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Abstract

Work integrated learning (WIL) practitioners design and deliver situated, experiential learning
opportunities for a growing number of programmes within the New Zealand tertiary sector.
Professional development opportunities for WIL practitioners’ should lead to effectively
designed and delivered WIL programmes for learners. Due to the limited availability of formal
professional development opportunities, much of WIL practitioner development is through
informal and incidental on-the-job learning (Lazarus, Oloroso, & Howison, 2011). Greater
collaborative learning opportunities have been advocated as beneficial by the WIL community
(Brown, 2010). In addition, professional development initiatives are increasingly focusing on
Communities of Practice (CoP) to support situated learning for educators. The pressure on
teachers required to design, teach, administer and manage WIL experiences, raises issues of

how best to develop and support them in effectively fulfilling their roles.

This qualitative study explores and interprets the experiences and perceptions of WIL
practitioners of the value of communities of practice. Data was collected through semi-
structured interviews. A recursive approach to the data collection and analysis stages (an
adaption of the Wenger, Trayner, and de Laat (2011) five cycles of value creation framework)

was adopted.

The study findings indicate a lack of common understanding of WIL terminology, and that WIL
practitioners want greater access to WIL networks, expertise, best practice and related policy
information. The many and varied relationships of WIL practitioners, provide inherent values,
upon which to benchmark and develop their practices. However, the invisible nature of many
WIL activities, hidden within programmes, makes it difficult at times for WIL practitioners to
identify each other, connect in networks and develop relationships. WIL practitioners want
more collaborative learning opportunities and sharing of best practice resources. In spite of this,
WIL practitioners are seeking out expertise that assists them to be more competent,

knowledgeable and effective practitioners.

The study has highlighted that WIL practitioners are engaging in, and gaining value from, the
very same process of learning within CoPs, that they co-ordinate for their students. WIL CoPs
are valuable mechanisms for WIL practitioner development that should be acknowledged and

encouraged.
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Glossary

Community of practice (CoP)

A learning partnership including the collective intention to steward a domain of knowledge and

to sustain learning about it; used interchangeably with community.
Cooperative education

A structured educational programme which combines classroom learning with productive,

relevant work experience. Term inter-changeable with WIL.
Industry project

An academic assessment that requires the student to work on an industry related issue, in

collaboration with an industry partner.
Internship

A temporary placement within a profession, normally as part of a programme of learning. Can

be paid or unpaid.
Network

A set of relationships, personal interactions, and connections among participants who have

personal reasons to connect.

Placement/Practicum

A type of work integrated learning that requires the student to be situated in the workplace
Value creation

The perceived worth of the learning enabled by community of practice and networking

involvement
Work integrated learning (WIL)

An umbrella term for a range of approaches and strategies that integrate theory with the

practice of work within a purposefully designed curriculum
Work experience

Often used in the secondary system to denote time spend experiencing work as part of the

career development process

Vi






Chapter One: Introduction

Work-integrated learning (WIL) experiences are increasingly offered within programmes of
learning. Consequentially, teachers are increasingly required to design, teach, administer and
manage WIL experiences. This raises issues of how best to develop and support WIL practitioners
to effectively fulfil their roles. This study explores practitioners’ perceptions of their experiences
of communities of practice (CoP), in supporting their roles in work-integrated learning (WIL). This
opening chapter provides a background to the research before presenting the research questions

and an overview to the study.

1.1 Background to this study

Work- integrated learning is widely used by tertiary institutes to enhance graduate skills,
attributes and employability. In fact, some tertiary institutes are rebranding their organisations
around the WIL agenda (McLennan & Keating, 2008). Within New Zealand, the Tertiary Education
Commission requires institutes to provide learning environments that simulate the workplace,
involve project based learning on real problems, or to create internships, whilst also tracking post-

study outcomes to inform further programme development (TEC, 2014, p. 12).

WIL falls under the field of educational theory classed as experiential learning (Orrell, 2011). WIL
experiences are recognised under multiple guises (work placements, practicums, internships)
internationally (Baker, 2014; Coll, et al., 2009), each of which have their own definition, causing
confusion amongst practitioners (Brown, 2010; Patrick et al., 2008). WIL is commonly
acknowledged as a structured student learning experience based on a tripartite collaboration
between the student, the academic institute and an employer (Orrell, 2011; Martin, Rees, &
Edwards, 2011a). Yet, due to the growth in the use of WIL to enhance graduate employability
(Baker, 2014; Brimble & Freudenberg, 2010) an increase has been experienced in institute created
terms and branding to differentiate WIL experiences (Coll & Zegwaard, 2011a). This complexity of
terms is impacting on WIL stakeholders. The term WIL is now utilised as an overarching term that
encompasses varying terminology and practices (Patrick et al., 2008). Defining features of WIL

are:

“exposure to a professional and relevant workplace (community of practice), of a
duration alongside practitioners long enough for enculturation to occur, where the

tasks undertaken are authentic, relevant, meaningful and purposeful, where



students are able to learn the workplace norms, culture, and understand/ develop
professional identify, and integrating that knowledge into their on-campus

learning” (Coll & Zegwaard, 2012, p.43).

WIL practitioners operate at the interface between academia and industry requiring them to
possess a wide range of technical and behavioural skills (McLennan & Keating, 2008). Professional
development of skills for WIL practitioners is a critical element in effective WIL programme
delivery (Cooper, Orrell, & Bowden, 2010; Patrick & Kay, 2011). Institutions normally do not
provide professional development opportunities for WIL practitioners, instead relying on
individuals to locate resources and colleagues to foster self-development (Lazarus, Oloroso, &
Howison, 2011). However, on-the-job learning and collaborative knowledge building have been
identified as particularly important to WIL practitioners (Patrick et al., 2008; Brown, 2010). Yet

many WIL practitioners operate in isolation (Lazarus et al., 2011).

Informal learning from others has been acknowledged as a valuable mechanism for professional
development. Wenger’s (1999) concept of situational learning is entitled Communities of Practice
(CoP). CoPs are “groups of people who share a concern or a passion for something they do and
learn how to do it better as they interact regularly” (Wenger, 1999, p.4). The early educational
examples are apprenticeships, newcomers learning from old-timers, as they are allowed greater
participation in the community by undertaking greater and more complex tasks (Kimble, Hildreth,
& Bourdon, 2008; St. Clair, 2008). CoPs are important to learning within all organisations. In
essence WIL practitioners are designing and delivering situated learning experiences for their

students.

