafly started doing things fike that to achieve my
fearning ontcomes but then long after I had achieved it I still used it.

People skills was also identified in the analysis of responses and, while this area
could have been classified with the more generic ‘soft’ skills reported on above, it
was decided to leave it as a discrete area. Thus, 11 respondents commented on skill
development in this area. A part-time undergraduate in fuli-time employment had this
t0 say about one of the modules she had studied

1 really enjoyed tfie conflict module. That's really shown me how, when you come into a difficult
situation, you can deafwitfi it. it made a ot of sense actually. So much about relationships in all
sorts of ways, and I learnt a [ot about myself as well.

| part-time undergraduate referred to negotiating skills as an area which he had
developed through Work Based Learning

You go into a situation where you've got a staff dispute or something. I'm much more level
headed now because............ the skills that we've learned so far I'm able to put those into
context. I think that out of everything we've done so far is what I've learnt to do the best really.

With regard to ‘hard” skills, 4 respondents identified gains in the area of technical,

including ICT, skill development. A female student on a 6 week placement with a
radio station noted :

I learnt how to work_the controf panels with all the (XD players, mini disc players, microphone
Seeders and all the different channefs for the computer and the turntables as well

While a female part-time undergraduate student noted development in computer
literacy :

Computer fiteracy — I can actually type on the computer now and I've fearmed other skills on the
computer Which I didn’t fiave. In work,we fiave a computer for patients’ notes and things fike
that, but we didn’t actually type a lot nto it. You Kmow, so I have bought a computer and, as
each module goes on, I'm getting more skilled at cutting and pasting and doing things fike that
through just doing 1t.



3 respondents commented on improvement in terms of time management. One
female undergraduate on a full-time programnie noted :

I think I can manage my time a lot better than I coufd before.

In what sorts of ways?

I make a fist of what I need to do and prioritise and work out what time I fave for each task and

stick,to it. I used to just go afiead and work through it and end up rushing at tfe end.

Do you think this is going to last into your third year having learnt fiow to do it in the work
lace?

I’;’és. I think it will because I afways think I've got loads of time and end up rushing at the end

but if you actually assign a task,a time then you realise that you can’t let that task overrun so it

Keeps your motivation focused as well.

2 interviewees noted skill development in respect of task and project management.
One female postgraduate student had this to say of her undergraduate WBL
experience when a full-time student :

This was a fuge leaming curve right at the beginuing of the placement to develop nty own
Knowledge if I was going to go out to train other people in the use of the internet. There were
project management sKills as well, using Gantt charts, and planming my time effectively which,
again, I fhadn’t done before. In previous jobs I'd been told that this needs doing and I was gtven
work, to do and given deadlines and didn’t have the opportunity to create my own deadlines.
When you onky have six weeks then you have to decide what you're going to do in the first week,
and so on.

2 respondents reported on the development of their problem-solving skills, For
example, a male postgraduate student commented on one of the modules he had
studied :

During the ISM 105 module which is the professional sRills, the topics I chose in that ranged from
team-working to creative thinkng, problem-sofving, all those Rind of things that you need to have
at your disposal The actuaf skills and the Rpowledge that you need to apply, I've learnt through
those modules which fias been very helpful.

5 students recognised development in terms of their study skills and research skills,
including 3 professional practitioners who spoke, in particular, of the importance of
the development of their research capabilities. One female undergraduate on a part-
time course spoke of how her writing abilities had improved.

Yes, I'm much more in tune with how to write academic essays. ... I think I understand far better
now a proper academic essay, fiow to reference, how to structure an essay, because I've fiad to do it
in so much more detal. ... .My standard of work I think is sharper through WBL.... .now, with
WBL, I'm using the projects that I actually do in work, towards an academic quafification as
well, I think it’s made it a tad sharper.

In addition to Question 2 of the interview, Questions 1, 5, 7 & 8 also relate to
knowledge and skill development in various ways. In Question 1, for example, where
respondents cited knowledge acquisition as having an impact on them, and Question 5
where much unplanned learning was related to knowledge and skill development.
Question 7 with its focus on the application of WBL theories inevitably brought forth
responses concerning knowledge and skill development, as did Question 8 with its



focus on knowledge and skill transferability. Although many of the same types of
knowledge and skills are commented on, 1 propose to treat responses to each of these
questions separately so that something of the context in which the answers were given
can also be considered.

Detailed comment on Question 1

The way in which responses to Question 1 were categorised is reported on in
Appendix F above. This section relates to (2) the impact of WBL on knowledge and
skill development (the epistemological dimension). A broad range of responses was
received under this category with the impact knowledge and skill development had
had in the area of personal and professional development being the thread holding
them together. In each class identified there is, as might be expected from the
question itself, a strong link to the ontological dimension and, in some cases, the
decision to report on them here might be considered to be somewhat arbitrary.

Thus, 5 respondents commented in general terms on the impact WBL had had on
them in terms of personal and professional development. One female part-time
undergraduate in full-time employment, who had no previous experience of HE, had
this to say :

I fikg the idea of learming througf your working environment and I think,I've definitefy developed
through it botf professionally and personafly. It’s good to question yourself and what you are
doing.

7 interviewees spoke of the impact WBL had made on them in terms of their raised
awareness of the importance of interpersonal skills and the relational dimension in
work contexts. A female postgraduate in full-time employment commented :

....tn another way, it has changed me in that I am more aware of other people, and more toferant,
if you likg, of thieir opinions, and more open to fistening to what they say from their perspective.

With a similar area of enquiry in mind, 1 full-time undergraduate spoke of the impact
WBL had made on him in terms of awareness of the importance of human
relationship skills.

Firsthy the fact that I was workjng with a team of four other students and I fad never actually
met any of the students before and there was obviousty a task to complete, so I think just

interacting with those people who I'd never met before fad quite an affect on me, confidence wise
and communication wise.

The impact of WBL was also reported on by 4 respondents in the context of raised
awareness of the importance of team working and the way in which WBL had made
an impact in terms of professional integration. One part-time undergraduate in full-
time employment had this to say :

It was a new start for everybody really. The 16 who were with us were all from very different
backgrounds afthough I Rrzew them all a lot of the clerical staff and the nurses fiadn’t actually
ntegrated before and so I think some of them feft a bit inferior but then, as time fas gone on, we



reafised well they haven’t got a degree, they fiaven’t got half the stuff probably that we've got.
We actually now work,as a very good group and interact very well mdeed.

With more of a focus on the individual, 3 respondents spoke of the impact of WBL in
terms of improvements in the ability to self manage and to work independently.

Yes, and managing your time as well because I only saw £ a few times during the placement and it
was never a case of her saying well this is what you do next and this is what I want you to do
during the week, Yes, we told fier about our progress and she'd say get on with it and do what
you have time to do. So it meant that I had probably more opportunity to put in what I wanted
to learm as well, and fit in with my ofjectives too, which was quite good.

2 interviewees spoke of the impact WBL had made on their ability to be more self-
reliant. A male postgraduate in full-time employment suggests a difference between
WBL and more conventional HE when he notes :

covo . YWBL where you're more pro-active than lecturers, which is different from most other
education. So, to that extent, I've challenged myself a fot more and I don’t look, to other people so
much as I used to, more fooking for myself, what I prefer to do, what I enjoy doing.

With 2 students noting the impact WBL had made in terms of their acceptance of
responsibility for their own learning. One female part-time undergraduate engaged
in conversation with the interviewer thus :

I must admit it’s taken me some time to get used to the style of leaming. I'm used to the ofd-
Sfashioned style where you sit and be spokgn to and you just take notes and go away, you read your
notes and you maybe read up more about it. ...

Yes, its interesting isn't it that it’s a style of learning that places the responsibifity on the leamer
to learn but, as you said, it’s been an adjustment, but you're coping with that?

Yes.

Presumably the idea of putting power in the hands of the leamner is an appropriate one. Do you
Sfeel that's might? Is it appropriate that you should have the power?

I think so because we used to just sit and you'd have it written up on the blackfoard and you'd
takg their word as gospel but I think,....... it is a better way. First of all I didn’t think 1t was
but I do thinR it is.

As in the section above, there was reference by 3 respondents to the impact WBL had
made on them in terms of their abilities to communicate more effectively. A male
undergraduate in full-time employment commented :

They kpow what I can do but it's all down to communication. It's how you put your point across
and I thinR certain theories and certain ideals we were discussing. . .are very handy in that way.

From the above evidence, Work Based Learning can, then, be seen to impact on
students in a variety of ways including those which are essentially concerned with
growth in knowledge and skills capability.



Detailed comment on Question S

Responses to this question were categorised under three principal headings : (1) skill
and knowledge development, (2) self knowledge, and (3) relational tearning. Again,
the latter two categories are closely aligned to issues that have already been discussed
in the section on proposition 1, the ontological dimension, but are discussed here
because they are considered to be of the second order type discussed under Question 2
skills gains.

Unplanned skill & knowledge development

A number of the skills identified in response to this question have already been
considered under Question 2. Where this 1s the case, reference will be made to them
here but they will not be discussed further.

In terms of ‘hard’ skills, 4 respondents commented on the way in which unplanned
learning for them had occurred in respect of skill developmeat in 1CT generally and
the use of the internet in particular. 3 sfudents commented on the learning they had
acquired either from engaging in the Support Programme or through the module on
WBL Methods & Processes. 5 interviewees spoke of unplanned learning occurring
for them in terms of the development of their communication skills, and 5 spoke of
learning achieved in relation to professional knowledge.

1 female full-time undergraduate noted that unplanned learning had occurred for her
in respect of organisational skill development. She noted :

....50 when I came to writing my assignment which we did in the fast week because we didn't
fhave any other time, and I was looking at afl my organisational skills and I reafised fiow organised
I am in the fact that I keep a diary and I wnite everything in it

1 student had unexpectedly developed team management and leadership skills.

1 learnt quite a [ot about team management. Watching fiow, because I was working in a team, I
was watching how the team leader manages and again I didn’t think it was effective. I tended to
learn a lot more when I disagreed with what somebody eflse was doing.

3 interviewees commented on how unplanned learning for them had been driven by
the needs of the projects in which they were engaged, including one part-time
undergraduate who noted what she had learned as a result of encountering
bureaucratic processes. Another student (male full-time undergraduate) noted how,

in order to get the information he needed for his project, he had to learn some human
relationship skills.

I think I fearnt to be assertive because I needed to be in some situations.

self knowledge

In terms of this category, 11 out of the 31 interviewees spoke of unplanned learning
occurring for them in the context of greater self knowledge and self appreciation.
One male part-time undergraduate spoke of gaining knowledge in this respect.



I have come to reafise that I'd perfiaps undervalued my own ability in learning and perfiaps I stifl
do to an extent, but there fas been a reafisation that I can, and have, developed. [ was unsure
when I first came to see you that perfiaps I hadn't got the abifity to do this.

5 respondents claimed to have developed the skill of learning through reflection
which they had not anticipated deing. One female undergraduate in full-time
employment and new to HE commented thus :

Of: yes, one our modules was on fikg Seff Review and it's just fiow you sort of reflect on things and
you kpow the importance of reflection. You Kpow you do various things and you don't thmk,
about it and if you just took, a bit of time and thought about why did that go OK or if it didn’t
work, wihy didn’t it. Just things fike, just very simple things ke that and 1 hadn’t actually
planned to learn anything fife that but I use that now. I was quite surprised really. 1 think,
about the things I do. I think more about things and think well could I fave done that better. I'd
never have thought fike six months on that I would actually remember some of the Seff Review
and reflection module, so that's a bit of a surprise reafly.

2 interviewees found that learning can be motivational. For example, a female full-
time undergraduate noted that :

I think mottvation. It wasn't in my original learning outcomes but I think I did learn fiow to
mottvate myself more. I had become quite de-motivated with my work and sometimes I find it
gquite fard to motivate myself with my College work, I leave things to the day before because the
more I think about it the harder it seems. I can't motivate myself to do 1t.

And a male undergraduate on a 6 week placement unexpectedly discovered that work
can be fulfilling.

I think, in the office environment I learnt that it could be fun. ['d done some jobs in the summer
which were quite mental tasky and I Rated it. I fiad some mates in there and we had some really
good laughs with each other and we enjoyed it, it was a nice atmosphere. I've leamt that that's
tmportant.

relational learning

Some of the unplanned learning pointed to in this category has been discussed
elsewhere. For example, | interviewee spoke of unexpected learning occurring about
people and 4 spoke of developing interpersonal skills. 2 respondents referred to
unplanned learning occurring for them in the context of team working and
collaborative learning and 1 spoke of unexpectedly developing skills of negotiation
and diplomacy.

In addition, a female undergraduate on a 6 week placement referred to discovering the
value of networking.

You makg new contacts which is useful and bump into old ones, it's also defmitefy good to keep
with everybody.

And a male postgraduate in his first 18 months of full-time employment unexpectedly
gained learning through attending meetings and engaging in conference calls.
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I think, one of the clear things that sticks out for me is meetings. The first time I was in a
conference call and things fike that you don’t Rnow what to expect. It's not part of your learning
outcomes because you may say you want to become better at meetings but I'm not quite sure ‘what
you'd be talking about there. And suddenfy you'll be in a meeting and your ears will prick up and
you'll realise something that... I wasn't expecting that. The way that someone’s gone about
doing something to get an answer from somebody else, for example.

Detailed comment an Question 7

Of the 31 caudidates taking part in the interviews 28 said that they had had cause to
apply WBL theories during their placement experience or in the course of their daily
work. 4 students admitted to adopting a functionalist approach to WBL theories by
saying that they applied a theory or theories for the sole purpose of the assignments.
5 candidates spoke of the value of the Support Programme and the Methods &
Processes module in the context of the overall WBL experience, with 1 postgraduate
student commenting explicitly on the value of the level 3/level M WBL Research
Methods module,

Again, there 1s considerable overlap of data if considered only iu terms of named
skills or knowledge areas. However, in this question, respondents were asked to
identify and comment on the WBL theories they had had cause to use in the context of
WBL. Nevertheless, where there is repetition of the same or similar skills and
knowledge, unless there are clear grounds for doing so, direct quotes from students
will not be used.

Thus, 2 students commented on the application of theory in respect of
communications aud 1 identified theory apphed in respect of time management. 3
of those interviewed referred to theories in relation to project management and 4 to
theories relating to team working. 7 respondents spoke of the application of theory
1 respect of interpersonal skills and in terms of gaining a better understanding of
others. S identified theoretical perspectives on the use of reflection in learning, and
3 referred to the application of theory relating to their subject knowledge. Problem
solving (1) and leadership (2) were also identified as areas where theory had been
applied and, in terms of the focus on the self, 3 respondents spoke of using theories in
respect of self analysis.

8 out of the 31 respondents identified the Kolb learning cycle as a theoretical
perspective that they had used during the course of their WBL. A female
undergraduate in full-time employment commented :

Yes, I mean the learning cycle, reabising where I am on that cycle, afways trying to remember
where I've been to get there and planning where I want to go. Trying to keep that in mind and
always thinking of that and working out what are the inner strengths that I need to get there.
The fearning cycle is the big one and criticaf reflection.

4 students spcke of the application of theoretical frameworks for understanding
and interpreting experience and the impact that these had had on their work and



their learning. For example, the contribution of one female full-time undergraduate in
this area was summed up in the following way :

(She) speaks of her framework, of leaming changing over the years to indicate a more balanced
approach to learning

3 interviewees identified Transactional Analysis as a theory which they had either
used or seen the outworking of in the workplace. A male undergraduate in full-time
employmett admitted to using it himself.

I also use the aduft-parent thing (prompted with Transactional Analysis) quite a bit. I actually
identify which one I'm using at any given time, whick is even more embarrassing. It's not so good
when you do it with someone efse who is actually on the course with you, because they can
identify what you're doing. Anybody who fiasn’t, you can tend to get away with playing the
parent or becoming child-fikg trying to get them to do things for you. So yes, I consciousfy use
quite a few of them. The ends justify the means.

] interviewee in each case identified applying theories in respect of business models,
organisational analysis, stress management, and conflict resolution with 1
respondent commenting on his understanding of theory/practice reinforcement.

Detailed comment on Question 8

Knowledge and skill transferability

Where there is, again, overlap in terms of named skills or knowledge these will be
identified but quotations from the respondents will not be cited. Thus, 2 interviewees
identified time management as a transferable skill, with 4 identifying the ability to
engage in team work as essentially transferable, as well as, for 1 respondent, the
ability to manage teams. 3 students spoke of the transferability of interpersonal
skills, 4 of communication skills being immediately transferable and 3 referred to
ICT skills in this same context. A further 3 respondents felt that the project
management skills they had gained through WBL were immediately transferable to
other contexts, with 2 describing skills associated with conflict resolution as having
the same potential. Other individual respondents made reference to the transferability
of decision-making skills, of skills in problem solving and of creativity, with 2
interviewees pointing to the way in which the research skills they had developed
would continue to be of use to them in other contexts.

4 full-time undergraduate students spoke of gaining greater understanding of their
subject discipline from the application of knowledge and how they felt that this would
feed 1nto their final year studies. One male full-time undergraduate noted this would
be the case, though went on to speak of 1ICT gains as well :

Yes. The physiological side of it but for me the most beneficial was the computer side of it because
they're afways growing and going to be a big part of the future. It's not so long ago that [ wasn't
even word-processing my assessments, Which isn’t a good thing at degree level, Now I've done my
placement I can use various programmes, fike SESS. I've just got word, excel, spreadsheets and



I've got a lot faster at typing. 1 think that’s what deterred me from typing before because it was
easier to write.

Knowledge and skill transferability with either ontological or pedagogical
implications and issues concerning life enhancement

9 students out of the 31 interviewed referred to the transferability of study skills
acquired through WBL and 6 full-time undergraduates made reference to the ideas
and/or data gathered through Work Based Learning that would be of benefit to them
in respect of their final year dissertation. A female undergraduate on a 6 week
placement comments :

I'm doing Ethics o Evolution for my dissertation which is more fiterature fased but I suppose
there is definitely an ethical side of zoos. A lot of people are against zoos. But then there is the
conservation work, they do. Actuafly that's a good point (she sounds as though she has
surprised herself by an intelligent comment. She goes on (o say that she has included
material about the political side in her report — animal rights. Zoos raise such
questions).

3 respondents spoke of having developed, through WBL, the skill of learning to
learn which would benefit them in the future. A male postgraduate in full-time
employment expressed his views in this way :

Most of the skills are immediately transferable across anywhere that ever needs a project which is
anything but a manufacturing fine and when they change the project it can go everywhere. So
keaps of transferable skills. You just need to be aware of what you've actually leamns.

2 students referred to having acquired the ability to manage their own learning,
which would be of on-going value to them. A female undergraduate on a 6 week
placement noted :

The employer left us fairly autonomous, once ske Kpew we Rnew what we were doing and because
we were both inputting information and ideas, getting the job done that was important because I
reafised whilst doing this that this was possibly the first area where I've worked with a more or
less horizontal management structure. So it was important to be able to work within that sort of
environment for me because that means in_future should a post come up in that sort of structure
again it might not be as intimidating as it might once fiave been.

6 interviewees referred to the greater self-knowledge they now possessed as a result
of WBL and of the benefit that that would be to them in the future, and a further 6
respondents spoke of the ability they had gained in respect of reflection on own
learning and how that would have on-going value. 1 candidate referred to the ability
to view things from multiple perspectives which she had gained through WBL and
spoke of the way in which that would be of continuing importance in her life. These
three points are dealt with in more detail in the section on the ontological dimension
and will not be further tllustrated here.

In terms of life enhancement, with its implication that something of value has been
carried over from one context to another, 4 full-time undergraduate students referred
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to the value of WBL in terms of aiding them with their career choices. A male
student commented thus

Yes. I've definitely found my working environment. I've done ‘A’ Levels and I've done science
for two years and it was tlie first time I've actually used this Rnowledge in a job and decided that
I liked doing that kind of work, and I'm quite passionate about it as well so it’s definitely
confirmed that.

And a further 3 full-time undergraduates spoke of the value of WBL in providing
important work experience and a wider awareness of work for the uninitiated, with 1
respondent feeling that WBL had enhanced her prospects of the sort of employment
she was seeking.

I think being able to tell an employer that you have completed a placement and that you fave
developed a reflective analytical approach to learming and work is going to blow them away isn't
it? It's something that they will love to fiear, it’s wonderful] so I think it’s really important and I
have deftnitely been converted to work_based learning. When I was told that I fiad to do the
placement I wasn’t impressed — I thought it would be more useful to hiave a couple of modules
where I wonld be leaming academic things, but I don’t agree with that now.

The overall conclusion, on the basis of the responses to this question, is that the vast
majority of learning gained through Work Based Learning would appear to have
immediate transferability to other contexts and so prove to be of on-going value to the
learner.
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Appendix Chapter 4 (c)
PEDAGOGY
Detailed comment on Question 3

(1) experiential learning

This is a broad category with various alternative descriptions being proffered. 24 out
of the 31 respondents claimed to learn in this way, with some describing it as
practical learning or practice as a way of learning, others referring to active
learning and a number speaking of “hands on™ learning. A female undergraduate in
full-time study noted :

Hands on approach really. [ think just because you are tfirown into it and you fiave to do it.
People are there to fielp you and everything but, at the end of the day, it's you that has to do the
research and the work and you've got to get a mark at the end of it. I think that just by throwing
yourseff tnto it, that was the best way I did my leaming really.

Another form of experiential learning was referred to as *“trial and ecroc” with 8

respondents claiming that they learn in this way. A female postgraduate in fuil-time
employment had this to say :

Looking at afl the learning styles, 1 think my best one is an Activist Kind of learning, which is by
doing the processes. You can watch so much if I want to get my teetfi into it then I fiave a go and

learn by making mistakes and moving forward in that direction. So that's how I'd say I feel I
fiave progressed.

4 respondents spoke of the importance for them of the way in which positive
experience reinforces learning. A mature female undergraduate on a 6 week
placement commented :

But actually doing it and getting resufts from it, because it was a positive experience, it means
that I am not going to forget that again. So it was actually fiaving the interest to go and find out
for myseff, taking that on board, going away and playing with the idea and thien fiaving a positive
resuft from using it, so that was one stream of learning.

The opposite side of the same coin would appear to be the importance of motivation
or of having a definite goal or a particular challenge. 6 interviewees referred to this
as important in learning.

The first three weeks wasn't ‘how’ it was ‘having to’. Motivation is probably a major thing for
me. If I don’t want to do sometfing then I generaffy tended not to do i, I wanted to do it
because I was getting a qualification at the end of it and I was also interested in dotng 1t.