Viskovic (2005) discusses the link between teacher professional development and situated
learning within a community of practice (CoP), claiming that this style of learning is likely to be
the future mainstay of tertiary teacher development. Learning within communities of practice
provides a framework for integrating different levels and forms of support for tertiary teachers
(Viskovic, 2005). In reality, WIL practitioners are also participants in the exact same situated
learning process they manage for their students. This time the experiential learning experience is
their own, as they participate in WIL CoPs. Little is known about the perceptions of WIL
practitioners’ towards participation and learning in WIL CoPs. This exploratory study intends to

provide further insight in this area.



1.2 Context

My interest in WIL and communities of practice stems from my experience teaching in a range of
vocational institutes following a career as an industry immersed trainer within the food safety and
hospitality management fields. My views are that student learning is more effective when
contextualised and authentic tasks are provided. Instrumental to my view is that experiential
learning should include a level of ‘designed’ reflection in order to maximise the effectiveness. This
realisation led me to consider the context and content of many WIL experiences, and the
knowledge base of those designing and delivering them. This thesis provides an opportunity to
investigate further the value of learning from others for WIL practitioners within a New Zealand

context.

The research takes place within two large urban Institutes of Technology, within New Zealand,
offering programmes from NZQA level 3 Certificate to Masters Degrees. Both institutes advertise
that they place substantial emphasis on offering applied and industry integrated qualifications.
Many teaching staff join the institutes following, or in conjunction with, a successful career as an

industry specific professional.

1.3 Research aim and questions

The aim of the study is to understand the benefits of communities of practice to WIL practitioners.
Main research question:

What are practitioners’ perceptions of the value of communities of practice to support

their role in WIL?
Sub-questions:
What are practitioners’ experiences in teaching Work Integrated Learning?

What are practitioners’ experiences of collaborating and learning with/ from others in

relation to teaching WIL?

Where do practitioners go for guidance in relation to teaching WIL?



1.4 Outline of the methodology

This exploratory study, sought to interpret and understand the perceptions of practitioners
towards their past experiences of WIL communities of practice. An interpretive approach was
used, that acknowledges the researcher plays a role in the interpretation of the participants’
perspectives, understanding the social realities of the individuals, and they too bring their own
perspective as they try to make sense of the data (Bryman, 2008). This qualitative methodology,
focusing on discovery and insight of the perspectives of others, offers great opportunities to add
to the knowledge base of educational practice (Merriam, 1998). The study employed a recursive
approach to the data collection and analysis stages, allowing these stages to proceed in tandem.
This type of study approach allows the researcher flexibility. Patterns, commonalities and
differences can then be taken into the field in the next wave of data collection (Punch, 2009),
allowing the researcher the opportunity to be reactive to the unexpected, trends and data as it

arises.

Semi-structured interviews, an appropriate data collection tool for understanding respondents’
opinions and beliefs, were conducted with eight WIL practitioners from two tertiary institutes
within New Zealand. The constant comparative method of data analysis (Merriam, 1998; Punch,
2009), assisted by an adaption of Wenger et al. (2011) five cycles of value framework, was used

during the data analysis stage.

1.5 Significance of this research

There have been studies considering the benefits of collaborative activities for WIL practitioners
(Brown, 2010; Patrick et al., 2008) and those that have outlined the benefits of situated learning
(Wenger, 1999) for teachers within communities of practice (Viskovic, 2005). Yet, there have been
no studies that have considered the perceptions of WIL practitioners towards learning within CoP.
It is anticipated that this New Zealand study will contribute to knowledge about the role and value
of WIL CoP. Increased knowledge in this area could impact how WIL practitioners and professional

development teams consider learning within CoPs.



1.6 Overview of the thesis

The thesis is comprised of six chapters and the following overview reflects the process undertaken
in implementing the study. This first chapter has introduced an outline to the study, overviewing
the background and the methodological rationale, as well as including an explanation of the
researcher’s motivation for conducting the study. Chapter Two reviews the literature relevant to
communities of practice, work-integrated learning, and professional development for WIL
practitioners. Chapter Three describes the research methodology of the thesis which includes:
research approach, methods of data collection, ethical considerations, recruitment procedures,
data analysis and trustworthiness of the research. Chapter Four presents the main findings from
the practitioner interviews. Chapter Five discusses the findings in relation to the relevant
literature. Chapter Six summarises the significant findings and presents recommendations and
implications for further research which may promote the understanding of CoP as development

mechanisms for WIL practitioners. Limitations of the study are presented in this final chapter.



Chapter Two: Literature Review

2.1 Introduction

This chapter reviews a selection of literature as a background to the study into the perceptions of
WIL practitioners on CoP, to support their roles within a tertiary institute context. As the study
crosses the boundaries of educational, professional development and community of practice
theory and practice, the literature was chosen to add depth to this study within a New Zealand
context. The literature has assisted in the development of the key research questions and is
referred to again in chapter five as the findings are discussed in relation to other studies. This

chapter is structured under the following headings:

e Workintegrated learning (WIL) -Experiential learning

e Defining WIL

e WIL practitioners development

e Collaborative knowledge building in WIL

e Learningin the workplace and communities of practice (CoP)

e WIL networks and associations

At the end of each section the key issues will be presented as they relate to the development of
the research question. These issues will be summed up in the concluding section and the research

problem and key questions will be presented.

2.2 Work integrated learning (WIL) -Experiential learning

Work integrated learning (WIL) is grounded in the discipline of experiential learning (McLennan &
Keating, 2008). Learning that is from experience, or doing, immerses students in situations that
encourages reflection in developing new knowledge, new skills and new ways of thinking (Jackson
& Caffarella, 1994). Learning is more likely to be effective when it is related to a student’s
experiences, both past and present (Reece & Walker, 1997). Teachers are advised to encourage
students to relate new information to past personal experiences. The importance that experience
plays in learning has been well documented, with many educational theorists writing about the

benefits and virtues (Boud, Cohen, & Walker, 1993; Jackson & Caffarella, 1994; Kolb, 1984). There



is a renewed perspective on the role of taking the student out of the classroom and providing
them with authentic learning that mimics ‘real-life’. Experiential education is seen as a way to

revitalize the curriculum and cope with the many challenges facing higher education (Kolb, 2014).

Historical perspectives on experiential learning can be attributed to the work of Piaget and Dewey,
amongst others. Piaget’s work in the 1920’s, considered how intelligence is shaped by experience
rather than being an innate internal trait (Kolb, 1984). One of the most influential educational
theorists, Dewey (1938) made thoughtful articulations on the connections between experiences
and learning, in an attempt to understand the growing conflict between ‘traditional’ and
‘progressive’ approaches to education (as cited in Kolb, 2014). Many of Dewey’s ideas have found
their way into ‘traditional’ education, in the form of apprenticeships, internships, cooperative
education and work experience. In all of these, learning is experiential, in that the learner is
directly in touch with the phenomenon being studied rather than just thinking about it (Kolb,
2014). Kolb (1984) identified critical reflection on the learning experience as an essential
component in his four stage experiential learning cycle. Kolb’s cycle includes concrete experience,
reflective observation, abstract conceptualization and active experimentation. He states that,
although judging whether experience has actually led to learning can be difficult, all experiences
added to what has gone before, lead to some level of modification. Hence, learning experiences
are not isolated events. Learners must connect their present learning experience, with their past
experiences, in order for them to be meaningful (Kolb, 1984). Kolb’s experiential learning cycle
has had substantial impacts on education across all sectors; not only on how teachers design
learning experiences for students, but also how teachers reflect and learn on their own

experiences.

Engagement with the experience (Boud et al., 1993) and the contextualization or situated nature
of the experiences (Usher, Bryant and Johnston, 1997) are also both identified as important
aspects to be considered in the practice of experiential learning. Many subjects within the tertiary
sector, due to well documented benefits of experiential learning, are taught by providing students
with realistic work situations. WIL is a pedagogy that assists learners to develop professional
competence and skills (Brimble & Freudenberg, 2010). The relationship between ‘experiential
learning’, or WIL, and enhancing student graduate attributes and employability is another area
that has been well documented by authors (Baker, 2014; Brimble & Freudenberg, 2010; Patrick et
al., 2008). As a consequence, a growing number of WIL opportunities are being embedded into
tertiary institute curriculums (Martin et al., 2011a). With this expansion arises a need for greater

clarity of terms in use and consensus of definitions.



2.3 Defining WIL

A common understanding of WIL terminology is beneficial for practitioners and researchers to
collaborate successfully. Coll and Zegwaard (2011a) and Eames and Cates (2011) identify issues
with WIL terminology confusion, advocating that shared terms and understanding is vital to allow
WIL practice and the research field to move forward. Patrick et al. (2008) explain that defining
terms is important in an “endeavour such as WIL, which is relevant to curriculum and pedagogy
across all disciplines” (p.9). A pertinent starting point is an overview of the confusing domain of

work-integrated definitions, terminologies and types.

WIL is recognised under multiple guises internationally (Baker, 2014; Coll et al., 2009), each with
their own definition, which can cause confusion amongst practitioners (Brown, 2010; Patrick et
al., 2008). Orrell (2011) described WIL as a chameleon term. The common perspective of WIL is
acknowledged as a structured student learning experience based on a recognised tripartite
collaboration between the student, the academic institute and an employer (Orrell, 2011; Martin
et al., 2011a; McLennan & Keating, 2008). This perspective is simplistic and doesn’t reflect the
varying contexts under which the term is presently used. To understand these complexities, it is
important to consider some of the terms used historically. Co-operative Education, preceded the
use of WIL and is commonly used interchangeably with WIL (Coll & Zegwaard, 2011a; Coll, et al.,
2008). Coolbear and Hodges (1998) define co-operative education, with clarity, yet also providing

an indication of where the term work-integrated learning may have begun to emerge.

“In a nutshell, co-operative education is any structured educational programme
which combines classroom learning with productive, relevant work experience.

Co-operative education is learning integrated with work” (p.5).

Schneider is widely acknowledged as the founding father of ‘cooperative education” and defined
it as the integration of theory and practice within an educational setting (Sovilla, 1988, as cited in
Groenewald, Drysdale, Chiupka, & Johnston, 2011). This term has been the pre-dominate term
used within American contexts (Groenewald, et al., 2011). While from a British perspective, the
integrated curriculum has its origins in the ‘sandwich education programs’ traced back to
Sunderland Technical College in 1903 (Groenewald et al., 2011). Orrell (2011) states that the term
WIL emerged in in the UK in the 1990Q’s, in an attempt to differentiate it from the term ‘work-
based learning’. WIL is classed as a higher educational institute practice in which “workplace

learning was recognised and valued as a contribution towards an accredited degree” (Orrell, 2011,



p.5). This definition indicates that the term WIL is only used within degree contexts, which is not

in fact the case, as it is being used under much wider contexts.

To assist in understanding WIL, it helps to consider some of the terms used to describe WIL
experiences. Many have well established historical usage within subject sectors, such as
education, business or health fields. Others refer to certain curriculum structures, such as
sandwich programmes and work placements, particularly in UK and Australasia, which refer to the
alternation of work and study (Lazarus et al., 2011). Internship is a term used in USA and Europe,
referring to a period of post degree practice (Lazarus et al., 2011). There is an extensive range of
other terms in use including practicums, fieldwork, field education, service learning, placements,
work-based projects (Cooper et al., 2010; Martin et al., 2011a) cadetships and community based
learning (McLennan & Keating, 2008). Many of the terms are common in certain geographical
contexts, such as capstone project in Australia, which refers to a final trimester of work-related
experience (Martin et al., 2011a). Types of experiences that are ‘classed’ as WIL are extensive,
varied and growing. In situations when both students and teachers could be internationals shared

understanding of WIL terms is vital.

In attempting to gain clarity of the use of the term WIL, it is possible to ‘unpack’ the term. WIL is
based on the premise of classroom learning ‘integrated” with work related experiences.
Integration is a fundamental element of any WIL experience (Coll et al., 2009; Eames & Cates,
2011) and a topic that has created discussion in itself. Yet there is still uncertainty in the academic
community about what is meant by the term, let alone how to achieve and measure successful
integration (Coll & Zegwaard, 2011b). Coll et al., (2009) describe integration as the link between
active work place learning and the next phase of formal academic learning. Coll and Zegwaard
(2011b) go as far as stating the claim of integration tends to be more rhetoric than reality. Cooper
et al. (2010) state without integration WIL does not actually exist. Understanding ‘integration’ has
implications for effective pedagogy and curricula in WIL (Eames & Cates, 2011). For a type of
experiential learning to be considered as WIL a level of critical consideration on the depth of
‘integration’ should be important. It is evident from the limited review of literature in this area
that ‘integration’ is important to effective learning but it is not clear what level of integration
would be an accepted minimum. More research could clarify what types of experiential learning
should be classed as work ‘integrated’ learning. In addition to the process of dismantling of the
term, in the search for clarity, authors have focused also on different contexts, which will be

discussed next.