(2) conventional learning

This 1s another broad area and one which is an important corrective to the idea that
there may be no place for more conventional forms of learning in WBL. [ have
stressed elsewhere in this report, and in my paper on epistemology (written as part of
my D.Prof studies — see Appendix B), the importance of knowledge input into the
Work Based Learning context. Theoretical perspectives are of paramount importance,



in my view, both in terms of generic (“soft”) workplace learning and in terms of
underpinning disciplinary or inter-disciplinary knowledge (“hard”) which informs
practice and vice versa. The evidence of the interviews would appear to suggest that
this 1s also the view of at least some of those engaged in Work Based Learning.

6 respondents spoke of the importance for their learning of having direct teaching as
part of WBL and/or access to tutors. A female undergraduate in full-time
employment and new to higher education noted :

Ves, to get that feedback, If I get encouragement I flourisfi on that. If I'm not getting it T will
constantly doubt myseff, am I dotng this right? Is it what the tutor wants? Have I got the
answer right? And that sort of thing. When you fave contact you Knpow whether you've got the
right idea and wien I get positive feedback I kptow I've got the strength I need to carry on and to
learn whatever I fiave to learn.

21 interviewees spoke of the importance of being able to access appropriate literature
when learning through work, with reference being made to books, journals and access
to libraries. A female postgraduate in full-time employment said :

I leam matiny by reading and then discussing with colleagues and getting their views on things as
welll T think that's how I learn.

And a male undergraduate on a 6 week placement noted :

Initially I met with the web team and they told me basically that is what I need to use and the
thing with that package was that it was quite generic, it was Microsoft, so if you can use the
main packages its not too difficult to pick up. But then, basically reading around books fike
‘Learn FrontPage in 7 Days’ or something fike that and then you fave got on-fine tutorials and
then of course there are 5o many people in the College who can use it.

By the same token, 3 respondents spoke of the importance of the internet (see also
comment immediately above) for accessing information and 8 spoke of the
importance to them of accessing appropnate theories when learning through work. A
male postgraduate in full-time employment spoke of the way in which he had forcibly
changed his learning habits to accommodate theoretical perspectives.

My approach was inmitially when I first started looking at my approack to learning, I was very
practical — a practical person — a doer and then I would very much try and work, things out my
own way, whatever, and my theory side of my approach was very weak, I recognised that and
now — well, at first I fiad to forcibfy change the way I worked to make sure I didn’t just rush into
things and so I would research things and then try to find practical appfications, which is exactly
what my job entails.

11 interviewees referred to the importance for their learning of theory/practice
reinforcement with a number making the point that they found theory unrelated to

practice difficult to remember. A female undergraduate on a 6 week placement
commented :

Yes we mixed it in at the same time, the theory befiind what we were doing and they both fitted
together they hefped each other. They went fiand in hand. You Kpow “We are doing this because
and you need to do this because...”



The evidence cited above would seem to suggest that, for some learners at least, the
theory/practice interface is an important place for learning. It is perhaps a reminder to
those responsible for shaping the HE curriculum that theory may be best understood,
at least by some learners, when informing a practical purpose. This is how same of
the respondents say they best learn theory. Thus, effective learning may be best
tacilitated by a HE curriculum which presents learners with the opportunity to become
involved in the relationship between theory and practice, and not where the two are
regarded as being in some way separate from one another. The strength of Work
Based Learning may be in its ability to accommodate both theory and practice and,
therefore, it may be an effective vehicle for an HE curnculum that recognises the
importance of the theory/practice interplay.

(3) instroctional learning

It is interesting to see the emergence of this category which is so often considered by
educational purists as being associated with training rather than education. 1 have
argued elsewhere (Major, (2002), prepared as part of my D Prof studies — see
Appendix A), about the non-sense of establishing such divisions and the pointlessness
of engaging in debates about what is training and what is education. Learning is
learning in whatever context it occurs and HE, as much as any other form of
education, is essentially about creating learning opportunities for students, Perhaps
uninhibited by such concerns, my respondents had no compunction about referring to
learning through what I have termed instruction. Thus, 7 respondents spoke of the
importance, in terms of their learning, of receiving instruction and/or being given
advice by experts. A female postgraduate in her first 18 months of full-time
employment spoke of the expertise residing within the workplace.

Yes I think so because you have to fiave your own style of fiow to approach things but also it’s
nice to have other people’s opinions and stuff. T mean the people I work with, they've been in the
industry for ten to twenty yedrs and so they Rnow certain things and they'll see things I'f[not
notice, things I'd probabfy brush aside. So, I'll ask for their advice and most of the time they'{l
probably tell me to read through a jowrnaf or certain paper on a certain mineral and fow it's
formed and they'fl sit down with me and explain different things and different processes.

S interviewees spoke of the importance of being able to ask questions when learning.
A male undergraduate on a 6 week placement noted :

Yes, but this time I didn’t fiave any questions and fie taught me quite well because fe was quite an
expert, and I wasn't afraid to ask questions.

That's another example of how we learn isn't it, we ask questions of the expert?

Yes, I thought if I'm working on this project which was quite significant I don’t want to makg
any mistakes so I wasn’t scared to ask,

17 students referred to the importance of observation when learning. This suggests
that the much ridiculed “sitting by Nellie” mode of learning is still in vogue. In
answer to the question below, a part-time undergraduate in full-time employment has
this to say :

Are you also quite a practical learner, a ‘hands-on’ learmer?



Yes, I'm more mterested to see, you observe and then you do it.

Another way of observing in order to learn was described by a female full-ime
undergraduate, thus:

1 do quite a fot of sport psychiology and so I am very interested in professional and social
relationships so a ot of the time it was watching people. Quite a lot of observation and then I'd
ask people. I noticed things fikg body language, pecpfe talking to each other and then when I
questioned staff about them I wanted to sec what they thoughit they were projecting was the same
as what they actually were to an outsider.

(4) reflective learning

It is interesting to consider that, prior to undertaking Work Based Learming, not many
of the students had the language to express their learning as resulting from reflection.
(The part-time students in the medical profession [ interviewed were familiar with the
notion of reflective practice though, perhaps surprisingly, not all of them seemed to
have considered this to be a serious mode of learning other than perhaps in a narrowly
defined way.) However, it was recognised by 2 students as an intuitive or common
sense approach to learning, suggesting that even if people do not have the language to
express what they are doing it does not mean that they are not engaging in it.

5 respondents stated explicitly that learning occurs for them through ecritical
reflection. A female postgraduate in full-time employment noted :

I mean sometimes it is just by looking at the whole situation at work, seeing what’s going on and
then in your mind’s eye you've got afl this theory and you can see people behaving exactly as you
have read about someone’s theory or personafity or different traits and you can see it exactly
commng through n the workplace or outside the workplace. So, it’s afl a mixture reafly. It goes
across the board. It’s more of an unconventionaf fearning in that sense, 1t’s not learning as in a
school or college environment, it's more a fearning in society such that you feed in one with another

and it doesn’t necessarily go from the book to the workplace, it could go from the workplace back,
to the book,

With 3 students stating that learning occurred for them through the application of the

reflective learning cycle. A female undergraduate in full-time employment had this
tosay :

The other way I'd say I "ve leamt is my tutor fias handed so much imformation to me and
wonderfuf articles, really interesting, but I just pore over them when I read and actually I'm using
one of the reflective cycles that he identified to me when I was doing the research metfiods module
and I'm using one of those titles because I've really taken to it and he said, well a fot of people
don’t fikg it but I actually really fike i, so that’s another way I personally leamn, is just by reading
lots and lots and gleaning information fike that. I'm not mto directive Laming ~ chalk and taff,

2 interviewees referred to learning as occurring for them through the evaluation of
their own performance and/or the evaluation of the performance of others. A
female undergraduate on a 6 week secondary school placement commented thus

... but I thing definitely reflecting back after each lesson, doing the evaluations — I did an
evaluation at the end of each lesson — and at the end of each lesson that I observed another



teacher dotng, I evaluated it, and by looking at them then I felt more prepared for when I came to
do my lesson, when I came to teach my lesson. Just learning from mistakes or, may be not
mistakes, things that you want to butld on next time or stightly adjust. But evaluating, 1'd never
actually evaluated anything before.

3 candidates spoke of learning occurring through self knowledge. A male
undergraduate in full-time study commented :

Y N also know from the way I fearn - since doing the support programme - that I'm a
rqﬂéctor and that was quite useful And ke (his employer) used to tafk to me as well and when I
was on my own I used ~ I've never really thought of this before - to work, it was by a system of
trial and ervor really, sitting on my own, working through problems using some Rpowledge from
before and probably ntuition, and I taught myself a lot as well I would probably fiave done that
anyway but 1've actually identified that I did that wirich I never thougfit before.

An approach to learning which I consider to be essentially reflective was that spoken
of by 2 respondents who referred to the importance when learning of defining the
context of the learning and of arriving at a maore holistic viewpaint (essentially
seeing the learning needed within a broader context)

The general thing that I've found for cach of the individual tasks that have required leaming is to
have a brief of the general process and of the goal you want to achieve and then it’s a question of
breaking it down into manageable, real] things that you can actually monitor and evaluate. So
you've got to organise what it is you want to do and then freak, that down into ways in which
you'fl be able to assess yourself to show you can actuafly do it.

3 respondents spoke of learning through writing including keeping a learning log,
A female postgraduate in full-time employment had this to say :

1 do have to read through a lot of journals and stuff (ke that and when I read through stuff I
sometimes — it's [ike words coming into your head — and so I jot down notes and keep a file of
certain stuff — a log — just to keep myself right and also keep a fist of different things I've done
during the month ~ this and that — if there’s any mistakgs why did I do that on such and such a
day. It’s just to keep everything right and if anyone needs to check for something I can fielp.

(5) relational learning

This category testifies to the fact that learning is not always a lone activity and
perhaps, in Work Based Learning, is rarely so. It also points to the importance of
mutual support in the learning context. I recognise, however, that not all of the
interviewees spoke of learning in this way, which does not give as much weight to my
argument as [ might have wished, that collaborative learning is a distinctive feature of
WBL (see also my article on Ontology {Appendix D}prepared for my D.Prof
studies). It may, of course, be the case that the interviewees were taking for granted
the learning support offered by workplace colleagues, but I cannot be certain of that.

5 respondents referred in some way to collaborative learning, mainly referring to
learning through discussion. A female part-time student in full-time employment
noted :



I think I learn more in the seconds when we discuss things. I am terrible for going to get a book,
out of the fibrary and never looking at it. I find that fard. I could read something three or four
times and 1t wouldn't sink in but if we discuss it then it will actually sink in.

The same student commented on the importance for learning of sharing ideas and
information.

Luckjly one of my colleagues — one of the midwives I work a lot with — we will often go through
books and discuss 1t as we're going. Whereas if I just sit and read it, I'll take notes but I couldn’t
tefl you twenty minutes fater what I'd wnitten because it just doesn’t sink in so I do need the
talking and tfe group.

4 respondents spoke of gaining feedback from others as an important way of learning
and 1 interviewee referred to engaging in debate and argument as an important way
of learning (implying a dialectical mode of learning). A female undergraduate on a 6
week placement said ;

It was very much hands on and I learnt to just accept criticism. I was very grateful for kim just
to be blunt and say no you're not doing that right, do it fike this or I would do it fikg this, which
was a great help as welll

2 respondents spoke of learning through teaching others and 5 interviewees referred
to learning through modelling the behaviour of others (this is an important learning
technique in Neuro Linguistic Programming, though students may not necessarily
have known this). A female student on a 6 week school based placement noted :

There was one of the youngest teachers there who the Kids really fikgd but that was because she
was not very fard on discipline and then there was the extreme, the fiead of department, who even
though some of the students hadn’t met her, there was a reputation, that if you went to her that
was to get shouted at and so they didn’t fifg fier. There was also one type in the middle that 1
really fiked who fiad the rapport with pupils but still got on professionally with all the staff and [
found myself trying to copy fer sometimes.

(6) other ways of learning

This 1s something of a ‘catch-ali’ but does point to the diverse range of ways in which
people learn. Some of the theories identified below could apply to one or more of the
above categories and are placed here for convenience.

2 interviewees identified interest in the subject as a prerequisite for learning and a
part-time undergraduate in full-time employment spoke of having confidence in
one’s own abilities as a pre-requisite for learning

Well I can't think of an example (.e. of how she learns) but somefiow 1t’s afl seemed to come
together forme. Ican’t think of any one thing that made me say oh, this is how I've learned
something. It's just about having confidence and feeling that you can do something.

1 student spoke of her preference for learning through bite-size chunks and a female
postgraduate in full-time employment spoke of tapping into the tacit knowiedge of
the workplace to access leaming.



I mean the people I work with, they've been in the industry for ten to twenty years and so they
Rnow certain things and they'll see things I'fl not notice, things I'd probably brush aside. So, I'fl
ask_for their advice and most of the time they 'l probabiy tell me to read through a journalor
certain paper on a certain mineral and fiow it’s formed and they 'l sit down with me and explain
different things and different processes. (Afso quoted above.)

2 respondents referred to “teach yourself” as an important way of learning for them,
with 1 interviewee saying that learning occurred for her through knowledge transfer.
2 students noted how repetition was an important way of learning in some instances
and | referred to brainstorming as a way of learning. For example, a female
undergraduate on a 6 week placement commented thus :

Before meetings I worked with a cofleague, a fellow student, and before meetings we got togetfier
and we brainstormed ideas, what we were going to do, fiow we were gomg to achieve it and fiow
we Were going to achieve it in the time and then when we went into the meeting we fiad a series of
questions that we wanted answering and a series of topics that we wanted to fiave some
clarification on and that meant that the meetings flowed and fiad some structure.

Detailed comment on Question 4

(1) Attitudes to learning

Some of the points made here are a repetition of those referred to under Q3. Where
this is the case, I propose to identify them but not to support them with student
quotations. 2 respondents, for example, spoke of the importance of motivation and of
having the right attitude to learn. 2 spoke of confidence as being important if
effective learning is to occur, and 1 spoke of the importance of reflection as part of
the learning process, with a further student commenting on the importance of self-
assessment in learning.

2 respondents referred to the importance of pro-activity if new learning is to occur,
and of creating learning opportunities for oneself For example, a female full-time
undergraduate had this to say :

That was an attitude (Le. to learning) ratfier than a physical sKifl or something. I think that
worked quite successfully. By giving enthusiasm and interest and bringing ideas, the particufar
placement that I was tn appreciated that and it also meant I got a fot more out of the placement, [
was able to do a lot more by being pro-active ratfier than letting things pass me by, and from that
myself and my colleague were able to afmost indulge in otfier opportunities.

1 interviewee commented on the importance of receptivity to new learning
opportunities and 2 students spoke of the need for adopting a flexible approach
towards new learning. For example, a male full-time undergraduate noted :

I just went in there and thought I will do the job as best I can, and I'll try and get stuck in and
wherever I am going I am willing to learn and whatever I do in the process I fope I fearn some
new skifls. And that was part of the placement as well because I knew the placement would be

useful to me. I could have gone off and done sometfiing totally irrelevant but it wouldn’t fiave
been any use to me.



(2) planning learning

It seems quite clear that Work Based Learning can be viewed very much in terms of
the unplanned for and incidental learning which occurs for individuals in and through
their work. Often claims for credit for prior learning are made up of this sort of
learning and it is learning to be highly prized and highly valued. However, when
Work Based Learning is seen in terms of the higher education curriculum, there is a
clear need for rigorously planned learning with individually negotiated, pre-defined,
learning outcomes clearly articulated. There is, of course, still room for unplanned for
and incidental learning but WBL should not be viewed as learning by chance but
learning by design.

9 respondents spoke of the importance of planning for new learning. A female full-
time undergraduate noted :

Well I suppose I set out to learn, obviousty through the learning outcomes and identifying areas 1
wanted to learn in.

And a female postgraduate in full-time employment gave her reasons for choosing a
negotiated programme of learning in preference to one that was prescribed :

I wanted to fearn something new but something new that was relevant to my fife, something new
that was refevant to my work, fife and whick had implications, if you ke, formy social fife or
other fife. Which, i one sense, the course that I chose, which was not a defined course, was
something new in that I was able to pick out elements that I wanted to ook at so I defiberatefy
chose that pathway, if you ke, in that sense.

8 interviewees referred to the specific needs of a project as driving the new learning
agenda. A female undergraduate on a 6 week placement noted :

In a sense, I did set out to do it defiberately because I knew it was part of the course and we had
to do 1t.

And a male postgraduate in full-time employment said :

What I would say is I generally look_ at .... I have a practical reason _for wanting to approach it,
in the work_framework, anyway, and then I tend to like to research and gather the theoretical
materials, find out if anybody’s done this stuff before and approaches and what’s been learnt
before.

3 students spoke of the need for developing a framework for new learning (perhaps
similar to the point included under reflective learning at 33), with 3 commenting on
the need to have a clear focus on the new learning to be achieved. A female
undergraduate on a 6 week placement provided an interesting if somewhat broad
comment :

Aside from my learning outcomes I wanted to get a whole experience of the work place. I think,
that’s wihy the programme is s0 good because you 're learning more about what a job entails and
learming about yourself within the job. I wanted to get the whole experience in addition to
learning about myself.



1 respondent identified the need to monitor the progress of new learning and another
pointed to the importance of an awareness of learning methods where new learning is
concerned. For example, a male postgraduate in his first 18 months of full-time
employment noted -

Because the job is so different from University, the course that I did wasn't able to cover anything
really that I needed but it did instil some methods of feaming which you can then apply once
you're in the workplace which I think,is equally as important as having the Ruowledge.

(3) ways of learning

As indicated above, this section may be dealt with fairly summarily in that it repeats,
to some extent, some of the ways of learning identified at Q3 above. However, it is
important in that it adds reinforcement to that data. For example, 8 respondents
claimed to access new learning through reading, with 5 identifying the internet as a
way of gaining new learning. 6 respondents said that they would acquire new
learning through instruction and through asking questions of experts, with 1
referring to the “teach yourself” method. 5 interviewees spoke of new learning
occurring through practice and 1 referred to “trial and error” methods. 2 identified
observation as a way of acquiring new learning and 3 respondents spoke of new
learning being accessed through knowledge application.

(4) relational learning

What 1 am terming relational learmng was 1dentified by a number of respondents as
being important in terms of accessing new learning. This reinforces some of the
points made at Q3. For example, 2 respondents made reference to gaining feedback
from others as a source of new learning, and 2 spoke of achieving new learning
through discussion. 2 interviewees referred to the importance of collaboration with
other learners when new learning s needed. For example, a female undergraduate on
a 6 week placement (which included undertaking an NVQ level 3 in preparation for
work in fitness {raining) reported thus :

Watching people and we went to different circuit classes at different gyms in the free time that we
had and watched the way they did it and we asked Stuart to do a couple and we watclied him and
then we all did some and watched each other.

5 respondents commented on learning from the experiences of others as a source of
acquiring new learning. A female undergraduate in full-time employment
undertaking level 3 studies noted :

I'm in e-mail contact with people nationally to do with domestic violence so if it's particularly
about that I'd pick_ the most appropriate place where I think, the opinions or the information I
would value is. I mean, I wonldn't go to someone whose opinion I didn’t vafue whatever the
subject was.

(5) use of prior learning
A number of respondents spoke in terms of themselves as important sources for new
learning with 2 recognising the significance of drawing on prior knowledge and



experience. Similarly, 3 interviewees referred to drawing on theories already known
to them. For example, a female student on an antmal behaviour degree programme
taking a 6 week placement commented :

I'd designed (a type of diagram is referred to) that were [ists of behaviours and behavioural
categonies, so 1t means that you have to watch what is going on with the animals, what they are
doing, identify different befaviours but the categories used have to be mutually exclustve so that
you are not crossing over When you see, when you are watcfiing an animal you can say that is the
behaviour it is dofng now and it doesn’t cross mto any other type of behaviour — its just a way of
being specific about what's going on.

Detailed comment on Question 6

Some of the points made in answer to Q6 repeat those made at questions 3 and 4.
Where this is the case, reference will be made to them but the evidence of student
quotations will not be given, for example, 4 respondents spoke of critical reflection as
an intuitive process and 5 claimed to make use of the reflective learning cycle as a
means of accessing learning. The remainder of the data | have roughly divided into 2
sections : (1) putting critical reflection to use in learning, and (2) 1ssues concerning
critical reflection and learning.

(1) putting critical reflection to use in learning
2 candidates referred to critical reflection as a tool of amalysis. A female
undergraduate in full-time employment noted :

Yes, anafysing what fiappened in a situation. Well, with an incident at work, you look,at what
the situation was, how you feft, how they feft, how you reacted, fiow you wounld react in the

future, what would you do about a similar thing in the future. Would you do the same again and
what could you do better?

3 students felt that the critically reflective process helped in decision-making and 1

made a similar point by claiming that critical reflection facilitates a more considered
approach to issues.

I think it (Le. criticaf reflection) gives you a more considered approach and gaining an isight into

the way people might think generally does change your approach to the way you deaf with people,
the way you deal with interpersonal refationsfiips,

4 students referred to the usefulness of critical reflection in problem-solving. For
example a female undergraduate in full-time employment and new to HE said :

I think,it's.. . the occasion that springs to mind the most is the one I talked about earlier with the
conflict between me and my manager. It was a very serious issue and I think I handled that as
well as 1 could because I used the technique of critical reflection. I decided I fiad to sit back and
think about this and work out what was going on and how to handle the situation. I kpew I had
the information and the Knowledge and I kpew I had to be in controf of the situation. I beficve
that over a period of months, and using the reflective feaming cycle, I was able to gain controf of
the situation and ensure that something good was going to come out of it.

mn



4 students considered critical reflection to be an important means of identifying areas
for improvement with a further 4 perhaps making a similar observation by
identifying the importance of critical reflection for future planning. For example, a
part-time undergraduate 1n full-time employment noted :

Yes, 1t (ie. criticaf reflection) helps you to progress because you Rpow, welll I've done it that way
and it didn’t work so now I need to look at what else to do, because whatever the event will occur
agatn and anybody’s the same, any sort of administration workgr, domestic worker, whatever
fiappens I think, everybody reflects in one way or another, but they don’t recognise it as critical
reflection.

1 student spoke of critical reflection as a means of identifying unplanned learning
and 2 respondents felt that critical reflection at least ensures some engagement of
thought in relation to issues. For example, a female postgradnate in her first 18

months of employment, who had also undertaken an undergraduate WBL placement,
had this to say :

Yes, and you try again, and then reflect and try again. Yes, I do remember that and I do think,
that is quite a useful model. If you don’t sort of... many times you reflect and ask, how many
things have I feart without realising it, or without intending to. If you don’t reflect then... if
you hadn’t fiRe suggested any theories then I wouldn't fave reafised myself what I'd actuafly
fearnt. So there are just things that you pick up along the way and they can get forgotten about
and so you need to reflect to see what and fow you've leamt and fow far you've come.

(2) issnes concerning critical reflection and learning

1 respondent recognised that critical reflection is a chalienging and demanding
process with 2 interviewees expressing the view that cnitical reflection is essentially
personal and that personal reflections are difficult to communicate to others. For
example, a part-time undergraduate in full-time employment notes :

I think, the problem with reflection is it’s very personall The way you approach reflection critically
or not 1t’s very personal, so whoever's reading it you know — whatever style or model you chioose —
the reader mightn’t understand really. You Know, the exercise that you've done. If you follow my
meaning — it is very personal. That’s a very difficult obstacle to get over really, especially when
you're doing it for an exam situation or when you're doing 1t, the way we're doing it now, for the
module. We're trying to write the way the tutors expect us to write, you Kpow, whereas really
when we're doing our own personal reflection we wouldn’t wnite fife that at all. Soit’s a bit of a
false situation but we're used to that anyway.

2 candidates made the pertinent observation that cntical reflection is reaily only
relevant to smbstantive issues, while a female part-time undergraduate spoke of the
constructive nature and purpose of critical reflection in WBL. She notes :

Well I think, I've learned how to reflect in a constructive way, to learn from experience. I mean,
reflection is learning isn’t it from mistakes or from what you've done welll it’s not ahways about

the mistakes you make. I thing I've learnt how to reflect in a constructive way.

4 respondents identified critical reflection as an important professional competence.
A full-time fire-fighter on a part-time undergraduate programme, although at first
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minimising the significance of critical reflection in his work, goes on to identify its
importance.

As far as work_goes, the practicafities of it and issues surrounding doing the job, there’s not really
a great deaf of need for criticaf reflection other than reviewing outcomes afterwards and ensuring
that methods and processes used for achieving outcomes are suitably suffwcient to meet those
outcomes, if they can be adapted i any other way then that's something that we do sit down and
de-brief after incidents. I suppose we do it on a routine basis as well if we find that sometfing
doesn't work we sit back, Itend to be of the opinion that otfier people have got an input on that
and I'm very much allowed to do so. It's not something that I want to do on my own. It's a team
effort and I'(l engage the other two officers on the watch and say well, we've got this to do, we’re
doing it this way, can we do it this way, what other ways can we do it?

More general comments were made by 3 respondents about the potential of critical
reflection for learning and the way in which it ensures that people take responsibility
for their own learning.

Further comment in respect of Questions 2, 7 and 8

A few points relevant to the discussion in relation to this proposition arose in the
context of answers to questions 2, 7 and 8. My intention is to offer a brief summary,
mainly without citing evidence of student comment, given that most of the points
have been raised and discussed elsewhere. Thus, in response to Q2, 1 respondent
referred to gaining skills in team working and collaborative learning and 2
interviewees noted that they had acquired the ability of learning to learn through
WBL. For example, a male part-time postgraduate in full-time employment had this
to say :

I'm very much a seff-driven learner anyway. I fave to be (a) to get where I have in my job so far, I
fiad to be somebody who picked up the skills quickfy. The reason that I do my very job and I
invented the department I work,in was because I could move faster than other people in terms of
the way I learn so rather than fearm a specific sRills set I've lamed fow to feam which is one
thing that is quite useful I've grown to understand the way I fearn, therefore I can structure my
learning in a way to make sure I pick stuff up quickfy.

At Q7, 12 respondents referred to the implications for learning of a greater awareness
of theories concerning learning styles, and 1 candidate made reference to the way in
which knowledge of the Herrmann Whole Brain Model had similar implications for
learning. A further reference to learning styles was made by | respondent in the
context of Q8. This was essentially to the effect that knowledge of this area was
immediately transferable to other contexts, and 2 respondents commented similarly
on the transferability of knowledge about learning methods.
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Centre for Work Related Studies
Work Based Learning 2001-2002
Questionnaire
The Work Based Learning team is interested in finding out about some of your
experiences of the programme — both before and during the placement. We
should be grateful if you would answer the questions below. There are no right or
WIONgZ answers.

Reflection on learning:

1. (a) Did you keep a record of your experiences on the placement? YES 96.5
NO 3.3

(b) If YES, was it in the form of

A learning journal 33.2
A diary of events 47.2
bullet points 15.6
brief notes 39.7
a mental note 24.8
[tick all which apply)

2. (a) Did you deliberately set aside time to reflect on your progress towards
achieving your learning outcomes? YES 74.9 NO 25.1

(b) IF YES, how often did you do so?

At the end of each day 31.2
At the end of each week 30.3
At the end of the placement 11.7

As and when appropriate to my needs 26.8

3. (a) Were you aware of the way your learning style preferences affected the way
you went about your work? YES 32.1 NO 679

(b) If YES, did you
Stay within your preferred style(s) 70.2
Deliberately try to use your less preferred style(s) 29.8

4. (a) Dnd you refer to any theoretical concepts to help you make sense of your

work-based experience? YES ~ 67.0 NO  33.0

(b) Tf YES, were the theoretical concepts
in the Support Programme handbook 83.9
in other texts 42.4
in journals 16.1
in other sources (newspapers, popular
magazines, television programmes, etc.) 11.5

[tick all which apply]



What is distinctive about work based learning?

5. (a) Did you find learning in the workplace different from learning in your taught
courses at College?  YES 100 NO ©

If YES, please respond to the following items :

(b) In WBL, you are able to structure your learning to meet your personal and
professional needs TRUE 87.8 FALSE 12.2

(c) In WBL you can devise your own programme of learning
TRUE 70.5 FALSE 29.5

(d) In WBL, accepting responsibility for devising your own learning programme
is EASY 34.0 DIFFICULT 66.0

(e) At College, tutors assume responsibility for making decisions about what will
be learned, how it will be learned, and when it will be learned. TRUE 84.6
FALSE 15.4

(f) In WBL vou are involved in the planning and evaluation of your own learning,
TRUE 93.3 FALSE 6.7

(g) WBL enabled you to acquire knowledge, skills and attitudes that have
immediate relevance to your job future and personal life.
TRUE 92.6 FALSE 7.4

(h) College-based modules enable you to be a self-directing person.
TRUE 56.8 FALSE 43.2

(1) WBL requires you to be more reliant on your own resources than in College-
based modules. TRUE 94.2 FALSE 5.8

(j) In WBL you are able to apply knowledge gained through College modules.
TRUE 88.6 FALSE 114

(k) Through WBL you became more aware of the relevance of practical
experience for learning. TRUE 96.8 FALSE 3.2

() WBL is more motivating in terms of learning than classroom learning at
College. TRUE 80.2  FALSE 19.8

{m) In College courses your prcvious life experiences are of use to you and valued
by tutors. TRUE 56.9 FALSE 43.1

(n) In WBL you are able to focus on what you need to know
TRUE 75.3 FALSE 24.7



What support were you able to call on during the placement?

6. You were always able to rely on your line manager/supervisor for advice and help
when needed. TRUE 84.9 FALSE 151

7. You tended to ask people other than your manager/supervisor for advice on aspects
of work. TRUE 58.7 FALSE 41.3

8. What other sources of support and help did you use?
WBL supervisor, 39.1
Other College tutors, 11.5

fellow students 50.6
parents 28.8
other ................. 17.3

Planning learning in WBL

9. (a) Did you deliberately plan to learn certain skills and understandings?
YES 613 NO 29.8

(b) If YES, did this help you to make significant changes in learning?
YES 77.3 NO 227

Transferable Skills and Career Development

10. Do you think that you have developed skills which you will be able to use in your
third year studies at College? YES 81.3 NO 18.8

11. Do you think that through WBL you have developed skills which you will be able
to use in other jobs which you will undertake in the immediate future? YES 93.6
NO 6.4

12. (a) Would you say that you improved your abilty to meet deadlines while on the
placement? YES 67.9 NO 32.1

{b) If YES, do you think this will help you to meet assessment deadlines when
back in College? YES 82.2 NO 17.8

13. Dud you find it difficult to adapt to a regular 9 to 5.00/5.30job? YES 48.9
NO 40.1 DIDN’T HAVE REGULAR HOURS 11.0

14, (a) Has the WBL placement helped you with making a career decision?
YES 73.4 NO 25.0

(b) If YES, was the decision positive (i.e. you identified work that appeals to you)
or negative (i.e. you identified work that does not appeal to you)?
POSITIVE 73.4 NEGATIVE 24.5



15. Was your experience of learning in the workplace one that involved careful
planning, identification of goals and problem solving, or did your learning
generally occur almost in a random, unpredictable manner?

CAREFUL PLANNING 34.3 RANDOM 65.5

Use of WBL materials

16. Did you read the Student Handbook before making the decision to apply for the
placement? YES 46.7 NO 533

17. (a) Did you read the Support Programme Handbook during the placement?
YES 85.8 WO 14.2

(b) If YES, did you read it to meet:

work-based issues 4.1
assessment issues 47.8
both work-based and assessment issues 45.5
other issues e.g, 2.6

The Learning Agreement

18. Were any of the learning outcomes you set yourself too ambitious?
YES 22,6 NO 774

19. Were any of the learning outcomes you set yourself too unambitious?
YES 22,6 NO 774

20. Did you change any learning outcomes after the start of the placement?
YES 50.5 NO 49.5

21. (a) Did you add new learning outcomes to the Agreement during the placement?
YES 36.3 NO 63.7

(b) If YES, how many? 1 27.1 2 495 3 234

(c) If YES, did you ask your employer to agree to the change(s)?
YES 90.3 NO 9.7

22. Did you have a job description to refer to during the Support Programme?
YES 76.3 NO 23.7

23. In your opinion, was there a close link between your job description and your
Learning Agreement? YES 72.4 NO 27.6

24. When you began your placement, did your employer discuss your Learning
Agreement with you in any depth? YES 51.8 NO 48.2



Assessment

25. (a) Did your employer work through the assessment form with you towards the
end of the placement? YES 62.0 NO 38.0

(b) If YES, did s/he give you detailed feedback on your work performance during
the placement? YES 85.1 NO 14.9

26. Did you enter the WBL placement with the specific intention to achieve your
learning outcomes in order to gain a good mark in assessments? YES 63.0
NO 37.0

27. When you come to be assessed in WBL, the content of your assessments will be
unique to you. Does this prospect worry you, please you - or not bother you?
WORRY 43.4 PLEASE 25.0 NOT BOTHER 31.6

28. Do you think that you must be successful in achieving all your learning outcomes
in order to achieve a good mark in the WBL assessments? YES 26.8 NO 73.2

WBL generally

29. (a) On the placement, were you ever asked to do something with which you
disagreed? YES 18.8 NO 81.2

(b) [F YES, did you

Carry out the task without making any comment? 41.7
Carry out the task but only after expressing disagreement? 33.3
Turn down the request? 25.0

[please tick as appropriate]

30. Did you learn something that has possibly made a lasting change tn you?
YES 758 NO 24.2

31. Did you at any point have a sudden insight which made you realise that you had
learned something new? YES 76.8 NO 23.2

32. (a) At any point in the placement, did you feel that you left your ‘comfort zone’?
YES 34.0NO 660

{b) If YES, did you persevere with your learning after this incident or did you
abandon the attempt? PERSEVERED 97.1 ABANDONED 2.9

33. (a) Before embarking on WBL, did you hear any opinions expressed by Third
Year Students about WBL? YES 39.4NO 60.6

(b) If YES, were the opinions positive or negative?
POSITIVE 71.8 NEGATIVE 28.2



34. (a) Was WBL what you expected? YES 48.0 NO 52.0

(b) If NO, was the experience better than expected or worse?
BETTER 66.9 WORSE 33.1

35. Please indicate any personal gains achieved through WBL:

Confidence 73.5
Knowledge 82.4
Understanding 57.8
Physical skill 21.9

Self-understanding  40.5
Other 13.1



APPENDIX J



Q1

Q2

Q3

Q4

Q5

Qo6

Q7

Q8

INTERVIEW GUIDE

Qualitative Survey — semi-structured interviews

I'd like you to think about the impact WBL has had on you as an
individnal. Has it changed yonr view of yourself in any way? If so, in
what way(s)?

Can you briefly outline the knowledge and skills you think you have
gained throngh WBL?

How do you think you acquired this knowledge and these skills?

In what ways did you deliberately set ont to learn something new?

Can you give an example of something you learned which was
unplanned?

The idea of critical reflection was introduced in (Support Programme or
Methods module). Can you give an example of critical reflection in which
you engaged during the (placement or project)? To what extent has
reflecting critically changed the way you view (a) work, (b) yourself, (c)
the world generally?

Did yon consciously, or unconscionsly, apply any WBL theories? If so,
can youn identify them and then describe how you were able to utilise
them?

Can you identify any knowledge and skills yon gained from WBL that
yon have been able to use in other areas of study/contexts?
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Interview with D. A., p/t, p/g

(who has also undertaken undergraduate WBL)

Question 1: We’d like you to think about the impact WBL
has had on yon as an individual and we’re wondering if it has
changed your view of yourself in any way and, if so, in what
ways?

Yes, 1 feel WBL has had quite an impact and I’m not sure
whether it’s necessarily to do with how it was delivered to me or
whether it’s my own particular interests in this sort of thing
coming together, but I found the reflection side of things quite a
heavy impact because it was a lot more structured in terms of the
way you looked at how you reacted to situations. I also found
quite a lot of influence in terms of the looking at your strengths
and weaknesses or your learning styles, and things like that, and
how they are appropriate in different situations and so I found the
whole thing quite interesting and I’ ve done quite a bit of further
reading around it over time, things like Brookfield’s Critical
Thinking and Goleman‘s Emotional Intelligence, stuff like that,
because I found it quite an interesting process.

From what youn’ve been saying you’ve obviously considered
this far more than just superficially. Youn’ve read round it.
Do you feel that it has changed your view of yourself in any
way?

I think undoubtedly it has but I think the difference with me is
that I've encountered it at several points over a couple of years.
The thing I find 1s that the initial one (reference to u/g WBL) - I
found one or two things interesting particularly the first time I
came to it in terms of team roles, Belbin because, at the time |
was also running for election with the Student Union for
something when I first came across it and [ found it quite
interesting for the team role that T played and it very much fitted
the role and that was quite interesting. Then I’ve come back to
these kind of things in various courses or returning to WBL staff
in College over time, or supervising work-based learners and 1
feel the set of repetition of these things over a few years finally
meant that it was something that T thought about regularly in what
I’ve done, instead of a one-off exercise.

That’s very interesting,

Central themes

WBL. has had an
impact,
especially
developing the
skill of critical
reflection and
learning about
other WBL
theories.

Considers WBL
has caused him to
change his view
of himself,

Some WBL
theories have
become ingrained
in his thinking.

Summary Question 1. DA feels that WBL has made an impact on him, especially
throngh developing the capability of critical reflection and learning about other
WBL theories. He considers that WBL has caused him to change his view of
bimself and notes that some WBL theories have become ingrained in his

thinking.




Question 2: Can you briefly outline the knowledge aad skills
you think you’ve gained through WBL? Do you feel that you
are learning throungh this WBL programme? Are you gaining
knowledge and developing skills?

I think there are two points that come out of this in my own
understanding of it: one, 'm very much a self-driven learner
anyway. | have to be (a) to get where 1 have in my job so far, [ had
to be somebody who picked up the skills quickly. The reason that I
do my very job and 1 invented the department I work in was
because 1 could move faster than other people in terms of the way [
learn so rather than learn a specific skills set 've learned how to
learn which is one thing that is quite useful. I've grown to
understand the way 1 learn, therefore 1 can structure my learning in
a way to make sure I pick stuff up quickly. The other important
thing is maybe now, in terms of my role as a manager, I’ve been
able to apply these things to other people as well, because 1 run a
projects team so [ have to get other people to learn quickly and I
have to be quite adaptive in these situations so I've learnt also to
apply these things in my job in terms of facilitating other people
rather than just facihitating myself.

Describes
himself as a
self-driven
learner who has
learned how to
learn.

Claims 1o
understand the
way he learns.

Helps others to
learn how to
learn.

Summary Question 2. DA talks about having developed the skill of learning to
learn. He describes himself as a self-driven learner who has learned how to
learn, and he claims to understand something of the way in which he learns.
From his own experience, he finds that he can also help others to learn how to

learn. (This response relates more to Question 3.)

Question 3: Yow’ve started to answer the next question
which is, how do yon think yeu acquired this knowledge
aad these skills? 1In other words, it may be content in
terms of what you learn bnt how do yom think you

learn? You were just giving me a response there, in
some ways, which was addressing that. Youw’re self-
driven yon were saying and you've found a way of
structuriag yonr learning.

Yes, that’s right. My approach was initially when 1 first
started looking at my approach to learning, I was very
practical — a practical person — a doer and then I would very
much try and work things out my own way, whatever, and
my theory side of my approach was very weak I
recognised that and now — well, at first I had to forcibly
change the way 1 worked to make sure I didn’t just rush into
things and so 1 would research things and then try to find
practical applications, which is exactly what my job is
about. Technology is often very much a set of theories or
processes and the practical application of them in terms of

Seif-driven learner
who has found a way
of structuring own
learning.

Initially a practical
learner.

Found his theoretical
understanding weak.

Forcibly changed his
learning style to
accommodate
theoretical
perspectives.




how to do stuff that is beneficial for your business or your

to earn my living.

You were talking in the first question about some of the
reading that you’ve done, do you feel that just reading a
theory for theories sake is something that perhaps you
find less appealing than where yon can see the
application of a theory? I’m putting words in your
mouth, which I onghtn’t to do.

because you can see immediately the practical application or
maybe [ could medify my behaviour to use that, or maybe I,
or somebody at work, could learn from that approach.
Things like that. Although [ appreciate the theoretical side
of things is needed in terms of giving a structure and a
framework in approach, I think that 1 would say that I'm
constantly striving then to say well, how can I actually apply
that?

project or whatever you're up to at any given point, is about | Now takes theory and
taking theory and then looking at the practical, at the same | looks at its practical
time. So it’s very much about what 1 do day in and day out { application.

1 would say that whenever 1 look at anything theoretical 1 | Values theory but
always immediately view it in terms of a practical | constantly seeks
application. That’s why 1 tend to look these sort of things | practical application.

application.

Summary Question 3. DA thinks of himself as a self-driven learner who has
fouad a way of structuring his own learning — he has learnt how to learn.
Initially he was a practical learner — a doer — hut he realised there was an
imbalance in that his theoretical understanding was weak. He, thus, forcibly
changed his learning style in order to accommodate theoretical perspectives. He
can now start with theory, and values theory, but constantly seeks its practical

Question 4: In what ways did you deliberately set out to
learn something new? If you’ve got something new to learn,
how do you go ahout it? 1 guess it’s a repetition of some of
the things you’ve been saying really.

Just to get my head round it, say that one again.

Yes, the actnal wording of the question is, in what ways do
you deliberately set out to learn something new?

[ would say that it’s very odd to try and answer that because it
1$ something that is — maybe I'm lucky — naturally part of my
job. What T would say is 1 generally look at .... I have a
practical reason for wanting to approach it, in the work
| framework anyway, and then I tend to like to research and

Learning new
things is part of his
job.

Starting point is
practical need.




gather the theoretical materials, find out if anybody’s done this | First researches in
stuff before and approaches and what’s been learnt before. 1| order to gather
then actually get on and try and create something out of it rather | underpinning

than instantly try to throw things together, maybe I'm not an | theory.

atypical male any more in that I would probably read the | Finds out if ideas
manual if T didn’t feel I had an understanding. And that is | previously trialled.
definitely a change in approach from the first time 1 did any of | Then creates own
this kind of measurement in terms of looking at learning styles | practical approach.
and personalities and approach and so on, and 1 think I could | Feels WBL has
say that the approach is modified based on the understanding | brought about this
that I’ve got of myself, I have of myself, through WBL. change in

approach.
Thanks.

Summary Question 4. DA explains that learning new things is part of his jobh.
His starting point is practical need. He first undertakes research in order to
gather information about the underpinning theory, and he attempts to find out if
similar applications of theory have been trialled elsewhere. He then creates his
own practical approach. DA considers that he has changed in his approach to
problem-solving largely as a result of undertaking WBL. It has reinforced for
him the importance of theory.

Question 5: Can you give us an example of something
yon’ve learnt which was unplanned? I suppose both of
these gnestions — the one we’ve just looked at and this
one — come from the idea that if you’re working say on a
learning through work project, you work with the
University and the employer to negotiate learning
outcomes. You say these are the things I need to learn to
be able to do this job, these are the things I need to
know, and then when you’ve done all of that planning,
there are things which still crop np, becanse of the
nature of the workplace, which are unplanned, which
might even catch yon by surprise, which might actually
be quite significant, and I suppose this question is there
really to try and tease ont whether or not you can plan
all that you’re going to learn through work or whether
there is always going to be incidental learning,
unplanned for learning. That’s really where this
question is coming from.

There 15 so much that you can learn that you never plan to | Multiplicity of

learn in terms of work, but if you have the framework to see | unplanned learning
it, it becomes a little easier. In the latest round of WBL that | occurs through work.
I've done — my project — it was entirely practical in terms of
what it was supposed to be doing and yet I discovered an | Having a framework
awtful lot about the way you treat people and the way you | for learning helps to
motivate them in terms of ... ) was looking at a way of | capitalise on




producing a framework for planning for work and what | unplanned learning.

came out of it was an awful lot of understanding about the

kind of things that motivates and drives people who are | Learnt much about
experts in a situation. It’s not like when you’re head of a | inter-personal

team and you’re in charge of people who are ... when | relationships through
you’re the most technical person there or whatever, often in | an entirely practical
the kind of environment that 1 work in you are in a team of | project.

peers and yet it’s your ultimate responsibility to get the job
done and so you can sit there and talk about all the basic
things to do with project management and so on but there
are many other lessons in there which are quite easy to learn
in terms of what motivates people and how you have to train
them in these situations. There’s so much there outside the
realms of what yon immediately plan to learn.

Thanks.

Summary Question 5. DA feels that work yields a multiplicity of unplanned for
learning opportunities and this learning can be best capitalised on if you have a
framework for learning. He cites the example of an entirely practical WBL
project which provided him with much unplanned learning in the area of

interpersonal communications and interpersonal relationships.

Question 6: The next question is about something you’ve
already mentioned in your answer to the first question when
you talked a little bit about reflection and it says, the idea of
critical reflection will have been introduced to you as part of
your WBL programme and we’re wondering whether you can
give us an example of critical reflection that you’ve engaged
in recently as a way of starting off but then the question is
asking whether or not reflecting criticaily has changed the
way you view work, yonrseif, and the world generally. I don’t
mind how yon deal with the question either as a general
response 1o that lot or we can break it down if you want to
start off with an example, if there’s one that springs to mind.