It is useful to consider WIL from a stakeholder benefit perspective. WIL comprises educational
programs based on multifaceted partnerships between employers, academia, students, institute
management, professional bodies, careers departments and placement agencies (Baker, 2014;
Orrell, 2004). Expectations are of mutual and explicit benefit, and use of contractual agreements
are at the administrative heart of the success of the programs. Other authors (Martin et al., 2011a;
Smith et al., 2009) have expanded their WIL definitions beyond the tripartite nature of the
relationship, to include a focus on student or teacher or both skill level and career development.
Martin et al.,, (2011b) describe WIL as the development of relevant professional skills in
preparation for future career opportunities, “a bridge for the student between the academic
present and their professional future” (Martin et al., 2011a, p.7). If WIL is to be incorporated into
more programmes then it is essential to fully consider the justification for incorporation in the
curriculum, the benefits and impacts for all stakeholders. If the benefit for learners is to enhance
graduate competency and employability, then WIL experiences must be effectively designed with

this in mind by competent practitioners.

A progression on the career development definition is presented by Smith, et al (2009). WIL is:

learning which is embedded in the experience of work: which may [include] work
which is paid or unpaid; or full-time or part-time; or formally endorsed as part of a
university course; or extra-curricular and complementary of studies; or totally
independent of studies; in the past, present, or future; and which is made
meaningful for a student when reflected upon in terms of personal learning and
development occurring as part of a career development learning experience or

course-related process. (p.9)

This definition goes beyond the relationship with a time and space of a single educational institute
learning experience to a life-long learning perspective. It is also contradictory to the majority of
authors who have specifically identified WIL as being fully integrated into a formalised learning
experience with assessable learning outcomes. The common view is that WIL is a one-off

assessable experience with a beginning and an end.

In many instances WIL is used as a broad umbrella term that encompasses the diversity in the
range of WIL experiences. This is significant in the present climate when institutes are branding
and differentiating their learning experiences. An Australian study of the use of WIL in 35

universities gathered information from 600 WIL practitioners. The study’s objective was to
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identify issues, record the growth and identify ways of improving the student learning experience.
In the process of the study, Patrick et al. (2008) identified that institutes and staff were utilising a
diverse range of terms and models to describe WIL experiences across discipline sectors. WIL was
found to be an “umbrella term for a range of approaches and strategies that integrate theory with
the practice of work within a purposefully designed curriculum”. (Patrick et al., 2008, p.iv). The
study acknowledges that the intention was not to produce a national audit of terms and practices,
however the diverse range was documented as an output. Additionally the study identified the
pressure is now on institutes to differentiate their programs and, hence, new terminology is being
utilized for course differentiation. Coll and Zegwaard (2011a) identified the growth in use of
institutional created terms rather than established subject sector terms and they include
“workplace learning, practice-based learning, industry engaged learning, career and technical
education, collaborative education, industry-based learning, and work exchanges” (p.43). There
is a trend within the tertiary sector to use other terms to differentiate WIL programs or emphasize
a particular aspect of the approach to WIL. Hence the introduction of WIL-related terms such as
‘real world learning’, ‘professional learning’, ‘social engagement’ in attempts to differentiate
themselves in response to emergent provisions of authentic learning, linked to graduate
competencies (McLennan & Keating, 2008). It is somewhat understandable that tertiary institutes
are using WIL as a mechanism to differentiate ‘offerings’ and that industry experiences are
attractive attributes of a program for students. It is essential that clarity for all stakeholders is
gained on the specific content of WIL experiences yet the changing terminology is making this

difficult.

As a generic overarching term, WIL is useful because it does not denote a particular structure,
duration or other features of the activity. According to Reeders (2000) “the term WIL was coined
to encompass the increasing diversity in the modes of vocational learning” (as cited in Abeysekera,
2006, p.4). According to Patrick et al. (2008) WIL now appears to be the “current catch-all term
adopted or recognised across many disciplines and used in recent government and industry
reports” (p.9). There has been a progression to aligning WIL with institute strategic goals, branding
and positioning (McLennan & Keating, 2008; Orrell, 2004; Cooper et al., 2010). McLennan and
Keating (2008) in a study of Australian Universities’ websites and related policies, found that the
term WIL seems to be commonly adopted as the overarching or generic term. This is a useful
approach for institutions if well-defined practical terms are also used. One approach, is the
Taxonomy of work integrated learning (TWIL) that has four distinct areas of practice which can

serve as a guide for practitioners when considering appropriate terminology in an educational
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setting (Groenewald et al., 2011). The four areas of WIL are community or service focused learning
and employment, Professional practice, Field and industry based work experiences and other
work-integrated learning opportunities. Each of the four areas are well defined and would go

some way to alleviating confusion amongst practitioners.

There doesn’t appear to be consensus on the meaning and use of the term WIL. There does
however appear consensus that clarity of meaning and shared understanding for the WIL
community is required. This is likely to guarantee it is a topic of research and conferences for a
few years yet. In this thesis the view of Groenewald, et al. (2011) is accepted that despite a long
history of work-integrated learning and cooperative education, the definitions and models are still
evolving. The term ‘WIL’ is utilised as an overarching term that encompasses varying terminology
and practices and that the characteristics or defining features, as outlined by Coll and Zegwaard

(2012) are a valuable present perspective. WIL is:

“exposure to a professional and relevant workplace (community of practice), of a
duration alongside practitioners long enough for enculturation to occur, where the
tasks undertaken are authentic, relevant, meaningful and purposeful, where
students are able to learn the workplace norms, culture, and understand/ develop
professional identify, and integrating that knowledge into their on-campus

learning” (Coll & Zegwaard, 2012, p.43).

There is also an expectation that market differentiation, institute branding and stakeholders’
agendas will create pressures that have the potential to complicate the WIL terminology debate
further. Therefore a glossary of terms that acknowledges the terminology used in different
discipline areas could be beneficial to practitioners (Brown, 2010). The discussion surrounding
proliferation, inter-changeability and definition of terminology is pertinent to the shared
knowledge building of a WIL practitioner community. Whether WIL is described as a tripartite
collaboration, career development or life-long learning strategy, used as a broad all-encompassing
term, guided by a taxonomy, or based on characteristics, it is essential that shared understanding
is reached for all stakeholders, including researchers, policy developers and practitioners. This
study intends to add to the discussion and research in this field by identifying terminology, shared

language and understanding in the context of WIL communities of practice.