1 have a specific example; something that was today, of all things.
It was an interesting situation. I am in something of a war of
attrition with a fellow manager in my workplace where the phrase
chalk and cheese just does not go well enough. Unfortunately we
are required to work together very closely and the situation in
terms of the cold war has kind of got a little out of hand. And
upon reflection of the wider extent of the detriment this is having
(a) on my general working day when I have to deal with this
particular person and {b) on the technical department as a whole.
As part of my career development programme that I’m on at the
moment, 1’ve raised this with my director just today in terms of
the fact that we need to go through some kind of trust and

Claims that
critical reftection
has enabled him
to evaluate a
situation of
conflict in the
work place.




confidence-building exercise between the twe of us to try and
break this situation. It is one thing being told to work with each
other and another thing to actually be able to do that sensibly. So
it’s practical examples of where you’re able instead of just blindly
working on emotions to be able to evaluate practically a situation
and approach it differently realising the wider issues, maybe.

This is interesting. I imagine that your sitnation is not an
unusual ene and that np and down the land there are
hundreds of people in this situation. We actnally have
someone working with ns now who is an expert in, what he
calls conflict transformation, and he’s doing some work at the
moment with tbe NHS and baving quite an impact actually
where people are involved in situations of potential conflict or
real conflict and how to address those, so if yon need anybody
to talk it through further, give us a shont.

He might provide an interesting insight. In all fairness I realise
the situation but T still haven’t got a clear view as to how we
move it forward. So that’s an interesting one whereby if there
wasn’t that level of reflection as part of the way I approach
problems, then I would probably say 1 will crush you or I will run
away. They are the immediate options when you end up in this
kind of situation. So that’s an area where you have to try and
approach the situation.

Thank you. De youn feel that this ability that presumably
yon’ve acquired, this competence or whatever it is, this
capability of critical reflection, does have an influence on how
you see work?

I don’t know because 1 can’t imagine what 1°d be like if I didn’t.
However, I could say that it does change my approach to
developing other people in work. I run a team and the kind of
tools 1 give them to work in a situation, or to resolve conflict,
which is a bit rich coming from me, whether it be to resolve
conflict or work out situations or try to understand the situation
they're in, 1 would say that a lot of the things that I try and pass
on to my staff would be things like, what yon would call critical
reflection tools and self-understanding and stuff like that.

What about the impact this sort of thing has on yourself?
Again once it’s become part of your normal processes, it’s
difficult to imagine what it’s like not doing it, but do you
think it does impact on yourself as well?

Yes, I think it does. [ think it affects the way you approach
interpersonal relationships eventually because you become ..
well, put it this way, I’ve never met anybody who I would
consider a professional working in the WBL situation who’s not

Critical reflection
has enabled him
to take a more
balanced view.

Process of critical
reflection has
become ingrained
in his own
thinking.

Attempts to pass
on skill of critical
reflection and
self
understanding to
his work
colleagues.

Feels that critical
reflection has

impacted on him
in a positive way




been quite amiable and thoughtful. Generally, I mean you might
be an axe murderer at the weekend, but I’ve never met anybody
who doesn’t seem to have the level of thought or approach and
who tends to be a blind reactionary. They tend to be considered
in their approach and either have to be very upset or drunk before
they go off the handle. 1 think it gives you a more considered
approach and gaining an insight into the way people might think
generally does change your approach to the way you deal with
people, the way you deal with interpersonal relationships.

And if you extended that to what you see going on in the
world, politics or anything really that’s happening in the
world again do you apply those same sorts of reflections to
what’s going on?

I'd say so, because | bore people rigid quoting Brookfield’s
theories on being a true member of a democracy which requires
critical thinking, otherwise you're just a puppet, so I'd say that 1
suspect it does.

I’m preaching to the converted here I can tell! I tell yon why
I’m asking these questions, you can perhaps appreciate that
some of them were designed with undergraduates in mind and
the QAA has recently published a new framework for awards
which describes the characteristics of a gradnate and one of
the things they seem to be hinting at is this broader concept of
a graduate than just the person who’s competent in a subject
and 1 sort of have a shrewd idea, I suppose — and I think this
is particnlarly trne of nndergradnates, especially if they
haven’t had munch work experience when they actunally do
WBL — geing out into a placement does have qnite an impact
on them and, if they learn to critically reflect, and if they
extend that competence beyond the immediacy of what
they’re doing, it starts to affect the way they see themselves
and the way they view the world.

I still remain, having taken one or two people through this stuff
and having studied it myself and so on, T still remain to be
convinced as to how much of that can be preached and how much
you’re semi-converted when it comes to this style of approach as
I’ve had - what I would consider successes and failures in terms
of the mentoring process and what I actually believe to be an
appropriate approach. From one or two people who immediately
discount it as rubbish to people who just find it very difficult to
grasp the idea of looking at themselves in a structured manner, to
the people who take to it like ducks to water. One of the
mteresting things [’ve found about the graduates into 1T
programeme (the version of WBL he is currently on) is that 1
immediately took to that side of things because it was something
that 1 was already in to, it wasn’t alien to me, and I think lots of

and affects the
way he deals
with
interpersonal
relationships.
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people to take a
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approach.
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reflection
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world.
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other people found it quite interesting and so on, but [ remember
talking with my team and said if I actually got you to try and do
atl of this stuff would you be interested in going on this kind of a
course and a lot of them had the attitude that it was entirely within
my femit to try and cram as much knowledge about computers
into them as possible, but there was nowhere within my role or
remit to try to persuade them to do any kind of seif-critical
thinking or whatever. They were very much like * No, that’s not | Observes

part of it’, yet it very much does appear under the banner of WBL | importance of
and it’s an interesting one. [ think it’s one of those things where | ‘soft” skills in
the first few steps on the path have to be made by the individual, | WBL.

very much so, before it becomes of any long-term benefit to them,
which is a shame. | argue with L (his partner, a teacher) ali the
time that they should ban Religious Education and replace it with
critical thinking instead which tends to go down well with
everyone apart from the RE teacher.

Thank yon for that response — one borne of experience and
that is much appreciated.

Summary Question 6. DA claims that, throngh critical reflection, he has been
able to evalnate a situation of conflict in the work place, and that critical
reflection has enabled him to take a more balanced view of the sitnation than he
might otherwise have done. He feels that the process of critical reflection has
become ingrained in his own thinking and he considers it so important that he
attempts to pass on the skill of critical reflection and of self-understanding to his
work colleagues. His view is that critical reflection has impacted on him in a
positive way and influences the way he deals with interpersonal relationships.
He feels that the capability of critical reflection enables people to take a more
considered approach to issues. DA is of the opinion that the way he views the
world is influenced by his critically reflective capabilities. From his experience
of mentoring students and colleagues, he notes the different reactions of people
to the idea of critical self-reflection with some being negative towards it and
others positive. He observes the importance attached to the development of ‘soft’
skills in programmes of WBL.

Question 7: Have yon consciously or unconsciously applied
any WBL theories? If so, can you identify them and
describe how you were able to use them? You’ve actunally
been talking abont this quite a bit.

In terms of myself, I think I’ve already said I’ve done that.
Some of the tools that I’ve picked up in terms of WBL and
study and so on and actually apply them back onto my own staff | Refers to conscious
whether it’s just the simplest one, which I always get them to | application of

do, the old-fashioned Belbin’s team-roles to get them to think | WBL theories as
about the way they work within the team, the kind of roles they | means of staff

take on together and one of the most interesting things recently [ | development.




had a member of staff who said this is a load of rubbish and
then when we said well, this is really funny because within the
team you’re the person who is the critical, highty technical etc.
etc. That's your exact personality profile isn’t it? And they’re
like, ‘I'm not my personality profile, I'm my own person’ but
eventually, once they’d calmed down a bit, they took to their
given role rather more than I would have liked them to have
done. Anyway, it was quite interesting, but whether it’s that or
whether it’'s learning styles, I get my people, when they come | Uses WBL theories
on board, to have a look at their learning styles and then when | to help identify
we’re choosing the type of training they are to receive, we take | compatible styles
into account the way they learn, and so on. Sometimes we find | of staff training.

it quite interesting in terms of the team I run that we’re nearly
all visual learners who are able to convey stuff to each other
through models and it’s diagrammatical and we’re all sort of
resource investigators and so we’d be far happier with a book
than ever with a lecture and so on. But there are one or two
people who are different and when they come and work with us
they struggle with that and when you go back and look at them
at first they thought it was just some exercise I ran through
because I was a poncy graduate, which is fair enough, they may
have got me right there, but the exercise works anyway in terms
of getting people to stop and look at themselves and every time
we come to the end of a project we have to do the financial kind
of wrap up making sure that we’ve turned a good investment
and that sort of stuff. I always try to make sure that I do a | Attempts to get
session looking at the interpersonal stuff so, did we make any | staffto use
enemies and allies? How did you react to that situation? Were | reflective learning
you treated differently, and so on. And although I don’t sit | cycle for project
down and say we’re going to have to have a critical reflection | review.

session where you come up with a few Kolb learning cycles or
whatever, it’s essentially what I'm doing. So I do get quite
practical with the theories.

Summary Question 7. DA refers to his conscious application of WBL theories as
a2 means of staff development. He claims to use WBL theories to help identify
training opportunities for staff which are compatible with their preferred
learning styles. He attempts to get staff to nse the reflective learning cycle for

project review, both in terms of ‘soft’ (e.g. interpersonal relationships) as well as
‘hard’ issues.

Question 8: The very last one is whether or not you can
identify any knowledge and skills that you’ve gained throngh
WBL that you feel are transferable to other contexts, either
you’ll be able to go an using them in your work or fuinre

study or, as T say, that they’ll have transferability to other
contexts?




A narrow question that one. Yes, I’ve picked up many skills that
are very transferable, particularly in terms of the project
management side of my role, rather than the 1T side of my role.
1t’s the way of getting people to work together and providing
frameworks rather than orders and the way to be able to cope with
decision-making, creativity out of pecple without necessarily
telling them what to do, without losing the quality control. Most
of the skills are immediately transferable across anywhere that
ever needs a project which is anything but a manufacturing line
and when they change the project it can go everywhere. So heaps
of transferable skills. You just need to be aware of what you’ve
actually learnt,

Yes indeed. Thank you very much indeed. Youw’ve given me
some really thoughtful and thought-provoking responses to
these questions and yon haven’t just treated it as a glib
exercise and off-the-cuff responses, there’s been some
engagement there and I appreciate that and thank you for it.

Feels he has
developed many
transferable
skills, especially
in respect of
project
managerment.
Identifies :
-facilitating
team-working,
-dectision making,
-creativity,

as transferable
skills.

Points to
importance of
awareness of own
learning,

Summary Question 8 DA feels that he has developed many skills that are
immediately transferable to other contexts, especially in respect of project
management and its associated skills. He identifies, as transferable skills, the
abilities he has developed in terms of facilitating team-working, decision making,
and creativity, and points to the importance of being aware of your own learning

as a key transferable skill.
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APPENDIX M



Question 1 responses

1’d like you to think about the impact WBL has had on you as an individual.
Has it changed your view of yourself in any way? If so, in what way(s)?

Full-time undergraduates

Although V.A. does not feel that WBL has changed her hugely, she recognises its
value for her in that it has given her the opportunity to test out a career aspiration and
to confirm that she is going in the right direction. She found WBL timely in the
context of her degree studies, where pure theory was becoming tedious, and WBL
provided her with “solid work™ and “real activities”.

T.B. claims that WBL has changed her. She admits to not having anticipated that it
would have an impact on her but it has made her undertake self-examination and to
examine her behaviour towards others. She now feels more confident in inter-
personal relationships and now has more confidence in the knowledge she possesses,
having had 1t tested and applied in a work context.

Initially S.R. is not certain if WBL has changed him but then, with prompting, he
speaks of realising his own capabilities as a result of the experience. He admits to
feeling valued as a result of the contribution he was able to make in the workplace.
He has gained in confidence and self esteem and, generally, WBL has had a positive
impact on his self-image. (He appears to have gained positive feedback as a result of
team membership.)

R.A. claims that WBL has changed her view of herself. In particular, it has made her
proud of herself for being able to cope with a demanding job that she now aspires to
do as a career. She refers to the emotional challenge of her particular placement and
notes how she drew strength and support from her colleagues (relational perspective).

M.D. speaks of gains in confidence in her own ability as a result of being given
responsibility and discovering that she could handle situations not previously
experienced. She also notes that she has become more assertive.

L.H. feels that WBL has forced her to look at herself. There is the suggestion, in
what she says, of unconscious learning made conscious through reflection. The
experience has made her more aware of ways in which she learns. She recognises the
focus on the ‘self” in WBL and now has a greater realisation and better appreciation
of her own skills and abilities.

La.H. says that WBL has raised her awareness of work and of the discipline of work.
She speaks of a raising of her self-esteem as a result of her ability to establish good
relationships with colleagues. The experience has made her more self-reliant and
meeting new people has given her more self-confidence. She also feels that her
motivation has improved, as has her ability to self-manage and to work independently.

KF found thc experience of WBL to be motivational. She also found the discipline of
work important at a time when study in the University was proving tedious. WBL



provided her with the opportunity to gain experience of a career to which she aspired
and confirmed for her the appropriateness of her ambition.

C.C. recognises that his view of himself has changed as result of WBL. He now has a
more positive self-image and is a more reflective person. The opportunity to apply
the knowledge gained on his degree studies has given him a greater sense of purpose
in respect of his University course, and his involvement in team working has raised
his confidence regarding inter-personal relationships.

C.W. feels that WBL has had a huge tmpact on her as an individual and that it is one
that will last into the future She refers to it as a “deep experience”. Although an
activist by nature, she 1s now aware of the importance of being a reflector. As a result
of WBL, she feels that she is now a more reflective person and this has changed, to
some degree, her view of herself’

B.M. says that WBL changed her. In particular, it made her aware of what it isto be a
member of a team. This was a new experience for her and one which she valued
(relational perspective).

AF. claims that WBL did have an impact on him, especially in respect of the
development of human relationship skills. WBL gave him the experience of team-
working, where negotiations led to the allocation of tasks and the sharing of roles and
responsibilities. He notes gains in confidence and in his ability to communicate
effectively.

I B.’s WBL experience reminded her of her broader-ability base. It made her realise
that she 1s not just a scientist but that she is also good at other things as well. The
experience gave her a greater sense of responsibiiity for her own learning and
confirmed for her that she has the ability to manage effectively her own learning. It
also confirmed her career aspiration and gave her a confidence boost regarding her
own ability.

Part-time undergraduates in full-time employment

RD claims that WBL has had a huge impact on him. He has found that much of his
new learning has related directly to his new job role. In this respect, he has found the
idea of ‘reflection’ particularly helpful, especially in analysing issues and problems.
Certain theories that he has learnt about have also aided his interpretation of internal
politics. He feels that the biggest impact has been in the area of communication
skills.

ST claims that WBL has changed her view of herself, though she does not say in what
ways. It has, according to her, helped her develop both professionally and personally.
She says she finds learning through work congenial and claims that it has boosted her
self confidence.

DW says that WBL, as study, has had a major impact on her. It has helped her to
develop a new job role and it has given her more seif confidence and self esteem. She
regards access to higher education through WBL an opportunity and as important for



her in her new position. Initially she found the Self Review module hard and lacking
a clear structure but, overall, the APEL process has proved empowering. She has
found working with a mixed group of professionals beneficial and feels that the
shared experience of WBL has aided professional integration and brought about better
communuications and improved team working. Studying alongside others has also
helped her to value more her own skills. She claims to have experienced growth in
knowledge and knowledge application and she says that work has also helped her to
improve her self image. Her senior manager is a keen advocate of staff development
through formal education and persuaded her to undertake the WBL programme.
Initially she found it a frightening experience, having been out of education for 17
years, but she 1s now enjoying it.

WBL has caused JM to take stock of her learning to date. She had not realised the
worth, in HE terms, of her learning and skill level. She agrees that the process of Self
Review has been affirming and that recent CPD has been motivational and has
brought her up-to-date. The flexible nature of WBL, with its direct relevance to her
work, she has found beneficial and this is contrasted with Health Service courses
which she claims are not relevant.

TM feels that WBL has helped her, especially through giving her confidence after a
period when her confidence levels had been low. She claims that reflective practice
has become ingrained in her thinking,

CP feels that WBL has made an impact on her and, in particular, the module on
Conflict Transformation she regards as especially relevant to the work context. She
agrees that WBL places responsibility for learning on the learner but she has had to
make adjustments in order to accommodate this style of learning. She also agrees that
it is appropriate that power over learning should be in the hands of the learner, though
she confesses to being more used to a conventional, teacher-centred, model. The
modules she has taken so far appear to have been work related rather than WBL and
she has found that they have not integrated fully with her work.

MH claims that WBL has had an impact on her and has caused her to change her view
of herself. Overall, University education has proved “a whole new experience” and,
discovering that she can cope with it, has boosted her confidence, enabling her to be
more assertive. She claims that considerable personal growth has occurred through
WBL and she finds that she can apply, in the work situation, the knowledge and skills
she has gained. MH says that she now believes in herself much more. She finds
WBL to be demanding and has, so far, preferred the taught elements of her
programme to project work. Overall, however, WBL has proved a very positive
experience.

LF’s comments indicate that WBL has made an impact on her. It has presented her
with an opportunity she had not expected, namely the opportunity to study for a
degree. She found WBL to be well supported by the College and she has been able to
evaluate her own progress. She claims to have gained confidence in her own abilities
as she has found she can cope witl the demands of academic study. She has found
that her studies have had immediate application and she has used the module on
Conflict Transformation to self evaluate. WBL has been a very positive experience



for LF and one where she feels she has contributed to her own learning. She has been
able to apply WBL theories to work and home life.

The opportunity to study through WBL has made MS feel better about herself and
indeed proud that she 1s working for a degree award. She notes that some of the
learning she is gaining has immediate application, though she observes that there 1s
sometimes a tension for her between the priorities of work and the opportunity to
learn.

JK feels that WBL has had an impact on her especially through the opportunity it has
created for her to integrate work and learning. She also recognises a financial benefit
in that, because of its relevance to her work, her employer is willing to pay her study
fees. JK feels that WBL 1s helping her towards a possible career development or
career change opportunity through the potential she teels it has of assisting her to
realise an ambition to teach in adult education.

WBL has given GT confidence in his ability to do his job. He describes his recent
learning as building blocks which have been brought together into a structure through
his programme of WBL. The module on Self Review, in particular, helped him to
pull together his learning to date. GT was surprised at the amount of credit awarded
to him for his prior learning. He had considered his learning to be limited and
narrowly job specific and agrees that, prior to Self Review, he had generally
undervalued his knowledge and abilities. Initially he did not think that he had a
sufficiently strong educational background to undertake a degree. His deciston to
undertake WBL was essentially related to his interest in professional advancement.
WBL has enabled him to broaden his study beyond that related 1o a narrowly defined
job role.

Part-time post-graduates (who have also done full-time nndergraduate WBL)

J.Ba. claims that WBL gave her confidence and an increase in her level of knowledge.
She points to her original reluctance to undertake WBL but it proved extremely
worthwhile, not least because it gave her the confidence to re-enter the job market.

DA feels that WBL has made an impact on him, especially through developing the
capability of critical reflection and learning about other WBL theories. He considers
that WBL has caused him to change his view of himself and notes that some WBL
theories have become ingrained in his thinking,

Part-time post-graduates (who have also done full-time undergraduate WBL and
are in first 18 months of employment)

AS feels that WBL has prompted him to be pro-active and to take responsibility for
his own learning. As a result, he has challenged himself more and is more
independent as a person. He claims that freedom in his job enables him to be a more
self directed and autonomous learner and that, through WBL, he has gained
confidence at work and developed self knowledge, thus enabling him to better plan
his future directions.



RS explains that she has had three experiences of WBL and feels that she did not
benefit a great deal from the first two. She agrees that this had given her a negative
attitude towards WBL. However, her present job is offering her a much more positive
WBL experience and this has made her realise the importance of WBL. She claims
that she learns more through experiential and WBL than she does through sitting in
lectures where her span of concentration is spasmodic. In her view, WBL offers a
clearer focus for learning but she agrees that, it WBL is to be successful, the employer
needs a clear understanding of what it is about.

Pari-time postgraduates in first 18 months of work

LA has become aware of a wider range of learning styles and techniques than she was
previously aware of and has been challenged to develop her own range of learning
styles. This has enabled her to become more reflective while retaining her preference
for practical learning. She is now more aware of how businesses work and she claims
that her University education had not prepared her for this.

Part-time postgraduates

E.E. feels that, in one sense, WBL has not brought about a change in her but, in
another sense, change has occurred in respect of inter-personal skills. She now has a
greater awareness of the importance of seeing things from different perspectives,
carefully examining assumptions and of taking a balanced view.

WBL has made NH stop and think about work practices and interpersonal
communication. It has also given her the opportunity to look at issues relevant to the
area covered by the Trust.



Question 2 responses

Can you briefly outline the knowledge and skills you think you have gained
through WBL?

Full-time undergraduates

V.A. feels that WBL has helped her to develop her study and research skilis,
especially in the use of academic learning resources. She gained knowledge through
the application of the scientific method to a real sitnation.

T.B. speaks of considerable academic subject knowledge acquisition through WBL as
well as development of people skills and knowledge/skills gains through application
in the work place. She gives an example of collaborative learning and speaks of
learning reinforcement {may relate to Q3).

S R. refers to gains in academic knowledge and of skill development as a result of
WBL (special reference is made to statistics, and its use in real-world situations, and
ICT). He has been abie to draw on and apply academic knowledge learned in his
degree course, and also speaks of gains in knowledge which will feed back into his
academic subject.

R.A. feels that she gatned some academic knowledge but the piacement mainly
brought about skill development. She gained valuable insight into various career
opttons associated with working with children with special needs. Her skills of
communication — especially in the form of non-verbal communication — developed as
a result of the placemeat. (R.A. learnt by observing others and modelling their
behaviour — applies to Q3.)

M.D. identifies time management as a key skill she developed as a result of WBL.
She learnt to list tasks, prioritise, and assign a time to each task. As a result of this
greater efficiency, she found that her motivation improved.

L. H. has noted an increase in subject knowledge as a result of WBL. She also
identified knowledge and skill development in the ‘soft” areas and, in particular,
identified strategies for time management that will benefit her in the future.

L Ha. gained practical skills in relation to animal welfare but also gained some
knowledge about animal behaviour (i.e. WBL gave her both theory and practice). She
aiso recognised gains in personal skills through WBL.

Through the Support Programme, KF gained knowledge of WBL theories, including
research theories appropriate to the work context, as weil as gaining knowledge of the
application of those theories in the practical situation of work. She also gained
knowledge, through direct experience, of what it is like to be a teacher. The
opportunities she was given to engage in teaching, led to much learning about
teaching content and methods as well as much learning about herself. Gains in
knowledge about pupil control and discipline also resulted in more gains in self
knowledge.



C.C. is able to identify a number of areas where gains in knowledge and skills have
been made including those from the S.P. and his academic subject. He makes a
perceptive observation about the greater awareness he now has of the need to take into
account the human dimension when seeking to apply theoretical knowledge.