2.4 WIL practitioners’ development
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The previous section discussed the history and meaning of WIL and affirmed its importance in
effective education systems. The growth of WIL requires increased consideration of the support
provided for these programs and the teachers that design and deliver them. Professional
development for practitioners is a critical element of effective WIL programme delivery (Cooper
et al., 2010; Orrell, 2004; Patrick & Kay, 2011). Increased competition among universities is
intensifying pressure to ensure that WIL programs are effectively planned and coordinated by

appropriately qualified and experienced practitioners (McLennan & Keating, 2008).

WIL programs exist at the interface between the world of academia and the larger community,
presenting challenges for practitioner development. Practitioners are required to hold the skill set
to bridge the cultural differences of the academic institute and industry. These involve balancing
conflicting issues in the role of the program (such as providing stimulating and appropriate
placements) and the academic institute (ensuring appropriate levels of integrated assessments
that apply academic rigour). The skill base required by appropriately qualified and experienced
WIL practitioners is diverse (McLennan & Keating, 2008). “They need to be able to cope with
challenges, such as sourcing appropriate WIL opportunities, supervising and supporting students,
managing high workloads with limited resources, communicating with a range of individuals,
integrating coursework with workplace learning, and managing the often varied expectations of
diverse stakeholders” (Brown, 2010, p. 296). In addition, Cooper and Orrell (1999 as cited in von

Treuer, Keele, Sturre & Campbell, 2012) suggested:

“WIL teachers require high level organisational skills, knowledge of industrial
policies, legal and ethical standards, knowledge of conditions for optimal
experiential learning, knowledge of work practices and of a specific
discipline, strong interpersonal communication and conflict resolution skills,
credibility outside the university and advanced communication and
negotiation skills. Also.....knowledge and skills related to management, ethics

as well as entrepreneurialism” (p.296).

WIL practitioners are also required to hold a range of other skills that are often over-looked. They
are required to possess leadership capabilities and change management skills (von Treuer et al.,
2012) and an entrepreneurial ability may create positive outcomes for the university and industry
through their skills in creating and maintaining strong relationships with industry representatives
(Cooper & Orrell, 1999). Entrepreneurial skills, seem necessary for effective performance in a WIL

role in identifying and leveraging opportunity. As such, WIL staff should be supported in
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developing entrepreneurial skills that assist in the provision of successful WIL programs. There
has been no empirical evidence offered that this is the case (von Treuer et al.,, 2012). The
implementation and application of a wide variety of technological skills, from website
development, learning technologies, digital media, social networking strategies, and other Web
2.0 applications has also been proposed as requisite skills (Lazarus et al., 2011). It has been
accepted that WIL practitioners require a diverse range of soft and technical skills, and this was

the topic of an empirical study that will be discussed next.

The diversity of skills required by WIL practitioners was the focus of a study at Deakin University.
Von Treuer et al. (2012) conducted a competency and needs analysis which investigated the
systems, processes and structures that optimise staff capability to conduct WIL. They explored
the differences in the “competencies between academics who co-ordinate work placements
programs and those who conduct less than 10% of WIL” (p.296). The study was conducted with
34 university faculty and a control group of 8 academics who had less than 10% WIL related
activities. As hypothesized, the competency analysis revealed that the skill and behavioural
requirements of WIL practitioners differ from those of the traditional/general academics.
Additional findings of the study point to where practitioners look for guidance. It highlighted that
participants enjoyed opportunities to meet with other WIL staff, and that this collaboration
encouraged the sharing of ideas. The opportunity for administration staff and academics to meet
each trimester has assisted the exchange of WIL information between schools (Von Treuer et al.,
2012). The benefit in having a WIL expert, positioned at faculty or university level to offer guidance
and knowledge was recognised. The findings also identified the importance of wider WIL networks
for staff development, and that WIL is perceived as undervalued, lacked a clear priority within the
university and was extremely resource intensive. This study reiterates that the WIL practitioner
role is different from the traditional academic and points to the importance of learning from
others. Although this study indicates the value of networks and meeting with others periodically
to share ideas, it does not investigate the perceptions of the WIL practitioners involved towards
specific values gained or developing relationships within the wider WIL community on an ongoing

basis.

Itis likely that informal learning from others whilst on-the-job constitutes much of the learning of
WIL practitioners. Institutions normally do not provide professional development opportunities
for WIL practitioners, instead relying on the individual to locate resources and colleagues to foster
his/her own development (Lazarus et al., 2011). Lazarus et al. (2011) divided the requisite skills

for this type of ‘self-directed’ learning into functional learning, behavioural learning,
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organisational learning, professional learning and technical learning. Much of the ‘on-the-job’
learning of practitioners is through their own efforts, through a variety of informal learning
methods and frequently in isolation (Lazarus et al., 2011). The challenge is to raise the visibility
and importance of informal workplace learning to enhance the effectiveness and quality of work
life (Boud & Middleton, 2003). WIL practitioners are the very “embodiment of the pedagogical
strategies that they seek to implement: learning by doing and, ultimately, learning from
experience”, (Lazarus et al., 2011, p.343). Belonging to a WIL practitioner community is essential
to learn the workplace norms, culture, and practices. These authors have discussed the
importance of ‘on-the-job’ learning for WIL practitioners but identify there have been no empirical
studies investigating which networks and relationships WIL practitioners identify as valuable for

their self-development.

2.5 Collaborative Knowledge Building in WIL

In acknowledging the concerns about proliferations in terminology and models, Coll and Zegwaard
(2012) suggest that collaborative knowledge building is important so that WIL knowledge is
“compiled in a way that enables a better shared understanding, agreed upon by the whole co-
op/WIL community." (p.44). They expand to say that possessing a shared understanding within
the WIL community will help avoid recreating discussion and research around issues where there
is already established understanding. Instead, knowledge and research directions can move to
new areas and to new levels. Furthermore, allowing educators to come together encourages trust

building required for meaningful collaboration (Booth & Kellogg, 2014).

Two studies that pinpointed the value of collaborative knowledge building within WIL were
conducted by Patrick et al. (2008) and Brown (2010). Both studies highlight that isolation and lack

of opportunities for collaboration and sharing are impacting the WIL community.