C.W. found that she gained knowledge through the application of knowledge from her
degree course. She found that theory made sense in a practical context. Her
communication skills developed through WBL and she made gains in self-knowledge.
She speaks of the interrelatedness of knowledge in a work context (a perceptive and
apposite comment).

B.M. feels that WBL suited her learning style. She is keen on experiential learning,
feeling herse!f to be a “practical learnet”. She admits to not learning much from
textbooks and conventional academic study. In respect of knowledge and skills
gained, she claims 10 have developed technical skills relating to media and also
communication skills. In particular, she used her ability to empathise in order to
communicate more effectively with her client gronp.

AF. refers to the development of knowledge and skills in both ‘hard’ and ‘soft’ areas,
including ICT skills and those within his academic subject area of physiology, where
he gives a clear description of knowledge gains.

J.B. referred to the development of both subject-specific knowledge and more generic
skills gained through WBL. She felt that, in particular, the WBL experience had
given her both the confidence and the opportunity to apply learned theory. She also
said that she felt good about being able to make a contnbution to the workplace, 1.¢.
she had been able to use her knowledge and skills to improve things for her employer.

Part-time nndergradnates in full-time employment

RD identifies gains for him in the area of communication skills where he feels there
has been marked development. His skills of negotiation and problem solving have
also increased. He says that he now has a greater awareness of the importance of
understanding other people’s perceptions of things and events if issues and problems
are to be resolved effectively, and he relates this to his own development in terms of

the reflective process and speaks of how others can be encouraged to engage in this
technique.

ST claims to have gained professional knowledge and skill development through
WBL. She speaks of developing skills in inter-personal relationships as well as
experiencing growth in self knowledge.

DW has gained the ability of critical reflection through undertaking WBL. She has

also developed the skill of presentation giving and has found the acquisition of new

skills empowering. Fler understanding of other people has, she feels, been enhanced
through her knowledge about [earning styles.

JM claims that WBL has given her confidence. In particular, having found that she
can cope with a programme of HE has been a real confidence booster. She claims to



have found variety in her WBL programme and has gained new knowledge and has
learnt new concepts which, she finds, can be applied in work and life more generally.

TM claims that she has gained clinical knowledge through WBL by being forced to
go beyond some of the superficialities of practice to understand more about
underlying theory.

CP claims to be gaining knowledge through WBL and agrees that her interpersonal
communications have improved through working and discussing with a mixed group
of colleagues.

MH claims that she has developed her communication skills through presentation-
giving.

LF’s overall growth in confidence, through undertaking WBL, has raised her self
esteem. She has gained new knowledge and learnt new skills that have application in
her work situation.

MS claims that WBL has enabled her to see things from other perspectives. She 1s
also now more measured in her response to sitnations. She has developed in
computer literacy and has become more discerning about the quality of published
research findings. She now values herself and her qualities more as a resnlt of
refiection and she finds that she now supports her arguments with evidence. MS
agrees that, through WBL, she has become more confident as a person.

JK acknowledges that WBL has helped her to develop her writing skills and she feels
that generally the standard of her work is sharper through her WBL programme than it
was 1n the work she did for the Open University and another local University. She
recognises that WBL has cansed her to pay more attention to the detailed
requirements of her job. She also feels that she is able to evaluate her own progress
and development in her learning. Publications have resulted directly from JK’s WBL
project modules and success in this, she feels, has caused her to tighten up even
further on her skills capability.

GT claims that WBL has given him knowledge and skills, especially in the area of
management. He had found that professional examinations were essentially about
rote learning whereas WBL has given him understanding. This new understanding
enables him to apply his learning to practical situations. He claims that WBL has
widened his interests and made him a more confident manager. GT considers that he
is now able to question and to reflect upon his own management decisions. He finds
that possession of knowledge gives him confidence and this confidence makes him
more approachable and open to multiple perspectives and broader ountlooks.

Part-time postgraduates (who have also done full-time nndergraduate WBL)

J.Ba. found that negotiating her own learning agenda provided her with knowledge
gains. A personal aspiration was to work towards improving her communication
skills, and she was able to do this through WBL. WBL also provided her with the
opportunity to gain further experience of working life, and she notes that she was, at
times, pushed beyond her comfort zone but realised this was necessary if she was to



progress in the area of personal skills. There were knowledge gains in respect of her
academic subject of ICT as well as deployment of ‘softer” skills, such as empathy,
which she used in preparing the internet training resources. In addition, she identifies
project management skills, the use of Gantt charts, and time-management skills as
areas where personal and professional improvement was made.

DA talks about having developed the skill of learning to learn. He describes himself
as a seff-driven learner who has learned how to tearn, and he claims to understand
something of the way in which he learns. From his own experience, he finds that he
can also help others to learn how to learn. (This response relates more to Question 3.)

Part-time posteraduates (who have also done full-time undergraditaie WBL and
are in first 18 months of employment)

Through his answer, AS implies that he has developed the ability of learning to learn.
He claims to have gained knowledge in methods of learning, information gathering,
target-setting, and the assessment of learning through his WBL programme. Specific
knowledge has been gained through the Professional Skills module in terms of team-
working, creative thinking and problem-solving.

RS claims to have made gains in terms of growth in her technical skills and business
knowledge. She agrees that there have also been gains for her in terms of
interpersonal skill development.

Part-time posteraduates in first 18 months of emplovment

LA has developed the skill of presentation giving which is relevant to her work. She
also feels that she has developed other communication skills relevant to the business
context. The course has made her realise the importance of communications if
businesses are to run smoothly. She again makes the point that University had not
prepared her for entering the workforce and, again, she makes reference to her activist
learning style.

Part-time posteraduates

E.E. points to gains in academic knowledge and theoretical understanding. She also
identifies gains in presentation skills and record keeping. In particular, she feels that
her information retrieval systems have improved and that this will lead to greater
efficiency on her part in the future. She speaks of self learning in this regard.

NH claims tc have gained knowledge and skills in respect of research methods and
research topics. She has also increased her knowledge in professional areas already
familiar to her.



Question 3 responses

How do you think you acquired this knowledge and these skills? (It might help
yon if you can think of an incident when you think you learned something new.)

Full-time undergraduates

V.A. shows good understanding of the question in her response. She notes that there
is no single process but many and varied ways of learning. She claims to have learnt
through observation, and from the experience of actually performing a task.
Receiving instruction and advice from experts was another source of learning and she
found that learning was reinforced by having positive experiences. She also learnt by
asking questions and gaining feedback and ideas from others. The technique of
brainstorming also featurcd in her learning as did the teaching or instructing of others,

T.B. speaks of the importance of motivation in learning, of being interested in the
subject and having a goal (e.g. a qualification). She refers to learning by repetition
and she found that theory reinforced application/practice and vice versa. Some of her
learning occurred as a result of direct teaching, with the use of conventional as well as
less conventional methods. Tn the workplace, she learnt through experience and
through the novelty of new experiences. Learning occurred also in the context of
receiving feedback from others, and she learnt through observation, especially
through observing the behaviour of others.

S.R. was aware that new learning was taking place but did not feel that there were any
moments when he was stopped in his tracks by the realisation of new learning. He
learnt some theory through the SP, and learnt through receiving instruction, through
observation of others’ working practices, through self-knowledge gained through the
SP, and using trial and error. Some learning was, he felt, by intuition and, at other
times, he deliberately taught himself a new skill. Although he was made aware of the
availability of supporting literature, he did not have recourse to it, preferring to ask
questions of his expert employer.

R.A. recognises that some of her learning resulted from observing others and
modelling their behaviour but also feels that she learned as much through trial and
errot, and learning through direct experience. She refers to the development of
practical knowledge relevant to the placement. Although she did not read much, she
recognises literature as an important source of information, and raises the difficulty of
finding time to develop theoretical knowledge in a demanding placement.

M.D. learnt through teaching given as part of the SP, including use of the Gantt chart,
which she felt lacked specificity. She also read relevant literature and used the skill of
observation. From observation, she undertook an analysis of the way in which her
employers managed their time, though found that they were not receptive to her
findings (potentially more learning here about how to handle sensitive situations).

L.H. referred to the work on learning styles introduced in the SP and spoke of the
knowledge about herself that she has gained from this. Having identified herself as an
activist, she became more aware of the value of reflection and claims that, as a result,
she has learnt to think before acting. She feels that this will now apply in other areas



of her life. While L.H. accepts the danger of the pigeonholing effect of the learning
styles questionnaire, she sees the potential of it as a means of identifying areas for
self-development.

L.Ha. gained some knowledge by receiving instruction from workplace colleagues.
She also feels that she used common sense and intuition in making decisions about
work practices and in learning to work independently. She makes reference to the
transferability of learning from one situation to another. In terms of the development
of personal responsibilities, she feels that self-discipline and learning from experience
are key.

KF learnt through “hands on” experience and through being presented with a
challenge where she had to apply herself to achieve a specific goal. She also learnt
through the technique of evaluation of her own performance and the performances of
others, and she used the method of evaluation to inform her future practise.
Undertaking self evaluation was a new experience for her. KF feels that the type of
placement she was in (a school) demanded that she learn through a process of critical
reflection. Learning also occurred for her through the observation of others’
performance, but she tried not to model herself on others in case this stifled the
development of her own individual style.

CC learnt by drawing on and extending previous knowledge and experience. He
consulted text books and used other non-human resources (e g. the web). He also
learnt by drawing on knowledge already existing in the workplace (asking questions
and observing) and through trial and error (spoke particularly of “hands on”
experience). Some self knowledge was acquired through the S P. (e.g. learning
styles) and some personal skills were developed through observation of others’
behaviour patterns. He became particularly aware of the need for sensitivity in inter-
perscnal relationships. (N.B. response to Q5 adds “modelling” to ‘how” he learned
(i.e. adopting the methods of others.)

C.W. identified a number of ways in which she had acquired knowledge and skills.
She did so through observation and asking questions of those she observed. In
particular, from her interest in professional and social relationships, she wanted to
find out if the image people projected was the one they intended to project. Through
watching the behaviour of others, she became more conscious of her own behaviour
which, in turn, brought about self-knowledge. She used the technique of ‘modelling’
by copying the behaviour of someone she thought to be professionally successful.
She also gained knowledge through reading relevant literature, and she learnt that
policies do not always reflect the practice and vice versa.

B M. learnt by observation and ‘modelling’ the behaviour and working patterns of
others. Learning resulted from hands-on experience. She also learnt to accept
criticism from the person who acted as her mentor and coach.

A'F. refers to practice as a means of learning. He notes that reading and studying text
books and test manuals was crucial but it was necessary to repeat procedures in order
to be confident of undertaking them correctly (work involved was to do with the
health screening of patients). In working with computers, he refers to tnal and error
tearning techniques.



Initially J. B. seemed to find this question hard to answer. She did, however, with
prompting, refer to the use of literature and web-based information. She said that she
had also learned throngh observation and talking with others. In respect of the latter,
she felt strongly that collaborative learning (in this case, the mutunal sharing of insights
and understanding with others), had been an important part of the overall learning
experience for her.

Part-time undergraduates in full-time employment

RD claims that his ability to learn is directly related to the interest level he has in the
subject. If he has a keen interest in something he will be motivated tc learn about it.
He learns through reading and also through talking with others and observing their
behaviours/performances. He has the ability to learn and retain theory if it is relevant
to practice. Reflective lcarning appeals to him because he can see its immediate
relevance ta the workplace.

ST requires some prompting throughout this question. She suggests that confidence
in one’s own abilities is a pre-requisite for successtul learning. Her preference 15 to
learn in practical ways and she suggests that she is not so comfortable with book
learning, though will undertake reading if that is the best way to access knowledge.
Theory only really makes sense to her in the context of practice.

DW has increased her understanding of how she herself learns through being aware of
the range of learning styles and learning preferences. She claims to prefer direct
contact with a tutor and regards herself as learning best through “hands on”
experience.

Prior to undertaking WBL, JM claims to have thought of herself as a practical learner.
Through her course, she now appreciates the importance of practice being grounded
in research. She now accepts that she must study to be an effective practitioner and
finds helpful the realisation that knowledge is needed to back-up practice. As a result
of this realisation, she now spends more time learning through reading.

TM has found that her programme of WBL requires her to read more than she has
done previously and she learns through reading. However, she considers herself to be

a practical learner, learning through “hands-on” experience and through observation
of others.

CP has learnt through reading, discussion work and writing, finding that a
combination of all three reinforces learning for her. She agrees that she is a ‘hands-
on’, practical, learner.

MH finds that she learns through observation of others and she considers this to be
her preferred learning style. She learns best when someone purposefully shows her
how to do something and she considers this to be an appropnate teaching/learning
methkod for WBL.

LF claims to learn best by putting ideas into practice. (She provides an example
related to Question 2 when she says how she has learnt to develop an argument in an



essay.) She also learns through reading but finds theory unrelated to practice difficult
to remember and she grasps concepts more easily when material is presented to her in
small chunks. She agrees that she learns in a practical and active way and is
motivated when she gains immediate feedback. Frequent contact with a tutor is
important to her and it is through receiving positive feedback that she gains the
strength to carry on. She says that she has amazed herself by her own progress.

MS claims that she learns best through discussion. She finds attempting to learn
through reading alone quite difficult. For her, reading, to be effective, needs to be
reinforced by discussion. Only then does she feel that she learns from it. She values
the sharing of ideas and information and notes how, in her experience, some learners
are reluctant to do this. MS agrees that she is principally an active learner who learns
through observation and hands-on experience. MS claims that she learns best through
discussion. She finds attempting to learn through reading alone quite difficult. For
her, reading, to be effective, needs to be reinforced by discussion. Only then does she
feel that she learns from it. She values the sharing of ideas and information and notes
how, in her experience, some learners are reluctant to do this. MS agrees that she is
principally an active learner who leams through observation and hands-on experience.

JK claims that she learns best through trial and error. She also learns through reading
and has made use of a reflective cycle to aid her learning. She says that she does not
find directive learning at all appealing and agrees that she enjoys engaging in the
interplay between theory and practice. Her success in publication of her work is
clearly highly motivating in terms of her learning and she makes further reference to
the publications which have emerged from her WBL projects.

GT says that he has learnt through prescribed reading. He finds that if knowledge has
practical application then greater learning benefit is derived from it. His
understanding is enhanced, he feels, when knowledge 1s used in action. GT identifies
a number of WBL theories which he has used practically and so learnt from. He
reiterates the point that knowledge makes sense to him when he can see the practical
application of it. He also claims to have had his learning style broadened through
gaining theoretical knowledge as part of his WBL programme. This enables him to
adapt his learning to the extent that he can now first theorise before practical
application or engage first in practice leading to theoretical consideration. He
contrasts this with his previous experience of learning through observation,
demonstration and hands-on experience, though recognises that this way of learning is
still something of a preference. He claims that he is now capable of reflective practice
and he can see the distance he has travelled in terms of broadening his outlook.

Pari-time postgraduates (who have also done full-iime undergradnate WBL)

J.Ba. learnt in a variety of ways, including through trial and error. She refers to the
SP and to her use of the Kolb learning cycle. She makes reference to learning through
experience and notes that she also learnt through observation of others and through
the technique of ‘modelling” behaviour on those regarded as successful in their field.
Some use was also made of literature as a means of learning.

DA thinks of himself as a self-driven learner who has found a way of structuring his
own learning — he has learnt how to learn. Initially he was a practical learner — a doer



— but he realised there was an imbalance 1n that his theoretical understanding was
weak. He, thus, forcibly changed his learning style in order to accommodate
theoretical perspectives. He can now start with theory, and values theory, but
constantly seeks its practical application.

Part-time postgraduates (who have also done foll-time nndergraduate WBL and
are in first 18 months of employment)

AS finds learning more manageable when an overview of the process is made explicit
and when the goal of the learning to be achieved is clearly defined. The learning can
then be broken down into manageable proportions which can be monitored and
evaluated. He finds the setting of challenging targets better done collaboratively, thus
ensuring that they are realistic and achievable. AS identifies himself as a practical
learner but notes that his degree was balanced with more theoretical studies. He feels
that this broader study base both helps and hinders him in terms of professional
development. He agrees that such a learning profile makes him a good team player
and feels that his breadth of knowledge might be more important to him than specific
technical knowledge alone given that he hopes to progress to a management position.

RS 1dentifies herself as an activtst in terms of learning style. She learns best through
a “hands-on”, trial and error, approach and also through observation and reflection.

She agrees that she accesses some learning through reading.

Part-time postgraduates in first 18 months of employment

LA claims that she has learnt through a “hands on” approach. She speaks of practical
learning and learning through trial and error. She also learns through reading journals
and text books and through recording information and thoughts in a learning log.
Reference is also made to learning from others, especially as a result of asking
questions and she has learnt to tap into the pool of tacit knowledge which exists in the
workplace. At University she found lectures impersonal and about information
gathering. She claims that she starts learning when she is able to say to someone that
she doesn’t understand something and then has it explained to her.

Part-time postgraduates

E E. feels that she acquired knowledge in a variety of ways both conventional (e.g.
reading books and journals, use of internet, etc.) and unconventional. She sees the
interaction of knowledge with reflection on experience as one way in which she has
learnt. Learning has also occurred for her in the process of writing or presenting an
argument, or justifying her position to self or others. She points to the multiple ways
of informatton gathering and of making sense of information. She also speaks of
taking a holistic view of the work situation and of seeing theory in the context of what
is going on in the workplace. WBL is referred to by E.E. as “unconventional
learning”, of learning in society where theory informs practice and vice versa.

NH says that she learns through reading and then discussing related issues with
colleagues. She agrees that she can absorb theory and then consider its application
and, since promotion, her job now requires her to do precisely this. She also agrees
that she learns through practice but sees this as part of the role of a nurse.



Question 4 responses

In what ways did you deliberately set out ta learn something new?

Fuli-time undergraduates

V.A. provided an interesting response to the question. Her WBL placement created a
new area of work for her and she aimed to find a framework for study that was new
which she could then apply elsewhere. She refers to Bloom’s affective domain and
her concern to change her attitude to life to a more positive one. Her thinking was
that to look at a new topic in a new way and to establish new thought processes would
impact positively on her and her work. She acknowledges this is essentially
attitudinal. Overall her view is that she took a pro-active stance towards her own
learning, creating learning opportunities for herself.

T.B. had to learn and develop new skills through WBL. This was achieved through
observation, requesting demonstration from an expert, and collaborative learning in
that each would take a turn to practice the skill and then receive peer feedback
(relational perspective).

S.R. spoke of his learning agenda being driven principally by the needs of his project.
He did plan his learning beforehand, and had found that useful, but also found that he
needed to change his Learning Outcomes once in placement in order to reflect more
accurately his actual learning needs. He spoke of the need to be receptive to new
learning opportunities. He felt that the SP had been helpful in planning learning,
especially in the area of personat development and, overall, felt the SP was to be
valued as part of the WBL experience.

R.A. feels that the whole experience was new. She is of the view that the skills she
developed were basic (yet they were of crucial importance in the placement). Her
attitude was to learn by doing and she seems to have felt it important to be able to turn
her hand to all of the tasks that had to be undertaken.

M.D. did not find the LOs which she negotiated for herself that relevant once in the
workplace. In order to access new learning in her academic subject area, she asked
questions of her employer and workplace colleagues. She claims to have gained self-
knowledge through periodic self-assessment and feels that change in herself in this
respect was subtle and gradual rather than incremental.

L H. identified communication skills, especially listening skills, as an example of
tdentifying something new to learn. She undertook some research on ‘concentration’
in order to aid her learning in this respect.

L Ha. identifies a new learning experience and it appears that success in this raised
her self-esteem and her confidence.

KF’s planned learning was focused on matters to do with teaching (e.g. lesson
planning, lesson evaluation, teaching styles and pupil control}. Her unplanned
learning included learning gained through the opportunity to plan, teach and evaluate
some lessons herself, and developments in her knowledge and understanding of ICT.



C.C. did not give a clear answer to this question. He was more conscious of his
learning being driven by the nceds of the project. He was clear about growth in his
understanding of the relational dimension to WBL (especially people management
skills, team working and delegation of tasks.

C.W. refers to the negotiated learning outcomes which reflect her planned learning. In
particular, she focused on time management and the use of the Gantt chart which, she
considers, will be useful to her in the future. A deliberate intention was to gain a
whole experience of work and the workplace and she found that, through WBL, she
learnt about what is involved in a particular job as well as learning about herself.

B.M. says that she deliberately planned to learn technical skills through WBL.

A F. intended to increase his knowledge and understanding of ICT which he feels that
he did successfully. Although he set L.Os, and monitored his progress against them,
he used them mainly in the context of assessment.

J B. did not provide a clear answer to the question. She made reference to advanced
planning of learning and drawing on previous knowledge and experience, as well as

accessing information through literature.

Part-time undergraduaies in full-time employment

RD relates his example of new learning to a new job opportunity. He was required to
learn the skill of questionnaire design. He learnt this skill from studying previous
questionnaires that had been used to elicit similar information. The experience saw
further application of his reflective capabilities as well as a growth in confidence in
his own abilities.

ST says that she has not acquired much new clinical knowledge but she has achieved
new learning in respect of inter-personal skills. She finds that work based projects
engender much new learning but are also time consuming,.

Recent work promoticn, coinciding with her engagement with WBL, means that
much of her learning is new and has presented DW with a major learning challenge.

She is deliberately setting out to come to terms with the requirements of higher
education.

JM claims to have gained new learning through planning her research module. She
has found the process of planning research, with a view to its potential application, an
illuminating one. The new knowledge she has gained has helped her to be more
discriminating concerning the matter of the quality of research which finds its way
into publications. She notes that this power of discrimination is particularly important
if research is used to inform practice. JM has some ambition to publish her own
research findings in the future.

TM identifies clinical up-dating as planned learning. She now makes use of the
internet to gather information and to gain knowledge as well as reading text books and
journals.



CP is not clear on what she has learnt that is new but she notes that her learning has
been reinforced through knowledge application and she seems to suggest that the
interplay between theory and practice has brought about new learning for her. The
module on Conflict Transformation has given her new skills that relate to work. She
refers to this in the context of a culture shift within her organisation, with the
implication that the module has helped her to deal with this.

MH learnt the skill of presenting by observing other people giving presentations, by
gaining information from text books on the subject, and through practising the skill,
and gaining feedback from peers. She feels a sense of achievement and pride in
herself for succeeding in giving a well-received presentation.

When learning something new, LF likes to have it explained to her and then be left to

get on with it herself. She is motivated to learn at her own pace and she likes to teach
herself.

MS does not really engage with the question. Initially she makes the observation that,
for many, writing about themselves (as required in the Self Review module) does not
come eastly. She then refers to the new learning (especially in respect of her own
modes of behaviour) she has achieved through the module on Conflict
Transformation. In commenting on this, she implies that she developed skills in
dealing with conflict through application and practice. She agrees that she has gained
self knowledge through WBL.

JK makes the point that her choice of resources would depend on the nature of the
new learning to be achieved. Where appropriate, she would make use of the hbrary
and the internet to gather information, and she would glean further information and
mnsights from colleagues and other experts in the relevant field of enquiry.

GT says that, when learning something new, he would go first to expert sources
before using the internet as a means of gathering information. He implies that
learning is generated for him through the assimtlation and practical application of
knowledge.

Pari-time postgraduates (who have also done full-time undergraduate WBL)

J.Ba. realised that she needed to gain confidence in her own abilities in order to be

able to offer training to others. She deliberately set out to improve her confidence
levels.

DA explains that learning new things is part of his job. His starting point is practical
need. He first undertakes research in order to gather information about the
underpinning theory, and he attempts to find out if similar applications of theory have
been trialled elsewhere. Ie then creates his own practical approach. DA considers
that he has changed in his approach to problem-solving largely as a result of
undertaking WBL.. It has reinforced for him the importance of theory.



Part-time postgraduates (who have also done full-time undergraduate WBL and
are in first 18 months of employment)

AS says that his University course did not provide him with knowledge relevant to his
work but it did instil in him methods of learning. He claims to learn by first
identifying the area of learning to be covered then, through talking with others,
through reading documents and books, a broad understanding of the learning is gained
and it is put in context. He then focuses in on the specific area of learning needed in
order to achieve depth of understanding.

RS learns new ICT functions through reading manuals and trial and error techniques.
She also consults experts via telephone help-lines.

Part-time postgradoates in first 18 months of employment

LA has found that her new job, together with her programme of WBL, has put her on
a steep learning curve. She has acquired new learning in respect of sound business
practices, especially inter-personal skills and record-keeping.

Part-time postgraduates

E.E. believes that aiming to learn something new is a necessity for an informed mind.
She was not able to identify a particular example of new learning, though she speaks
of gaining self-knowledge as important for her. She wanted any new learning to be
relevant to her personal and professional life and deliberately chose a programme of
WBL as it gave her the ability to structure her own learning pathway, which was also,
in a sense, new learning for her. E.E. believes that aiming to learn something new is a
necessity for an informed mind. She was not able to identify a particular example of
new learning, though she speaks of gaining self-knowledge as important for her. She
wanted any new learning to be relevant to her personal and professional life and
deliberately chose a programme of WBL as it gave her the ability to structure her own
learning pathway, which was also, in a sense, new learning for her.

When faced with learning something new, NH says that she undertakes relevant
reading from magazines, journals, books, as well as by searching the internet and
discussing issues with colleagues. She will also seek to examine the working
practices of similar work-sites to discover what can be learned from them and to look
to possible application or adaptation in her own workplace.



Question 3 responses

Can you give an example of something you learned which was unplanned?

Full-time undergraduates

The example given is in the area of self-awareness. V.A had not previously realised
her negativity towards reflective learning which appears to have built up as a result of
personal life traumas and a previous career. She speaks of her reluctance to engage in
reflective learning as a result of this but, nevertheless, the implication is that she has
reflected on her reasons and learnt something, albeit unplanned, about herself.

T.B. has learnt to appreciate and value her ability to organise herself. Through WBL
she has discovered that she has a reservoir of organisational skills that she did not
previously realise that she had (unconscious competence made conscious).

S R. learnt that work can bring about enjoyment, which seems to be contrary to his
other experiences of work. He refers to unplanned learning derived from the SP, with
the implication that informal delivery was also more enjoyable than he had
anticipated.

Answer implies that nothing could have prepared RA for the experience. She is
prompted regarding gains in self-knowledge, and her response indicates that her self
esteem has probably grown.

M.D. gained unplanned learning about team management and leadership by observing
and analysing the behaviour of others and forming a view as to how she would behave
in similar situations. She checked out this view with others to see if her proposed
alternatives were considered reasonable.

Although L.H. does not deal directly with this question, she does focus on the way in
which WBL has helped her to realise and appreciate/value the skills and abilities she
already has. She speaks of gaining self-knowledge through talking issues through
with a friend.

The example of unplanned tearning that L.Ha. gives is that of motivation. She claims
that she learnt to motivate herself ; having become de-motivated by College work,
WBL proved motivational.

KF was required to prepare an interactive lesson through the use of powerpoint. This
required her to engage in research for lesson content and to develop skills in the use of
powerpoint. She points again to the motivational effect that WBL had on her and
implies that it raised her self esteem and her self confidence

C.C. was able to identify some areas of unplanned for learning which he only became
aware of as learning after the learning had occurred (implying a sort of unconscious
learning). He spoke of learning driven by need (i.e. he did not know what he had to
learn prior to engagement with the project).



C W.'s unplanned learning included much about people and communtcation skills.
Again, she learnt much of this through observation. She also learnt a lot that was
unplanned about teaching and teaching styles. The absence of a colleague gave her the
opportunity to conduct a lesson through which she learnt a great deal about herself.
Her success in this activity raised her self esteem through her possession of relevant
subject knowledge, her ability to control a situation, and the trust that had been placed
in her.

B.M. feels that her learning through participating in team work was unplanned
learning. She also gained a much greater insight into the workings of local radio more
generally than she had expected, including the opportunity to perform live. Another
example of unplanned learning was developing and seeing the value of net-working.

A.F. refers to the area of oral communication skills where he recognises, with
hindsight, that he may have misjudged his comments to individuals over what were
essentially sensitive issues. He claims that he has learnt to think more before
speaking as a result of this experience.

J.B. gave an example of unplanned learning and raised the issue of accessing
academic credit for it. The implication of J.B.’s response is that this particular
example of unplanned Jearming (in the area of ‘soft” skills) was driven by need.

Part-time undergraduates in full-time employment

RD points to self learning as the most significant area of unplanned learning which
has occurred for him during his WBL programme.

ST is unable to identify any particular examples of unplanned learning but speaks
instead of her own personal development occurring in a more holistic way through
WEL.

DW feels that much of her recent learning has been unplanned, given that she has
taken on a new job role and has begun to engage with HE for the first time. These
conditions have presented her with “totally new experiences”.

JM claims that unplanned for learning occurred in relation to her application to the
Ethics Board. She says that she is Jearning all the while.

TM cites her use of the internet and the skills she gained generally in ICT as
unplanned for learning. Through the WBL Methods & Processes module, she also
learnt some social psychology that she had not expected to learn.

CP is initially unclear as to what the question is asking of her (this is perhaps partly to
do with the fact that she has not yet taken negotiated project modules). She does,
however, identify a current project on reflective practice which appears to be yielding
new and unplanned for learning opportunities both for her and the other project
participants.



MH gives the example of learning about critical reflection, which she had not
expected to do. For her this was unplanned learning, though she now realises its
importance n WBL.

Unplanned learning for LF included having to give a presentation. She found that she
was good at presenting and enjoyed the experience. She also gained new and
unplanned for learning when she had to deal with a difficult colleague and manage a
problematic situation. LF implies that she has learnt the value of group
enquiry/learning and the benefits that come from it in terms of the sharing of
information. (She says that she learns through contact with others. Question 3
refers.) She found the possession of knowledge and the sharing of that knowledge
with others an empowering experience.

MS’ unplanned for learning includes the development of computing skills and she
now finds that she has an appetite for learning 1n this area. She implies that new and
unplanned learning has occurred for her in respect of the type of reflective learning
encouraged in WBL and suggests that much unplanned and incidental learning is
recognised through reflection of this type. She agrees that the skill of reflection
enables you to analyse situations and that, through reflection, a more balanced view of
a situation can emerge.

JK gained unexpected and unplanned for learning about herself through the Self
Review module. Under guidance, she used the techniques of NLP to help her to
overcome a difficulty.

GT feels that most of his recent learning has been new and, therefore, to an extent,
unplanned. He describes it as a process of realisation rather than unplanned learning.
He agrees that WBL has brought about for him much self knowledge that was
unplanned. His view is that he had previously undervalued his own learning and he
has now armived at the realisation that he has developed as a person. He is also now
reassured that he has the ability to undertake HE level study which previously he had
doubted. But he admits to having found the process of self learning an uncomfortable
one.

Part-time postgraduates (who have also done full-fime undergraduate WBL)

J.Ba. identifies an incident where she was able to develop her inter-personal skills. In
a situation of potential conflict, she found a way of dealing with the situation where
conflict was avoided and where no one was placed in the position of losing face. She
felt this was a definite development in the area of her professional skills.

DA feels that work yields a multiplicity of unplanned for learning opportunities and
this learning can be best capitalised on if you have a framework for learning. He cites
the example of an entirely practical WBL project which provided him with much
vnplanned learning in the area of interpersonal communications and interpersonal
relationships.



Pari-time postgraduates (who have also done full-time nndergraduate WBE and
are in first 18 months of employment)

Unplanned learning occurred for AS in the context of meetings and conference calls.
He learnt through observation and reflection, and talking with colleagues about skills
of diplomacy, negotiation, including what and what not to disclose.

RS explains that unplanned learning occurs for her quite frequently in respect of ICT
functions.

Part-time postgraduates in first 18 months of employment

New and unplanned for learning occurred for LA in two areas ; IT and statistics. In
IT she was involved in setting up an email system, servers and learning new software
packages. In statistics she was required to develop her competence for a work project.

Part-time posteradunates

For EE Question 5 appears to have been omitted.

NH suspects that a multiplicity of unplanned learning has occurred for her. The
example of unplanned learning she proffers occurred through the application of theory
to a real life situation.



Question 6 responses

The idea of critical reflection was introduced in the Support Programme. Can
you give an example of critical reflection in which you engaged during the
placement? To what extent has reflecting critically changed the way vyou view (a)
work ; (b) yourself ; (¢) the world generally?

Full-time uundergraduates

V.A.’s answer does not seem to relate well to the question on critical reflection.
Nevertheless, she speaks of WBL as having helped her to make a decision about a
career change. She feels that her view of herself has changed in that she now has a
more positive attitude towards reflective learning (how that has changed her view of
herself is not explained). She also suggests that her view of the world and her attitude
towards it has changed in that she now tries to adopt a more positive outlook to
situations and to world affairs.

T.B.’s answer does not indicate whether she has an understanding of what is involved
in the process of critical reflection. She claims that, given her previous exposure to
work, WBL has not changed her view of work. She does, however, say that WBL has
changed her view of herself in respect of her people skills. Where previously she had
thought of herself as possessing excellent people skills, she now realises, through
observing othefs in the work place, that what she has is far exceeded by some. The
importance of motivation is recognised as a factor in people skills. Finally, she does
not feel that critical reflection has caused her to look differently at the world.

S.R. admits to not being sure what critical reflection is. He notes that he kept a
learning log during the placement. His reference to risk-taking and the way in which
that has taught him about himself suggests some critical self-reflection, but his
response really contains very little that relates to the process of critical reflection. He
notes that WBL has given im confidence in future employment.

R_A’s response suggests that she has done little by way of critical reflection. She
shows a clear concern over universal questions about life and its purpose, but
reflection would not appear to have been undertaken as a conscious process. She is
particularly aware of, and concerned about, society’s attitude to disabled people.
Overall, her answer indicates a lack of engagement with the question yet there is a
deep concern evident regarding the issues. In respect of work, she identifies job
satisfaction as crucial.

It 15 not apparent from her answer that M.D. has a clear understanding of what is
involved in critical reflection, though she does make comment that could be relevant
to the process of reflection. She notes that WBL has changed her perspective on work
in the respect that the ideal of perfection may be a distraction, causing some not to
strive harder because the ideal seems unattainable. Her ability to handie the tasks that
were presented to her helped her gain in confidence. She recognises the importance
of people skills in the workplace, especially having appropriate attitudes and
developing refined listening skills. M.D. considers that being listened to can be
motivating whereas not being listened to is demotivating. She found that her self



esteem was raised when she realised the adequacy of her own abilities for the work
she was required to do.

L.H.’s first exampie is not to do with critical reflection. She then refers to the way in
which critical reflection has helped her with the identification of areas in her personal
life for self-improvement. She contrasts WBL favourably with her school work
experience, noting that the former has taught her more about herself. From
observation and reflection, she identifies the importance of good human relationships
as a key workplace requirement, noting that relationships may need to be worked at to
be successful. Overall, L.H.’s view is that critical reflection has had a positive effect
on her and she makes reference to its transferability and the use she now makes of
critical reflection in her personal life.

L Ha. did not really engage with this question. She claims that she learnt to work
independently and to accept more responsibility for her own actions. She gained in
confidence and motivation and feels now that she is better at time management. She
also developed more of a view of herself as an adult, as a result of her experience of
meeting a wider range of people and this, she claims, influenced her view of the world
(though she did not say in what way).

KF refers to the way in which reflection on lesson dehivery heiped her to gauge the
future pace of lessons and to be more specific about the focus of her lessons. She
refers to finding the Support Programme useful once engaged in the placement. She
speaks of valuing the discipline of work and of how WBL engendered in her an
enthusiasm for work. KF claims that WBL has changed her view of herself and, in
particular, of how it has given her confidence that she can achieve in her chosen
career. Although she is not sure if WBL has changed her view of the world, she is,
however, aware of the way in which it has raised her awareness of the world of
business. She speaks of the way in which WBL has brought to consciousness critical
reflection as a skill which she uses in the context of her academic discipline (Human
Geography). She concurs with the view that critical reflection is something of an
intuitive process.

C.C. shows a basic understanding of critical reflection in his response. In particular,
he shows some awareness of how his powers of critical self-reflection have
developed. He is aware of the importance of “how others see us” and suggests a less
self-centred view through his awareness of the need to consider other people and their
motivations. He claims that WBL has also raised his awareness of the importance of
taking into account the wider influence of world affairs.

C.W. observed that she had reflected critically on the lack of critical reflection in the
workplace. She suspected that this may be through lack of time and the pressure of
other priorities. These observations made her aware of her own need to be more
critically reflective. She claims to make use of the review cycle but admits to not
being sufficientiy critically reflective, and she notes the reluctance of some people to
criticise themselves or to accept constructive criticism from others. In considering her
experience, she shows a reflective approach on some of the problems endemic in

teaching. She also shows awareness of global problems and of having thought about
them.



B.M. does not really address the matter of critical reflection in her response. She does
point to the importance of thinking before speaking as a crucial skill for live radio.
This presumably requires a kind of reflection but at great speed. She claims to have
used the Kolb learning cycle as a means of ensuring that she did reflect on her own
performance. She does not feel that learning to critically reflect has changed her view
of the world.

A F. appears to be unclear as to what is meant by critical reflection and there is no
engagement with the question. He notes that he impressed himself with his time
management and felt that the main motivation for this was his membership of a team.
He spoke of his concern not to let others down. Although he found the experience of
work useful, his working pattern was not sufficiently strictly ordered for him to have
really experienced the discipline of work. Overall, his response is hardly relevant at
all to critical reflection.

J.B. considers that learning to be critically reflective has changed the way she views
the world and has brought about a greater awareness of the relational perspective and
a greater sensitivity regarding other people (their perspectives, needs, etc). She makes
the more general point concerning the way in which WBL places responsibility for
own learning on the individual.

Part-time undergraduates in full-time employment

RD offers a lengthy, and often irrelevant, response to this question. It is not clear that
he has a deep understanding of the process of critical reflection. He claims that his
outlook on work has changed as a result of developing reflective capabilities. He also
claims that reflection has made him more aware of the way in which decisions, which
change working practices, can impact on others. Such decisions, he feels, are more
effective when made democratically. RD claims that reflection has enabled him to
develop the skill of empathy. He sees the relevance of using reflection as a way of
making decisions for and about the future. With prompting, he claims to be able to
look at world events and situations from a range of perspectives.

ST has learnt much through subjecting her experience to critical reflection. She
claims to see things from a range of perspectives and says that this has changed her as
a person, though she does not elaborate by saying in what ways. Reflective
capabilities have given her confidence and given her a different outlook on work. It is
not clear from her response that she has a grasp of what is entailed in critical self-
reflection. Although she claims that critical reflection has changed the way she views
the world, she does not say in what ways.

DW’s response indicates that she is aware of the potential of reflection for learning,
though it is not clear that she understands fully what is implied by critical reflection
She gives as an example of critical reflection, her experiences of inducting new staff
into post. Through critical reflection she claims to appreciate some of the subtieties
needed of the trainer and she says that it has enabled her to take a more incremental
view of staff training/induction. She alleges that WBL has changed her view of work,
though the example she provides is about changing her working practices. In respect
of self, she feels that reflecting critically has provided her with important self

+d



knowledge, and she regards it as important not to take things which happen in the
wider world at face value but to take a balanced view on issues.

JM claims that critical reflection is a professional competence and, therefore, a
requirement 1n nursing. She considers it to be a demanding and challenging skill but
one that is beneficial and helpful within the professional context though, because of
what she considers to be its personal nature, cntical reflection is difficult to
communicate to others. JM claims to critically self reflect, though gives no example
of this. She agrees that critical reflection broadens one’s thinking beyond that of one
perspective, enabling issues to be viewed within a broader context. The process of
critical reflection is one that can become ingrained with use in JM’s view. Although
it relates to past issues and events, she considers that critical reflection is important in
terms of future planning.

It was hard to keep the interviewee focused on critical reflection and she appears to
have only a superficial understanding of it. She claims that critical reflection prevents
you from being presumptuous and from taking things for granted. (She says that she
has learnt from colleagues {question 3} and that she has developed knowledge and
skills through studying the module of Conflict Transformation, and she sees the
potential for application of this new understanding {question 2}.) Her view is that
critical reflection enables you to analyse situations and to think for yourself.

CP begins by recalling an example of new and unplanned learning. This was in the
area of ICT (Question 5 refers). She makes reference to the use of different models
designed to elicit reflective learning and she agrees that the process of critical
reflection is an important way of analysing situations in a structured way or of
providing a framework for thinking through a situation. She claims that critical
reflection, in the context of WBL, has taught her to reflect in a constructive way, and
also suggests that it has enabled her to approach work in a more thoughtful manner.
She feels that she does engage in critical self reflection but it is unclear as to whether
this goes beyond a superficial level and, in the wider context, she agrees that the
process of critical reflection ensures that things are not just dealt with at face value.

MH does not always make clear whether she is relating her answer to critical
reflection or to WBL more generally or to some aspect of work related learning that
she has undertaken as part of her programme of study. In this latter respect, she has
clearly gained knowledge and skills through study of the module on Conflict
Transformation. She claims to be aware of something of the process involved in
critical reflection and claims that this awareness has changed her view of work. She
now recognises the value of her job and is more motivated in relation to her work
role. WBL and/or critical reflection have given her greater confidence and interest in
her work and have brought about change in the way she views herself, which is now
much more positive. She claims that she is now more self assured and says that,
through critical reflection, she is now more aware of the assumptions and judgments
we so easily make about other people.

LF claims to have used critical reflection to help her to deal with a situation of
workplace conflict. She gained background knowledge for this through a moduie on
Conflict Transformation which she had taken as part of her course. She claims that
she makes use of the reflective learning cycle and there is recognition of other WBL



theories in her comment. The reflective process has clearly had an impact on the way
in which she handles situations, and the ability to deal with a situation using reflective
practice gave her a feeling of empowerment. LF claims to now apply critical
reflection to her work, and learning the skill has brought about change in the way she
views herself, which is now in a much more positive light. She feels that the ability to
reflect critically has influenced her view of world events, and she claims now to view
things from multiple perspectives and no longer takes things at face value or trusts
media reports. It is clear that she is willing to act on the basis of her beliefs and
values.

MS claims that developing her critically reflective capabilities has brought about a
change in the way she views work. She finds that, as a result of learning gained
through the module on Conflict Transformation, and through the application of the
process of critical reflection, she is now better able to take control of situations. She
claims that critical self-reflection has given her more confidence as a professional and
that, through critical self-reflection, plus the opportunity to undertake a WBL project
on curriculum development in the area of her work role, she now places a higher
value on her role and the work she does. Tn more general terms, MS claims that
critical reflection and the learning she has gained through the module on Conflict
Transformation, enables her to see things from more than one perspective and to
arrive at more balanced viewpoints. While this does not prevent her ultimately from
holding her own views, she claims to have developed her listening skills as a result of
her new learning in these areas.

JK suggests that critical reflection brings a new perspective to problem solving,
though she makes the observation that critical reflection, in her view, is only effective
when there are things of substance to reflect on. In other words, if all goes well with a
project, there is not as much purpose to critical reflection as when things go wrong.
She claims to use critical reflection to examine incidents of significance which occur
outside work and that impinge on home and family life. In respect of engagement
with wider issues, JK says that she is selective in what she chooses to consider, but
implies that she does use critically reflective capabilities when engaging with those
1ssues that do receive her attention.

GT implies that critical reflection presupposes something to reflect on. In his case, he
has engaged in critical reflection in relation to knowledge recently acquired. He
considers critical reflection to be a natural process and he claims 1o use i, in the
context of his work, to review outcomes. This, he says, is a routine part of his job and
one that is done by the team. His hope is that, in reviewing an incident, participants
will review and reflect on their own performance. GT finds that his self reflections
tend not to lead to positive outcomes and he attributes this to his personality and his
unwillingness to take appropriate action. He claims that he does reflect critically on
wider issues.

Part-time postgradunates (who have alse done full-time undergraduate WBL)

J.Ba. admits to having not been certain at the outset of WBL as to what is entailed in
critical reflection. She sought help to rectify this gap in knowledge/understanding.
She sees critical reflection as a method of personal and professional improvement.
An example is given where she reflected on a work situation and what she learned



from that. Overall she does not think that critical reflection has changed her view of
work. She sees critical reflection as something of an intuitive process and feels that
she has always been reflective. But she seems to align this with self-criticism. which
appears to have had a limiting influence on her development. Although she does
reflect on world events, she is not certain that this i1s more or less as a result of
engaging in critical reflection as part of WBL. She admits to sometimes being
brought to the point of wanting to take action in respect of world issues. On balance,
she feels it 1s hikely that being required to reflect cntically on WBL issues has
influenced other areas of her life and woik.

DA claims that, through critical reflection, he has been able to evaluate a situation of
conflict in the work place, and that critical reflection has enabled him to take a more
balanced view of the situation than he might otherwise have done. He feels that the
process of critical reflection has become ingrained in his own thinking and he
considers it so important that he attempts to pass on the skill of critical reflection and
of self-understanding to his work colleagues. His view is that critical reflection has
impacted on him 1n a positive way and influences the way he deals with interpersonal
relationships. He feels that the capability of critical reflection enables people to take a
more considered approach to 1ssues. DA is of the opinion that the way he views the
world is influenced by his critically reflective capabilities. From his experience of
mentoring students and colleagues, he notes the different reactions of people to the
idea of critical self-reflection with some being negative towards it and others positive.
He observes the importance attached to the development of ‘soft’ skills in
programmes of WBL.