Patrick et al. (2008) undertook a large scale scoping study of WIL within 35 Australian universities,
with 600 WIL practitioners, due to the increasing level of interest in WIL as a pedagogy. It
identified one of the challenges and issues that could impact the quality of the student WIL
experience as being that of collaboration and communication (Patrick et al., 2008). Data collected
via a combination of interviews, focus groups and surveys, showed that WIL staff can feel isolated
within their own discipline, within their own institute, and when distance was an issue, trapped
also within their own state or region (Patrick et al., 2008). The report highlighted the importance

of learning from others and having access to information about different approaches to WIL so
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they can be adopted or adapted where appropriate. The study also acknowledged that staff

enjoyed the opportunities to meet, collaborate and learn about other practices.

The ‘round table’ style study, at the University of Tasmania (UTAS), exploring the current status
of WIL at the university, including cross-disciplinary collaboration (Brown, 2010); echoed many of
the findings of the aforementioned study. The study attempted to define features of a successful
WIL program, issues of supporting resources, address any current challenges and investigate the
importance of building collaborative networks. The study, with 24 participants, found that a
roundtable format provided opportunities to share and discuss WIL in a collaborative and cross-
disciplinary event. This dedicated event was welcomed by staff as highly valuable to the exchange
of ideas and WIL approaches across faculties (Brown, 2010). Significantly, it identified the need to
share WIL knowledge within faculties, as well as between faculties. The study found that
opportunities and a willingness to share both the successes and challenges of WIL practice were
firm foundations to tackling WIL issues in a cross-disciplinary manner (Brown, 2010). As a
consequence of the Brown (2010) UTAS study several institution-wide initiatives were actioned
including establishing a WIL network to foster communication and to give a united voice to WIL-
related issues. An important finding of the study was the acknowledgement that cross-disciplinary
collaboration, leading to good practice development, has the potential to reduce individual staff
workloads and send a more cohesive message to the wider community (Brown, 2010). Brown’s
study is significant in Australasia as it is the only study that investigates the impacts of cross-
disciplinary WIL collaboration. Although both studies highlight that WIL practitioner collaboration
is enjoyable and important for sharing, neither study investigates collaborative learning as a

component of participation within CoP.

There have been no comparable WIL studies, to Patrick et al. (2008) and Brown (2010), within a
New Zealand context. Martin et al. (2011b), based on prior empirical studies within a New Zealand
university context investigating WIL curriculum development, developed the WIL: a template for
good practice, series of guides. These ‘best practice’ guides advise WIL practitioners on design
considerations that influence the student learning experiences. An additional study completed by
Martin, Rees, Edwards, and Paku (2012) at Massey University, involved a qualitative case study of
fifteen semi-structured interviews with academic supervisors from across a range of academic
disciplines. The study focused on the practicalities of utilising WIL as a teaching pedagogy, such as

placement requirements, risk assessments, student preparation and assessment design. The
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findings provided useful suggestions for stakeholders to assist with the learning experience and
achieving workplace competencies. Although the guides and the New Zealand study consider
‘best practice’ pedagogy neither discuss the role of collaborative learning, sharing experiences

within a community with the intention of developing best practices.

Viskovic (2005) in her study of how people become tertiary teachers in New Zealand, makes one
of the first published links between teacher professional development, and collaborative and
situated learning in a community of practice. The study identified that for the majority of tertiary
teachers learning about teaching and how to teach is mainly informal, on-the-job and experiential.
Her study concluded that informal workplace learning is likely to continue to be common in
tertiary teacher development (Viskovic, 2005). She felt that a fresh perspective towards personal
and professional development was necessary and that learning within communities provides a
framework for integrating different levels and forms of support for tertiary teachers. These
studies have highlighted the importance of collaboration and learning from others within a
community of practice. Although Viskovic (2005) conducted an extensive New Zealand study
identifying the role of CoP to tertiary teacher development, no international studies have been

identified, that considered the learning of WIL practitioners with communities of practice.

2.6 Learning in the workplace and Communities of Practice (CoP)

The principles of learning in the workplace that are central to designing an effective WIL
experience for students can also be applied to the professional development (PD) of WIL
practitioners. Professional development for WIL practitioners within a CoP has not been a
consideration within the literature. A founding principle of WIL is that a component of learning
occurs in the context of the workplace community. Learning from participation in work has
substantial benefits to learners in developing work environment cultural understanding and
professional skills. This is reflected in Wenger’s (1999) social theory of learning, with its origins in
the field of apprenticeships. Wenger (1999) disagrees with the perspective that learning is “an
individual process that has a beginning and an end, that it is best separated from the rest of our
activities, and that it is the result of teaching” (p.3). His perspective places learning in the context
of lived experience of participation in the world, which he termed the legitimate peripheral

participation (LLP). His view assumes that learning is a social and ‘situated’ phenomenon,
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reflecting that humans have a deep capacity to develop knowledge (situated) socially within real
practice (Viskovic, 2005). Situated learning is more than ‘just learning by doing’. It is a paradigm
shift from considering learning as an individual process involving the acquisition of knowledge
from a teacher or an expert, to one in which active social participation, was in fact the vehicle for
learning (Hughes, Jewson, & Unwin, 2007). This style of learning is likely to be familiar to many

WIL practitioners.

Situated learning, according to Wenger (1999) is based on four premises: humans are social
beings, knowledge is a matter of competence in relation to an enterprise, knowing is achieved
from participating in the pursuit of this engagement, and meaning is ultimately the outcome of
learning. Social participation is at the core of the theory, an encompassing process of being an
active participant in the practices of the community whilst constructing identities in relation to

these communities (Wenger, 1999). The core components upon which the theory is based are:

e Meaning: being an active participant changes individual and collective ability to
experience life as meaningful.

e Practice: shared historical and social resources, frameworks and perspectives that sustain
mutual engagement.

e Community: social configurations in which enterprises are defined as worth pursuing and
participation is recognised as competence.

e |dentity: how learning changes humans and creates personal histories of becoming, in the

context of the community (Wenger, 1999)

The concept of Communities of Practice (CoP) Wenger (1999) describes is that learning can be
described as experiencing meaning, as doing practice, as belonging to a community and as
developing identity. He explains that not every community is a community of practice. CoPs are
“groups of people who share a concern or a passion for something they do and learn how to do it
better as they interact regularly” (p.4). Three components are essential: domain (shared interest
and commitment), community (member engagement/ learning together) and practice (shared

repertoire of resources).