Part-time postgraduates {who have also done full-time nndergraduate WBL and
are in first 18 months of employment)

AS claims that he has developed the skill of critical reflection. He notes the
development of this skill from superficial to more sophisticated levels. His view is
that critical reflection is aided when learning is organised and when specific tasks are
identified. It is then possible, he argues, to make more detailed reflections and
judgments. AS claims that, through critical reflection, he has gained a deeper level of
understanding in relation to the skills of communication. He points to the limitations
of critical reflection if it is only backward looking, arguing that critical reflection
needs a forward looking aspect to it so that it can be used in the deterrmination of areas
for future improvement and development. AS agrees that associating learning with
work may prove motivational for some people. He feels that, while he is critically
self reflective, this is at a more superficial level than the level he applies to work. His
view 1is that both his studies in English Literature and WBL have provided him with
the facility to engage in critical reflection on wider issues in the world.

RS considers that learning from mistakes 1s an example of critical reflection. She
agrees that the Kolb learning cycle is a useful model for engaging in critical
reflection. Her view is that much learning 1s unplanned and unrealised and she
considers that the process of critical reflection can help to uncover and to identify
much of that unplanned and unrealised learning. She seems to suggest that, with
planned WBL, if critical reflection is too focused on planned learning outcomes there
1s the danger that unplanned learning can be missed out and, therefore, not considered
in that same critically reflective way. On balance, RS does not think that critical



reflection has changed her view of work but she suggests that the views of athers
about you and your performance, when shared with you, helps to inform your own
critically reflective thoughts about yourself and your abilities and enables you to make
mare balanced judgments about yourself and your own performance. She considers
this to be more helpfu! than relying on your own thoughts alone. Her view is that the
opinions of athers about you help you to form a view of yourself and she regards
critical reflection as another way of gaining confidence as well as identifving areas for
improvement. RS considers that she uses critical reflection in contexts other than
work and, when considering wider issues, she values the views and opinions of others
in arriving ai her own decisians.

Part-time postgraduaies in first 18 months of employment

Overall LA appears to have a fairly superficial view of critical reflection, She refers
to keeping a journal as an aid to critical reflection and says that she is able to look
back on her learning log and reflect on what she has learned. She claims that her
involvement in the WBL programme has not changed her view of work. She does,
however, feel that learning to reflect critically has made her mare aware of looking
critically at her self, the way she does things and how she can improve her
performance. It has also made her more aware of other people and of the impartance
of sound inter-personal skills, especially in the business context. LA claims to be
aware of what is going on in the world in respect of politics and current affairs but
does not attribute this, in particular, to WBL and the development of her critically
reflective abilities. In further discussion she claims that WBL has taught her how to
be professional. She notes that some others on the course are past Chester College
students who have undertaken undergraduate WBL and she claims that this is
apparent in that they were better prepared o enter the workforce. She compares this
with her own experience of University where WBL was not an option and she feels
disadvantaged. Finally, she recognises networking as an important skill in business.

Pari-time postgraduates

E.E. speaks of the use she has made of critical reflection in the context of project
work and she notes how it aids future planning. She refers to critical reflection as an
intuitive process in her case, and sees WBL as formalising this process rather than
teaching her the skill. However, she speaks of her personal reluctance to share her
critically reflective thoughts with others, while recognising that some people share
their thoughts more freely. She sees the value of critical reflection as guide and as
facilitating change for the future, and notes her own inclination to take action
foliowing critical reflection. In relation to her organisation, she feels that critical
reflection has given her a more holistic view of it and from multiple perspectives but
she notes also the limited vision of others who may work to their own narrow
agendas. This leads to the challenge of helping others towards achieving multiple
perspectives, which 1s a challenge to the skill of inter-personal communication. For
her, WBL has broughi about the realisation that she needs to find ways of being more
assertive. Overall, she 1s not sure that critical reflection has changed her view of the
world but, in reflecting on theoretical perspectives gained through WBL in relation to
world 1ssues, she feels that she can better appreciate what is happening.



NH claims that critical reflection is a professional competence, thus a way of thinking
that is thoroughly familiar to her. She feels that the ability to reflect critically has
changed her view of herself and that it also helps her to be non-judgmental. She
considers that, once you have the skill, it influences all areas of your life, and so

agrees that critical reflection does influence the way she views issues occurring in the
world.



Question 7 responses

Did you consciously, or unconsciously, apply any WBL theories? If so, can you
identify them and then describe how yau were able to utilise them?

Full-time undergraduates

V.A. says that she did not apply any WBL theory to the placement, though refers to
the learning styles questionnaire, with which she was already familiar, and notes
changes to her “framework of learning” over the years to indicate a more balanced
approach to learning.

T.B. claims that she undertook theoretical research in order to improve her
communication skills, though she admits that she did this mainly because of the
assignments (and presumably because of her interest in gaining good marks), and that
without that constraint she would not have done it. (This raises an important issue in
respect of the effectiveness and the depth of learning through work, that without the
requirements of assessment that effectiveness and depth may be limited.) She agrees
that it would be a good 1dea for her to build reflection into her working day but
suggests she may not do this because of the time factor.

S.R. says that he did not intentionally go out to apply WBL theories. However,
through reflection, he realised that he had gained something from the theory. He
suggests that some of the theory gave him a framework for understanding and
interpreting his experience.

R.A’s answer provides little evidence of the conscious application of theory, though
she admits to using some theory on her assignments (perhaps consciously for credit
purposes).

M.D. applied the Kolb learning cycle and found the concept of testing-out newly
formulated theories helpful. She claims to have found other WBL theories confusing
and admits to not understanding them sufficiently to try them out. However, with
prompting, she refers to the way in which she made use of self-knowledge gained
through the learning styles questionnaire. Knowing her tendency was toward the
reflector type, and finding that limiting, she tried out the activist role. This proved to
be a good experience, though she admits to finding that working outside your comfort
zone can be “quite scary”.

L.H. refers to the way in which WBL helps you to identify the unconscious skills and
abilities you may have. She considers that WBL has instilled in her the need for
planning and recording. She makes reference to the Gantt chart as something which
she may deploy in the future. While questioning the focus of the SP, she recognises
its value as part of the WBL experience.

L. Ha. identifies the theory associated with learning styles as having relevance. The
questicnnaire pointed to her being a theorist but the placement required an activist and
she became aware of conscious modification to her learning behaviour, She also said
that she was aware of some theories from her degree course which had practical
application to her work context.



KF refers to her use, during the placement, of business models and of the Koib
learning cycle. When prompted, she also refers to her use of the Honey & Mumford
learning styles questionnaire which, she claims, increased her awareness of the
potential range of preferred learning styles to be found in any one group.

C.C. spoke of the conscious application of some of both ‘hard’ (e.g. project
management) and ‘soft’ (e.g. learning styles, team working) theories introduced in the
Support Programme, though felt that the value of the S.P. was better appreciated after
the placement. It was regarded as particularly valuable in respect of the development
of interpersonal skills. He also referred to the unconscious application of theones
from the S.P. For example, his awareness, after the placement, of a broadening of his
learning preferences. He also made an observation in respect of critical reflection
that, to some extent, this was, for him, an intuitive process.

C.W. claims to have consciously applied theories from her academic subject
(especially in respect of sports coaching and sports psychology), as well as theories
from the SP (e.g. learning styles, the learning cycle, Gantt chart).

B.M. cites an example of home-spun philosophy about being nice to people you don’t
know. She also refers again to the Kolb learning cycle and claims that this has had
something of an impact on her and that she has made the process her own.

A F. identifies knowledge and theories from his academic subject area that he applied
in the workplace. He refers to some of the ‘soft’ theories taught in the SP which he
used to help him with his analysis of the organisation he was working for and another
which he used for purposes of self-analysis.

J.B. made reference to the conscious application of WBL theories, though suggested
that this was mainly in order to gain higher marks in her assessments.

Part-time undereraduates in full-time employment

RD claims that he uses the process of critical reflection in relation to his work. He
also refers to his use of Transactional Analysis as a way of analysing his own and
others’ behaviour.

ST requires some help in identifying theories, though she claims to have used the
Kolb learning cycle. She says that she tends to see knowledge in the service of her
better understanding rather than as compartmentalised.

DW claims to have applied Transactional Analysis and the Herrmann Brain
Dominance Model to the work situation. She agrees that theories and models provide
a frame of reference for understanding what is going on in the workplace. Knowing
about theories also brings about self reflection and raises awareness of the
assumptions we make concemning other people’s behaviour patterns.

JM makes reference to Kolb as a WBL theory and imagines that WBL theories do
have an impact on people’s work and learning. She claims that learning gained
through the Conflict module has given her a new perspective on people and situations.



TM’s answer does not relate to the question but points more to the general value of
experiential learning.

CP claims to have applied WBL theories, especially in the context of her assignments,
though less so in the practical context of work. She thinks that knowledge of WBL
theories has improved her understanding of team working,

Answer is not well focussed but MH makes reference to her awareness of people’s
different learning styles.

LF claims to have applied the leamning cycle and critical reflection to her work and
suspects that other theories have also influenced her. She says that it is important to
her that learning can be applied.

As a result of learning about WBL theories, MS claims to now have a greater
awareness of people’s different learning styles and the implications of this for
education and training.

JK claims not to have applied any WBL theories (though the overall evidence of the
interview points to the contrary) but says that she would do so given the time and the
appropnate circumstances. She indicates that she has absorbed such theories for later
use.

GT identifies WBL theories that have arisen in context of module on Methods &
Processes and module on Stress Management. He claims to have applied theory
gained from the former in respect of devising appropriate teaching strategies to meet
the learning styles of trainees in the workplace. He also claims to have applied
theoretical understanding gained through the module on Stress Management in order
to alleviate colleagues’ stress levels.

Part-time postgraduates (who have also done full-time undergraduate WBL)

J.Ba. refers to models relevant to WBL which she was able to put to practical use in
the workplace. She was aware that some theories may have become embedded and,
therefore, she was not particularly conscious of them, and they may have informed
her practice. Reference is made to the learning styles questionnaire and the Belbin
team roles questionnaire and subsequent exercises. Through the latter she made a
discovery about herself, namely that she possesses leadership qualities. This both
surprised her and raised her self esteem.

DA refers to his conscious application of WBL theories as a means of staff
development. He claims to use WBL theories to help identify training opportunities
for staff which are compatible with their preferred learning styles. He attempts to get
staff to use the reflective learning cycle for project review, both in terms of ‘soft’ (e.g.
interpersonal relationships) as well as ‘hard’ issues.



Part-time postgraduates (who have also done full-time undergraduate WBL and
are in first 18 months of employment)

AS identifies Honey & Mumford as a WBL theory. He claims that this has influenced
his view of himself and his view of others and that he applies his knowledge of
learning styles to facilitate team working. Further theories are identified by AS in
respect of communications, problem solving, and leadership. He finds the application
of some theories useful in gaining first impressions of people.

RS identifies Honey & Mumford as a WBL theory. She does not think that she has
consciously used any WBL theories apart from critical reflection and learning styles.
She identifies herself as an activist learner.

Part-time postgraduates in first 18 months of employment

LA refers to application of theory in respect of work relationships.

Part-time postgradnates

E.E. claims to have applied some WBL theories and, in her projects, used some of the
research methods that she learnt about in the taught WBL. research methods module.
She also found that some of her existing practises were supported by theory.
Throughout, she has tried 1o maintain an open mind and claims to have tried a variety
of theories for their usefulness.

NH 1s unable to identify any WBL theories that have proved relevant in her work.



Question 8 responses

Can you identify any knowledge and skills you gained from WBL that you have
been able to use in other areas of stndy?

Full-time undergradunates

V.A. claims that much of the leamning she gained through WBL will be used by her in
further study and, indeed, the results of her research are to be presented at a national
symposium. The findings from her project will act as a “base line for future studies”
and the more generic skills of [iterature searching, etc. will be invaluable. She also
developed some teaching skills and had her self-awareness raised in respect of the
enjoyment she gains from teaching adults. The knowledge she gained as a result of
the application of scientific method, she notes as being of use for the future, as will
the increased ability to manage her own learning which arose from the placement
requirement of autonomous learning.

T.B. identifies various areas of knowledge which she considers will be useful and
relevant to her on-going studies. She agrees that the WBL experience may inform her
choice of dissertation topic and aid her with that. She also reiterates her view
concerning the value of the assignment for making her reflect on her learning,
Without that she feels she would not have benefitted so much from WBL.

S.R. identifies both ‘hard” and *soft’ knowledge that will be valuable to him in the
future. He feels that, through WBL, his career aspirations have been confirmed. In
particular, he enjoyed the experience of applying knowledge to a real work situation,
and found himself quite passionate about the work that he was engaged in.

R.A’’s initial respense is that her WBL experience will not be directly relevant to the
rest of her degree studies but will be useful to her in her future carcer. With
prompting, however, she considers that it may be highly relevant to her dissertation.

M.D. claims that all she has learnt through WBL she can apply in the future. She
gives the examples of time management and her understanding of team work and of
managing teams. Her experience of not being listened to has raised her awareness of
how important it is to develop good listening skills, (a) because of the motivating
effect it can have cn individuals and, (b) because ather people’s ideas can bring about
improvements. She claims to have made some knowledge gains in her academic
subject area and believes the “hands on” experience will be valuable for the future.
Overall, she found WBL to be a worthwhile and valuable experience.

L.H. identifies a number of areas of knowledge and skills, developed through WBL,
which are transferable to other contexts. She refers, in particular, to the ongoing
value to her of the skill of critical self-reflection facilitated (“we’d been taught how to
do it”) through WBL.

L.Ha. points to seif-knowledge and some growth there which may help in terms of
study discipline. She also identifies some knowledge which she feels will be useful
for her dissertation, especially some notes she has made, and some insights she has
gained, relating to her experience, which may feed in to her discussion of the ethical



questions raised by zoos. She makes reference to the value of the experience of team
working before the interview concludes.

KF speaks of the way in which her positive experience of WBL and the knowledge
and skills she gained through it, led her to decide to build on that foundation in her
final year dissertation, where she will specialise in geography in education.

C.C. made reference to the potential transferability of the skills he had developed
through WBL and expressed the view that he had gained more from WBL than he had
expected.

C.W. considers that she has increased her powers of observation and her
communication skills and that these gains in knowledge and skills will be readily
transferable to other contexts. The ability to compile a report on her learning will
provide a useful lead in to writing her dissertation. She has also developed computer
skills which will help her in the future, and she is much more aware of what makes for
an effective team as a result of her knowledge about learning styles and team

building.

B.M. considers that the technical skills she developed in WBL will be useful to her on
the rest of her degree programme. She recognises the value of WBL as part of her
studies for the choice it gave her, especially the opportunity to test out a career
aspiration,

A F. identifies gains in academic subject knowledge which he considers will be useful
in future study. However, he sees the main gains for him in the area of ICT where,
through the requirements of the placement, his knowledge and skills have improved
significantly.

J.B. feels that the knowledge and skills gained from WBL will be useful for her
dissertation and for a poster presentation she has been asked to do. Her literature
searching skills have also improved and developed, as have her communication and
time-management skills. She is of the view that WBL will have enhanced her
employment prospects and that she gained more from it than she had anticipated.

Part-time undergraduates in full-time employment

RD makes the generalised claim that all that he has learned so far on the programme
1s relevant to his work and is transferable to other contexts.

ST considers that the knowledge and skills that she has gained through WBL will be
beneficial to her in the future, though she does not elaborate in what ways.

DW feels that most of her learning through work will be of enduring value to her.
She identifies, in particular, inter-personal skill development and development in self
knowledge. In respect of WBL project modules, she feels that these have helped her
to develop project management skills crucial to her job role.



JM considers that the knowledge she has gained so far on the programme, especially
in respect of research methods and Conflict Transformation, will have transferability
to other contexts.

TM agrees that WBL has proved motivational and she claims that it has improved her
self image.

CP suggests that she has made knowledge gains through study. She implies that she
is developing the skill of learning to learn. Her reference to “reading in a constructive
manner for future learning” is particularly pertinent in this respect. She feels that she
will study the medulc on “Change” next, implying her awareness of the importance of
learning in order to cope with a constantly changing working environment.

MH indicates that she feels that much of the knowledge she has gained is immediately
transferable to other contexts. She says that there is so much that she “can take
away”,

LF feels that the knowledge she has gained and the skills she has developed have
transferability to other situations. She reiterates her feeling that knowledge of the
learning cycle and of the process of critical reflection are crucial for her in her life and
work.

MS thinks that the learning she has gained through WBL will have on-going value for
her. She claims to have learnt to market herself more effectively, and feels that

learning throngh the module on Conflict Transformation has brought about change for
the better in her.

JK claims that she has gained much knowledge and skill development through WBL
that will continue to be relevant to her and which is transferable to other contexts.
She does not think of WBL as a soft option and considers it a difficult style of
learning to grasp if you have not experienced it. She describes her experience of
WBL as the créme de la créme, measuring it against courses taken with the Open
University, another local University and conventional courses at Chester College. JK
claims to be learning solid, substantial, skills through her programme of WBL which
she needs for her career. She finds being in control of her own learning a positive
experience but also an additional respensibility and she feels that, given its flexibility,
WBL requires a stronger self discipline than more conventional forms of learning.

GT agrees that some of the knowledge he has gained will be useful to him in the
future. He also wishes to build upon that knowledge in order to make his working life

more creative, reflective and adaptable, and to further broaden his outlook.

Part-time postgradoates (who have also done full-time undergraduate WBL)

J.Ba. identifies the skill of critical reflection as having on-going value to her in terms
of her learning. She refers to the learning log and its importance as an aid to critical
reflection. Reference is also made to the Gantt chart which, despite its limitations,
she believes to be a useful tool.



DA feels that he has developed many skills that are immediately transferable to other
contexts, especially in respect of project management and its associated skills. He
identifies, as transferable skills, the abilities he has developed in terms of facilitating
team-working, decision making, and creativity, and points to the importance of being
aware of your own learning as a key transferable skill.

Part-iime postgradnates {(who have also done full-time nndergraduate WBL and
are in first 18 months of employment)

AS regards learning gained through WBL as transferable to other contexts (both work
and social/family) because it is developed in day-to-day working and living. He
considers that WBL was an important part of his first degree. It raised for him his
awareness of issues and topics related to work as well as providing him with skill
development in terms of reflection and communication.

Through WBL, SR claims to have made gains in terms of her problem-solving
abilities and says that she has developed interpersonal, communication and
presentation skills which are important to her in her work. She concludes by
emphasising her view that WBL is incredibly important as an element of the
undergraduate experience.

Part-time postgraduates in first 18 months of employment

LA feels that she will build on her awareness of her need to develop other learning
techniques by moving out of her comfort zone and developing other learning skills.
She claims that the course has taught her the importance of seeing things from a
variety of perspectives. She recognises her need for “learning to learn” and considers
this a strange thing to say given that she has just come from being a full-time
University student!

Part-time postgradunates

(N.B. Q8 proper appears to have been omitted). E.E. points o the importance of
setting aside a time allowance for WBL study, especially given the dangers of work
priorities squeezing out study opportunities. In this respect, it is particularly pertinent
that the employer agrees to make time available for study while, at the same time, it is
important that the student develops the skill of effective time-management. E.E. feels
that it 1s important that the employer formally engages in an agreement to facilitate
WBL study. Where agreement is on an informal basis only, then problems may arise.
By the same token, she feels that, while some flexibility may be helpful, the HEL
needs to be prescriptive about dead-lines for project completion. There is, in E.E.’s
view, a need to strike a balance between learning time and the requirements of
accreditation in any academic programme.