Learners may belong to many CoPs that are integral parts of their learning journey. These are
everyday fluid learning experiences (Brandon & Charlton, 2011). Although they have existed

throughout history, the term was first coined by Lave and Wenger in 1991, and only recently
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entered business vernacular (Wenger & Snyder, 2000). The early educational examples were
mainly apprenticeship based and in essence are the process of newcomers learning from old-
timers, as they are allowed greater participation in the community by undertaking greater and
more complex tasks, up to full participation (Kimble et al., 2008; St. Clair, 2008). CoPs are
important to learning within all organisations. CoP and ‘legitimate peripheral participation’ arose
out of a shift in thinking about ‘situated learning’ due to an overt commitment to collaborative
working practices, that has had great influence inside and outside academia (Hughes et al., 2007).
CoPs have invigorated interdisciplinary exchanges about knowledge and expertise. They are seen
as an alternative to formal training and as a new vehicle for collaboration distinct from work-
based teams (Wenger & Snyder, 2000). CoPs are important in WIL student experiences and in WIL

practitioner learning experiences.

CoPs have attracted much attention by practitioners and researchers, within multiple contexts,
that debate has arisen around what constitutes a CoP. Different authors have provided different
definitions (Klein & Connell, 2008). Kimble et al. (2008) state that instead of trying to find an all-
encompassing definition, it is preferable to explore characteristics of CoPs and regard the term
"community of practice" as an umbrella term (herein a similarity to WIL). Kimble et al. (2008)

describe the characteristics as:
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Table 1.1 Kimble, Hildreth and Bourdon (2008) Characteristics of CoPs

Kimble, Hildreth, & Bourdon (2008) characteristics of CoPs

A CoP grows informally around a need, has voluntary membership and is not a formally constituted

group, to the extent that the parent organisation might not even be aware of its existence.

Whether formed around a need, or formally created, for the group to become a CoP there needs

to be a common purpose or common goal that motivates the members.

The CoP operates on common ground, as the knowledge, beliefs, and supposititions are shared by

members. The common ground may include local jargon or local incidents.

CoPs are not static, there is an inherent level of evolution. The CoP may have evolved from a
common interest of the group members or a formally created group evolved into a CoP due to the

relationships of the members.

Relationships are the key to a CoP and are often what differentiates a team or group from a CoP.

Informal relationships develop based on trust and are the key to the CoP identity.

A key defining characteristic is the internal motivation of the CoP. This, rather than externally
imposed targets, is what drives the CoP and, along with relationships, contributes to the feeling of

community and identity.

In the study of CoPs it becomes evident that networks and community are equally valid but hold
different meanings (Kimble et al., 2008). Wenger et al (2011) discuss the differences and

relationships between networks and communities of practice. Where the network refers to the:

“set of relationships, interactions, and connections among participants who have
personal reasons to connect. It is viewed as a set of nodes and links with
affordances for learning, such as information flows, helpful linkages, joint problem

solving, and knowledge creation” (p.9).

Community refers to the development of a “shared identity around a topic or set of challenges. It
represents a collective intention — however tacit and distributed — to steward a domain of
knowledge and to sustain learning about it” (Wenger et al., 2011, p.9). Networks are a component

of a CoP, and both are valuable to WIL practitioner development.
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2.7 Measuring value creation in COPs

Due to the tacit nature of learning within a CoP, the value of learning is difficult to measure. Yet
it is important to be able to make judgments of the effectiveness of learning gained from CoP
involvement, particularly when CoPs are used as mechanism for professional development.
Wenger et al. (2011) developed a framework based on the idea that value creation can be
explored in the context of both personal and collective narratives. The five cycle framework, which
categorises distinct data streams with indicators that can be monitored, has been applied in a
number of studies on measuring value in both online and teaching communities (Cowan &
Menchaca, 2014; Bertram, Paquette, Duarte, & Culver, 2014; Yildirim, 2007). Data collection tools

monitor indictors of value across the cycles (Table 2.2).

Table 2.2: Wenger, Trayner and de Laat (2011) Value creation framework

Wenger, Trayner, & de Laat (2011) five cycle framework for measuring value creation in communities

of practice
Cycle one The most basic cycle, considers that networking and community activities and
Immediate interactions can produce value in and of themselves, such as connecting to others,
helping someone, the opportunity to ask someone else a question, passing on
value’ information, or giving input. These activities can be fun and inspiring.
Cycle two Refers to the fact that not all value is immediately realised. Activities and interactions
"Potential can produce ‘Knowledge Capital’ that has the potential to be realised later. Knowledge
capital can take different forms, a piece of information (human capital), a connection
value' or social relationship (social capital), a resource (tangible capital), recognition or status
(reputational capital), and finally a learning activity (learning capital).
Cycle three Indicates that there has been a change in practice and that the acquired capital has
el been applied to a situation. For instance, adapting and using a shared WIL document
or resource.
Cycle four Indicates performance improvement from the application of the new practice.
, . , | Evidence of reflection on the impact of the new practice on stakeholders is important.
Realised value
Cycle five’ May be created when engaging in networked learning activity leads to a redefinition
Rl of goals, values and the criteria of how success is defined or measured. This can
happen at either personal, collective or organisation level. This stage is
value' transformational and can mean leaving behind the existing values and structures in
adopting a new definition.

The use of an existing framework can have benefits to studies that investigate the value gained
from CoP involvement. Using the framework, “grounded in theory to ensure relevance and data-
orientation to provide scientific validity and reliability”, ensures study findings are both legitimate
and trustworthy for stakeholders who take leadership in cultivating communities and networks

(Wenger et al., 2011, p.7). Support or investment for the CoP, through the provision of resources
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or negotiation of strategic alignment (Blankenship & Ruona, 2007), will be based on data that has

been collected using a valid method.

Greater clarity is needed on the extent, characteristics and value created by CoPs used by WIL
practitioners. Bertram et al. (2014) state that future research is needed to explore the value
created through communities and networks, implementation and sustainability of CoPs in higher
education. Practitioners are learning from others on-the-job. There is a high reliance on the WIL
CoP in the professional development of the WIL practitioner. Of interest to understanding WIL
practitioner’s CoPs will be the perceptions of WIL practitioners towards any value gained from

learning within their networks and community of practice.

2.8 Considering online CoPs

Online CoPs could play a part in reducing isolation felt by WIL practitioners. CoPs can assist in
reducing the isolation felt by some educators (Brandon & Charlton, 2011). Kimble et al. (2008)
state that both locally based and virtual CoPs are proving valuable for teachers to become
involved in larger, distributed communities. ‘Virtual community’ is a term covering a wide variety
of communities that make use of ICT to exchange information, build influence, or achieve a
specific result (Van Aalst, 2003). Membership of virtual CoP’s bring teachers, administrators and
researchers together to collaborate, to develop new knowledge, and to develop and learn about

new resources.