NH identifies knowledge of research methods as something that will continue to
benefit her in the future. She implies that she has the ability to absorb theory for later
recall and application, as appropriate.
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~requency Tables

Qo1
Cumulative
Frequency Percent Vald Percent Percent
Valid Yes 301 9€.5 96.5 86.5
No I 35 25 100.0
Total 312 1000 100.0
a learning journal
Cumulative
Frequency Percent Valid Percent Percent
Valid No 205 65.7 BE.8 66.8
Yes 102 327 332 100.0
Total 307 98.4 i00.0
Missing  System 5 1.6
Total 312 100.0
a diary of events
Cumulative
Freguency Percent Valid Percent Percent
Valid No 162 1.9 528 52.8
Yes 145 46.5 47.2 100.0
Total 307 98 4 100.0
Missing  Systemn 5 1.6
Total 312 100.0
bullet points
Cumulative
Fragueancy Parcent Valid Percent Percent
Valid No 258 83.0 84.4 84.4
Yes 48 15.4 15.6 100.0
Total 307 98.4 100.0
Missing  System 5 1.6
Total 312 100.0
brief notes
Cumulative
Frequeancy Percent Valkd Percent Percent
Valid No 185 59.3 60.3 60.3
Yes 122 39.1 397 100.0
Total 307 98.4 100.0
Missing  System 5 1.6
Total 312 100.0
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a mental note

Cumulative
Frequency Percent Valid Percent Percent
Vatid No 231 740 7572 752
Yes 76 24 4 24 .8 100.0
Total 307 98.4 100.0
Missing  System 5 1.6
Total 312 100.0
Qo2
Cumulative |
Freguency Percent Valid Percent Percent
Valid Yes 224 71.8 749 74.9
No 75 24.0 251 100.Q
Total 299 958 100.0
Missing  Sysiem 13 4.2
Total 312 100.0
QO2A
Cumulative
Frequency Percent Valid Percent Percent
Valid Af the end of each day 72 231 31.2 31.2
At the end of each week 70 224 30.3 6156
Al the end of the
placement 27 8.7 11.7 73.2
As and when
appropriate to my ne 62 19.9 26.8 100.Q
Total 231 74.0 100.0
Missing  System 81 28.0
Total 312 100.0
Qo3
Cumulative
Frequency Percent Valid Fercent Percent
Valid Yes g8 31.4 32.1 32.1
No 207 66.3 £67.9 100.0
Total 305 97.8 100.0
Missing  System 7 2.2
Total 312 100.¢
QO3A
Cumulative
Freguency Percent Valid Percent Percent
Valid Stay within your
preferced style 66 21.2 70.2 70.2
Deliberately try
to use your les 28 9.0 29.8 100.0
Total 94 301 700.0
Missing  System 218 699
Tatal a2 100.0 i
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Qo4

Cumulsiive
Frequency Percent Valid Percent Percent
Valid  Yes 20% 67.0 67.0 67.0
No 103 33.0 33.0 100.0
Total 312 100.0 100.0
in the Suppont Programme handbook
Cumulative
Freguency Percent Valid Percent Percent
Valid 0 35 1.2 16.1 16.1
1 182 58.3 83.8 100.0
Total 217 69.6 100.0
Missing  System 95 30.4
Total 312 100.0
in other texts
Cumulative
Frequency Percent Valid Percent Percent
Valid 0 125 40.1 57.6 57.6
1 92 28.5 42 4 100.0
Total 247 £69.6 100.0
Missing  System g5 30.4
Total 312 100.0
in jcurnals
Cumulative
Freguency Percent Valid Percent Percent
Valid 0 182 583 83.8 83.9
1 35 11.2 16.1 100.0
Tetal 217 69.6 100.0
Missing System 85 304
Total 312 10C.0
in other sources (newspapers, mags)
Cumulative
Frequency Percent Valid Percent Percent
Valid 0 192 61.5 88 5 885
1 25 8.0 115 100.0
Total 217 69.6 100.0
Missing  System 95 30.4
Total 312 100.0
Qo5
Cumulative
Freguency Percent Valid Percent Percent
Vailid  Yes 312 100.0 100.0 100.0
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QO5A

Cumulative
Freguency Percent Valid Percent Percent
Valig  True 274 B7.8 87.8 87.8
False 38 12.2 12.2 100.0
Total 312 100.0 100.0
Qo058
Cumulative
Freguency Percent Valid Percent Percent
Valid  True 220 70.5 70.5 70.5
False 92 28.5 285 100.0
Total 3i2 100.0 100.0
QosC
Cumulative
Freguency Percent Valid Percent Percent
Valid Easy 103 33.0 34.0 340
Difficult 200 64.1 66.0 100.0
Total 303 g97.1 100.0
Missing  System 9 2.8
Tatal 312 100.0
Qo5D
Cumulative
Frequency Percent Valid Percent Percent
Valid  True 264 84.6 846 84,8
False 48 15.4 15.4 100.0
Total 312 100.0 100.0
QO5E
Cumulative
Frequency Percent Valid Percent Percent
Valid  True 291 83.3 83.3 83.3
False 21 8.7 8.7 100.0
Total 312 100.0 100.0
QO5F
Cumulative
Frequency Percent Valid Percent FPercent
Valid  True 289 928 926 92.6
False 23 7.4 7.4 100.0
Total 312 100.0 100.0
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Q05G

Cumulative
Freguancy Fercent Valid Percent Percent
Valid True 172 551 56.8 56.8
False 131 42.0 432 100.0
Total 303 97.1 100.0
Missing  Sysiem g 2.9
Total 312 100.0
QO5H
Cumulative
Frequency Percent \alig Percent Percent
Valid True 290 929 94.2 942
Falss 18 58 58 100.0
Total 308 98.7 100.0
Missing  System 4 13
Total 312 100.0
Qosi
Cumulative
Frequency Percent Valid Percent Percent
Valid True 273 87.5 83B.6 88.6
False 35 11.2 1.4 100.0
Total 308 98.7 100.0
Missing System 4 1.3
Total 312 100.0
QO5J
Cumulative
Freguency Percent Valid Percent Percent
Valid  True 302 96.8 96.8 96.8
False 10 3.2 3.2 100.0
Total 312 100.0 100.0
Q05K
Cumulative
Frequency Percent Valid Percent Percent
Valid True 247 79.2 80.2 80.2
False 61 19.6 198 100.0
Total 308 98.7 100.0
Missing  System 4 1.3
Total 312 100.0
Qos5L
Cumulative
Freguency Percent Valid Percent FPercent
Valid True 173 55.4 56.9 56.9
False 131 420 43.1 100.0
Total 304 97 4 100.0
Missing  System g 26
Total 312 100.0
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QOS5

T cumulative
Frequency Percent Valid Percent Percent
Valid True 232 74.4 75.3 753
False 76 24.4 247 100.0
Taotal 308 987 100.0
Missing  System 4 1.3
Taotal 312 100.0
Q06
Cumulative
Freguency Percent Valid Percent Percent
Valid  True 265 84.9 849 84.9
False 47 15.1 15.1 100.0
Tatal 312 100.0 100.0
Qo7
Cumulative
Freguency Percent Valid Percent Percent
Valid True 178 57.1 58.7 587
False 125 40.1 413 100.0
Total 303 a7 .1 100.0
Missing  System g 2.8
Total 312 100.0
WBL supervisor
Cumulative
Freguency Percent Valid Percent Percent
Valiid 0 172 551 551 55.1
1 122 391 391 94.2
2 18 58 58 100.0
Tatal 312 100.0 100.0
other College tutors
Cumulative
Frequency Percent Valid Percent Percent
Valid 0 276 88.5 88.5 88.5
1 35 11.5 11.5 100.0
Total 312 100.0 100.6
fellow students
Cumulative
Frequency Percent Valid Percent Percent
Valid 4] 154 49.4 49 4 49 4
1 158 50.6 506 000
Total 312 i00.0 100.0
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parents

Cumulative
Freguancy Percent Valid Percent Percent
Vaiid 0] 222 71.2 71.2 71.2
1 g0 2.8 28.8 100.0
Total 3i2 100.0 100.0
other
Cumulative
Freguency Fercent Valid Percent Percent
Valig © 258 827 8§2.7 82.7
1 54 17.3 17.3 100.0
Total 312 100.0 100.0
Qo3
Cumulativa
Frequency FPercent Valid Percent Percent
Valid 0 27 8.7 8.9 8.9
Yes 187 59.9 61.3 70.2
No 91 29.2 29.8 1000
Total 305 97.8 100.0
Missing  System 7 22
Total 312 100.0
Qo0sA
Cumuiative
Fraquency Percent Valid Percent Percent
Valid Yes 160 513 77.3 77.3
No 47 154 22.7 100.0
Total 207 66.3 100.0
Missing  Sysiem 105 33.7
Total 312 100.0
Q10
Cumulative
Frequency Percent Valid Percent FPercent
Valid Yes 234 75.0 81.3 81.3
No 54 17.3 8.8 100.0
Total 288 823 100.0
Missing  System 24 7.7
Total 312 100.0
Q11
Cumulative
Freguency Percent Valid Percent Percent
Valid  Yes 292 93.6 93 93.6
No 20 6.4 6.4 100.0
Total 312 100.0 100.0
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Q12A

Cumulative
Frequency Percent valid Percent Percent
Valid  Yes 212 67.9 67.9 67.9
No 100 321 321 i00.0
Total 312 100.0 100.0
Q12B
Cumulative
Frequency | Percent Valid Percent Pereent
Valid Yes 176 56.4 82.2 82.2
Ne 38 12.2 i7.8 100.0
Total 214 686 100.0
Missing  System 98 314
Total 312 100.0
Q13
Cumulative
Frequency Percent Valid Percent Percent
Valid YES 151 458.4 48.9 48.9
NO 124 397 401 89.0
glEDCIB\IJLigVHEOURS 34 109 11.0 100.0
Total 309 99.0 100.0
Missing  System 3 1.0
Total 312 100.0
Q14A
Cumuiative
Freguency Fercent Valid Percent Percent
valid 0 5 1.6 1.8 1.6
Yes 229 73.4 73.4 750
No 78 25.0 250 100.0
Total 312 100.0 100.0
Q4B
Cumulative
Frequency | Percent Valid Percent Percent
Valid 0 5 1.6 2.1 2.1
Positive 171 54.8 73.4 75.5
Negative 57 18.3 245 100.0
Total 233 747 100.0
Missing  System 79 253
Total 312 160.0
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Q15

Cumulative
Freguency Fercent Valid Percent Percent
Valid CAREFUL PLANNING 99 31.7 34.5 34.5
RANDOM 188 80.3 65.5 100.0
Total 287 92.0 100.0
Missing  System 25 8.0
Total 312 100.0
Q186
Cumulative
Freguency Percent Valid Percent Fercent
Vatid Yes 135 433 48.7 48.7
Noc 154 494 53.3 100.0
Total 28% 92,6 100.0
Missing  Sysiem 23 7.4
Total 312 100.0
Q17
Cumulative
Frequency Percent Valid Percent FPercent
Valid Yes 260 833 85.8 85.8
No 43 138 14.2 100.0
Total 303 8741 100.0
Missing  System 9 28
Total 312 100.0
Q17A
Curnulative
Freguency Percent Valid Percent Percent
Valid work-based issues 11 3.5 4.1 4.1
assessment issues 128 41.0 47.8 51.8
- an
poth work-based and 122 36.1 455 97.4
other issues 7 2.2 2.6 100.0
Total 288 858 100.0
Missing  System 44 14.1
Total 312 100.0
Q18
Cumulative
Frequency Percent Valid Percent Percent
Valid Yes €9 221 22.6 2286
No 236 7586 774 100.0
Total 305 97.8 100.0
Missing  System 7 2.2
Total 312 100.0
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Q19

Cumulative
Frequency | Percent Valid Percent Percent
Valid Yes 69 2241 2286 228
No 238 756 774 100.0
Tolat 305 97.8 100.0
Missing  Sysiem 7 2.2
Total 312 100.0
Q20
Cumulative
Frequency | Percent Valid Percent Percent
Valid Yes 152 487 50.5 50.5
No 149 47.8 49.5 100.0
Total 301 98.5 100.0
Missing  Svstem 71 38
Total 312 100.0
Q21
Cumulative
Freguency Percent Valid Percent Percent
valid Yes 107 34.3 B3 36.3
No 88 60.3 63.7 100.0
Total 295 94.6 100.0
Missing  System 17 54
Total 312 100.0
Q21A
Cumulative
Frequency Percent Valid Percent Percent
Valid 1 25 9.3 271 271
2 53 17.0 485 76.6
3 25 8.0 23.4 100.0
Total 107 34.3 100.0
Missing  System 205 65.7
Tota!l 312 100.0
Q218
Cumulative
Frequency Percent Valid Percent Percent
Valid Yes 83 298 90.3 90.3
No 10 3.2 97 100.0
Total 103 33.0 100.0
Missing  System 209 67.0
Total 312 100.0
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Q22

Cumulative
Frequency Percent Valid Percent Percent
Valid Yes 232 74.4 76.3 76.3
NG 72 23.1 237 100 0
Totai 304 a7.4 100.0
Missing  System 8 26
Toial 212 100.0
Q23
Cumulative
Freguency Percent Valid Percent Percent
Valid Yes 223 71.5 72.4 72.4
No 85 27.2 27.6 100.0
Tatal 308 98.7 100.0
Missing  Sysiem 4 1.3
Total 312 100.0
Q24
Cumulative
Frequency Percent Valid Percent Percent
Valid Yes 158 506 51.8 51.8
No 147 47 1 482 100.0
Total 305 97.8 100.0
Missing  System 7 2.2
Taotal 312 100.0
Q25A
Cumulative
Freguency Percent Valid Percent Percent
Valid Yes 191 51.2 62.0 62.0
No 117 37.5 38.0 130.0
Total 308 98.7 100.0
Missing  Systern 4 1.3
Total 312 100.0
Q258
Cumulative
Freguency Percent Valid Percent Percent
Valid Yes 177 56.7 85.1 85.1
No Kl 99 149 100.0
Total 208 66.7 100.0
Missing  System 104 333
Totat 312 100.0
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Q26

Cumulative
Frequency Percent Valid Percent Percent
Valid Yes 188 60.6 62.0 63.0
No 111 356 37.0 100.0
Total 300 96.2 100.0
Missing  Sysiem 12 3.8
Total 312 100.0 |
Q27
Cumulative
Frequency Percent Valid Percent Percent
Valid Waorry 132 423 43.4 43 4
Please 76 24.4 25.0 58 4
Not Bother 96 30.8 31.6 100.0
Total 304 97.4 100.0
Missing  System 8 26
Total 312 100.0
Qz8
Cumulative
Freguency Percent Vaiid Percent Percent
Valid Yes 81 26.0 268 26.8
No 221 70.8 732 100.0
Total 302 96.8 100.0
Missing  System 10 3.2
Total 312 100.0
Q29
Cumulative
Frequency Percent Valid Percent Percent
Valid Yes 56 17.9 18.8 18.8
No 242 776 81.2 100.0
Total 293 95.5 100.0
Missing  System 14 4.5
Total 312 100.0
Q29A
Cumulative
Frequency Percent Valid Percent Percent
Vafid Carry out the task .
without makin 20 6.4 41.7 417
Carry out the task but
only afte 16 5.1 333 75.0
Turn down the reguest? 12 3B 250 100.0
Total 48 15.4 100.0
Missing  System 264 84.6
Total 312 100.0
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Q30

Cumulative
Freguency Percent Valid Percent Fercent
Valid Yes 232 74.4 758 758
No 74 237 242 100.0
Taotal 306 98.1 100.0
Missing  System 5 1.9
Total 312 100 Q
Q31
Cumulative
Fregquency Percent Valid Percent Percent
Valid Yes 235 75.3 76.8 76.8
No 71 228 232 100.0
Total 306 98.1 100.0
Missing  Sysiem g i9
Taotal 312 100.0
QazA
Cumulative
Freguency Percent Valid Percent Percent
Valid Yes 104 23.3 34.0 34.0
No 202 64.7 66.0 100.0
Total 306 98.1 100.0
Missing  System 6 1.9
Tatal 312 100.0
y QazB
Cumuiative
Frequency Percent Valid Percent Percent
Valid Persevered 101 32.4 97.1 97.1
Abandoned 3 1.0 2.9 100.0
Total 104 333 100.0
Missing  System 208 66.7
Total 312 100.0
QI3A
Cumulative
Frequency Percent Valid Percent Fercent
Valid Yes 118 38.1 39.4 39.4
No 183 58.7 50.6 100.0
Total 302 96.8 100.0
Missing  System 10 39
Total 312 100.0
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Q33B

Cumulative
Frequency | Percent Valid Percent Percent
Valid Positive 84 26.% 71.8 71.8
Negative 33 106 28.2 100.0
Total 117 37.5 100.0
Missing  System 195 62.5
Total 312 100.0
Q34A
: Cumulative
Frequency Percent . | Valid Percent Percent
Valid Yes 147 47 4 48.0 48.0
No 158 51.0 52.0 100.0
Total 306 g58.1 100.0
Missing  System 6 19
Total 312 100.0
Q34B
Cumulative
Frequency Percent Valid Percent Parcent
Valid Better 105 337 66.9 66.9
Worse 52 16.7 331 100.0
Total 157 50.3. 100.0
Missing  System 155 497
Total 312 100.0
Confidence \
Cumulative
Frequency Percent Valid Percent Percent
Valid 0 81 26.0 26.5 26.5
1 225 721 73.5 100.0
Total 308 98.1 100.0
Missing  System 6 1.9
Total 312 100.0
Knowledge
Cumulative
Frequency Percent V3lid Percent Percent
Valid 0 54 17.3 17.6 17.6
1 252 80.8 §2.4 100.0
Total 306 98.1 100.0
Missing  System 6 1.9
Total 312 100.0
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Undoerstanding

[_ Cumulalive
Freguency Percent Valr Percent Percent
~7and 0 129 413 42.2 42.2
1 177 567 57 8 100.0
Total 306 98 i 100.0
Missing  System 6 19
Total 317 000
Physical skill
Cumulative
Frequency Percent Valid Percent Percent
Walid 0 239 76.6 78.1 781
1 67 215 219 1000
Toial 306 981 100.0
“iissing  Sysiem 3 1.9
Total 312 | 100.0
Self-understanding
. Cumulative
Freguency Percent Valid Percent Percent
Valid 0 182 58.3 59.5 59.5
1 124 387 40.5 100.0
Total 308 28.1 100.0
Missing  System 6 1.9 '
Total 312 100.0
Other
Cumulative
Frequency Percent . | Valid Percent Cercent
Valig 0 255, 85.3 86.9 - 86.9
1 20 12.8 131 100.0
Total 306 98 1 100.0
Missing  System 8 19
Total 312 100.0
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Appendix Chapter § : Measures

Some comment needs to be made, in particular, on my choice of two of the
measures used to judge whether or not Work Based Learning 18 commensurate
with HE standards. The two measures in question are Barnett's analysis of the
“critical being™ and the QAA qualifications descriptor for an honours degree.

Barnett’s analysis of the ‘“‘critieal being”’

In terms of identifying appropriate philosophical perspectives to underpin my
arguments, I have used, to a large extent, the work of Ronald Barnett. It seemed
to me that Barnett’s view of the sort of graduate that HE should be producing
reflected some of the qualities that I had witnessed in full-time students following
their experience of undergraduate WBL. Typically they were more self-reliant,
seemed to have a better understanding of themselves and had a clearer view of
what they wanted to do with their lives. Some of my colleagues also seemed to
observe a similar transformation in these students who, on returning to final
year studies, appeared to them to be more confident, better motivated, and
better able to manage their own learning (reccllections from a two year
unpublished study tracking the progress of students following their WBL
experience, 1993-94).

Thus, it seemed to me to be appropriate to use Barnett's (1997) analysis of the
“critical being” as a measure against which to judge the extent to which my
research findings in respect of Work Based Learning demonstrated its capability
to deliver the more rounded graduate which Barnett maintains it is the
responsibility of higher education to produce.

QAA qualifications deseriptor

It also seemed to me pertinent to take account of the wider discussion of what
constitutes a graduate (and, therefore, with what constitutes a University
education), in order t0 consider whether or not programmes of Work Based
Learning can deliver to the same agenda. Until recently it was acknowledged
that there was no precise agreement on the criteria for graduateness. It was
considered that this was something left to individual Universities to define for
themselves in relation to the particularities of the programmes they deliver. The
matter was addressed by the Higher Education Quality Council (HEQC) :
Quality Enhancement Group (1995} who restricted their concentration
principally to what they described as ‘shared’ and ‘generic’ attributes and
largely set aside questions concerning possession of a body of knowledge. The
aim of the graduateness project was “to identify a set of attributes that could
serve as the basis for a threshold standard for all degrees, regardless of field, and
thus be used as a bench-mark for comparability of standards at the threshold
level across the HE sector” (p2, 1995). HEQC were concerned to “assist those
who design, teach and assess students on degree programmes to specify explicitly
the expectations that they have of a graduate”(ibid).

Six years later, the Quality Assurance Agency (QAA) for Higher Education
publication, The framework for Higher Education Qualifications in England, Wales
and Northemn Ireland (QAA for HE, 2001), has, to some degree, foreclosed on the
1ssue by identifying, at each higher education level, a set of descriptors which are



to be met for the relevant award. What follows is my attempt to abbreviate the
descriptor for the qualification of Bachelor's degree with Honours that [ take to
be essentially the QAA’s concept of graduateness though, as far as I can see, the
term s not used in their publication. 1t is noted by the QAA that the
quahfication descriptors are generic statements of the outcomes of study and
that “further guidance on the expectations for degrees in particular subjects can
be found in subject benchmark statements” (p6, 2001).

The QAA descriptor {my abbreviated version) for 2 Bachelor’s degree with Honours says that honours
degrees are awarded 1o students who have demonstrated :

* A systematic understanding of key aspects of their field of study

o An ability to deploy accurately established techniques of analysis and enquiry within a
discipline

*  Conceptual understanding that enables the student to devise and sustain arguments and/or to
solve problems and to describe and comment upon particular aspects of current research

*  Apn appreciation of the uncertainty, ambiguity and limits of knowledge

*  The abilily 1o manage their own learning

It says that typically, holders of the qualification will be able to :

*  Apply the methods and technigunes that they have learned....and apply their knowledge znd
understanding, and to initiate and carry out projects

e  Critically evaluate arguments, assumptions, abstract concepts and data....to make judgments
and to frame questions to achieve a solution(s) to a problem

e Communicate information, ideas to a variety of audiences

And that they will have :

*  Qualities and transferable skills necessary for employment requiring the exercise of initiative
and personal responsibility, decision-making, and the learning ability to undertake further
training

I felt that if my research findings demonstrated that, as a result of undertaking
Work Based Learning, students were able to achieve these capabilities, as
defined by the QAA, the case for the admission of Work Based Learning in the
Chester College curriculum would be considerably strengthened.

The three propositions

The third measure used to judge whether or not Work Based Learning is
commensurate with HE standards was the three propositions relating to the
Qualitative survey and the cxtent to which they are confirmed by the evidence.

The main purpose of the empirical study was to gather evidence that might
support the contention that Work Bascd Learning brings about a more holistic
way of being and knowing than does conventional HE study. The arcas
investigated, and the rcsearch questions addressed, were principally concerned
with aspects of ontology, epistemology and pedagogy.

Thus, in respect of ontology. I was concerned to find out to what extent, as a
result of undertaking WBL, change had occurred in respect of students’
understanding of themselves. To what extent had WBL influenced them, or had
an impact upon them, as human beings. In particular, in this context, T was
interested to find out to what extent, through engagement in critical reflection as
a key and distinctive feature of WBL, change had been brought about in respect
of their views and attitudes towards themselves, work and the world more
generally. This, I felt, might provide me with some evidence as to whether or not



WBL has the potcntial to assist students with the development of critical self-
reflection, critical thought, and inclines them more towards critical action,
qualities which Barnett (1997) argues should be developed through higher
education.

Im respect of epistemology. I was concerned to know what students had learned
as a result of engaging in WBL and what sorts of knowledge they had
encountered and from where this knowledge had been accessed. A principal
reason in respect of this latter point was to help in assessing the effectiveness of
the Support Programme that Chester College offers its undergraduate WBL
students as an integral part of the overall learning through work experience.
This is the intensive one-week College-based course, taken immediately prior to
students undertaking a six-week WBL experience. Similarly, though much more
extensively, a module on WBL Methods & Processes, designed to fulfil a similar
purpose, is offered to part-time students. In both cases, what I have called "“WBL
theories” (a generalised and inaccurate description but a useful form of
shorthand) are introduced and other aspects of work related knowledge make up
the content of this aspect of the curriculvm.

In respect of pedagogy, I was concerned to investigate something of ‘how’
students feel they learn through WBL. I was aware that this is an area of
educational and psychological enquiry that abounds with difficulties. However,
my concern was not so much with what goes on in the brains of people as and
when they learn, but more to do with the range of ways in which learning can be
accessed. My feeling here was that, through WBL, students were exposed to a
far wider range of ways in which they could learn than they might be in the
conventional setting of the lecture room and the library, and that this wider
range of ways of learning might better meet the needs of the potentially wide
range of learning styles and learning preferences of a cohort of students than
might more conventional learning and teaching methods.

The 8 questions in the Interview Guide, used to support the semi-structured
interviews (Appendix J), and the 35 questions of the structured questionnaire
(Appendix I), were thus designed to elicit responses which might confirm or
disconfirm my central research propositions which are :

Proposition Ontological Dimension

e that Work Based Learning has the potential to bring about change in the
way in which individuals see themselves, their work and their worlds

Proposition 2 Epistemological Dimension
o that knowledge and skills generated through Work Based Learning are
fully commensurate with HE standards thus justifying the place of WBL

in the curriculum

Proposition 3 Pedagogical Dimensjon



» that individuals have access to a broad range of ways of learning through
WBL and have the opportunity to use the ways that suit them best