Ayling and Flagg (2011) discuss the role of the development of online teaching and learning
communities for faculty. They describe an active community of 600 academics that come together
to share within a virtual space to gain value from blogs, groups, live chats and resources. They
describe how this space has evolved into the institute’s “largest and most active online
‘community of practice’ - a place where teachers share resources, form their online professional
identities, share ideas and experiences, join groups and announce events” (Ayling & Flagg, 2011,
p.25). In explaining why wider adoption of online CoP should be encouraged, they state that the
primary needs for social interaction, participation and collaboration have been made easier due
to the greater availability of web-based infrastructure and social networking services. The
happenings of the village common can now occur more easily in this online space (Wenger, White
& Smith 2009, as cited in Ayling & Flagg, 2011). Online CoP have value in supporting teachers’

professional development with real benefits in assisting learning, social interaction and the
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development of digital literacies (Ayling & Flagg, 2011). One of the greatest benefits is in the
membership of a positive professional community that explicitly shares teaching and learning
values. Teachers have a place to share best practice, issues, and form smaller groups. Other
authors have supported the idea that virtual CoPs are valuable mechanisms for developing
teaching practitioners (Booth & Kellogg, 2014; Kimble et al., 2008; Nistor et al., 2014; van Aalst,
2003). However, no studies have been found which investigate the role that online communities

of practice may play in WIL practitioner development.

2.9 WIL Networks and Associations

Just as online communities may play a role in WIL CoP development, more formal networks such
as national associations could be significant in connecting WIL Practitioners. WIL networks and
associations exist at a global, regional and national level. Many authors have advocated for the
role of WIL networks, associations and conferences in enhancing collaborative learning, shared
expertise and professional development opportunities in developing ‘good practice’” within the
field (Coll & Zegwaard, 2011a; Lazarus et al., 2011; Orrell, 2004; Brown, 2010). Patrick and Kay
(2011) stress “the existence and sustainability of national WIL associations is critical for advocacy
and to enable WIL staff to access professional development in the WIL aspect of their roles”
(p371). Lazarus et al. (2011) suggest that state, regional, national, and international organizations
have a renewed responsibility to provide programs and resources that will move the practitioners

from novice to professional.

At a global level the World Association for Cooperative Education (WACE), whose origins have
been described as being ‘social in nature’, brings people together to share (Patrick & Kay, 2011).
It facilitates and enables national and cross association collaboration. The links established
through WACE have strengthened the global voice whilst also enhancing collaboration on WIL
research, professional development opportunities and greater sophistication in the use of
technology to members (Patrick & Kay, 2011). Within Australasia, the emergence of the national
Australian Collaborative Education Network (ACEN), its branches and biannual conferences have
made “enormous contributions toward the growth of shared knowledge and theory building in
relation to WIL in terms of leadership, pedagogy, partnerships with industry and differentiating
contexts” (Orrell, 2011, p.14). Of major significance is the emphasis that Orrell (2011) places on
the role of the National Association stating “the institutional, disciplinary, state and national
communities of practice that have grown up through ACEN’s stewardship have enabled sector-

wide critical and scholarly reflection on this practice learning to generate theories about, and
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models of, WIL practice” (p.14). Orrell (2011) states that as a consequence the growing
community within the Australian context has added immeasurably to the scholarship and
advancement of disciplinary activity in WIL. This advancement could be a consequence of findings
from the 2008 ‘WIL Report- A national scoping study’ that encouraged the development of a
national framework for future projects to enable members of ACEN to work as a community to
develop resources and practices (Patrick et al., 2008). ‘Good practices’ are significant to enable
the sector to collectively respond to key challenges and issues. The report also proposes a
communications structure for collaborative knowledge building and the dissemination of ideas,
good practice examples, information and resources. It proposes websites and databases for
sharing best practice in WIL curriculum development. It is acknowledged that within a New
Zealand context, the New Zealand Association of Cooperative Education (NZACE) is an active
national organization, but the role of the organization in enhancing the WIL community of practice

has not been the subject of any study or publication.

It is hard to dispute that a collaborative approach to scholarly activity, conference attendance,
journal publications and dissemination of good practice can play a part in enhancing WIL practice.
As evident in the preceding discussion, practitioners meeting on common ground to discuss WIL
specific issues has led to the growth in most countries of associations to provide expertise, support
and professional development opportunities. What is open for discussion is whether national
associations and networks are perceived as a part of the WIL CoP from which practitioners can

collaborate with and learn from.

2.10 Conclusions and research questions

This chapter has looked at key literature on WIL, professional development and CoP. Of interest
to this study is the value and role of CoP to WIL practitioners’ development. The role of a WIL
practitioner requires a dynamic and extensive skill base and much of the learning maybe informal
and on-the-job. Some studies of WIL practice have outlined the value of sharing and collaborative
knowledge building to effective WIL practice. These studies fall short of considering the value that
CoPs may play in learning together. It has also become evident that WIL terminology continues to
evolve and shared understanding is still elusive. CoPs are based on shared understanding. It is
important to include in any exploration of WIL practitioner’s perceptions of learning in CoPs the
implications of terminology on shared understandings. Practitioners that share passion and

commitment to a common purpose and learn together within a community can create a valuable
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shared repertoire of ‘best practices’. Both communities and networks, including virtual and

national associations, can play significant roles.

The research problem

There is a strong theoretical framework for WIL discussed in the literature and reviewed in this
section. What is not so evident from the literature, are the implications of shared terminology and
practices upon WIL CoP, and the value of CoPs specifically to WIL practitioners within a tertiary
educational context. Further investigation will enhance the research fields of understanding of

how CoP can support practitioners in their roles.
The research purpose

The intention is to explore WIL practitioners’ perceptions about their role in teaching and
coordinating WIL relating activities, how they learn about WIL practices and how they develop as
practitioners. A key purpose is to explore and explain the networks and communities to which
WIL practitioners see themselves belonging and what value these networks and communities
create for the practitioners. To do this a focus on WIL practitioners’ perspectives in New Zealand
will provide a picture of any issues or implications of learning within CoP. An outcome of the study
will be an analysis of the conditions required to assist practitioners to maximize the opportunities

of their communities of practice.
This has led to the development of the research questions for this study:

Key Question:
What are practitioners’ perceptions of the value of communities of practice to support
their role in WIL?

Additional questions:
What are practitioners’ experiences in teaching Work Integrated Learning?

What are their experiences of collaborating and learning with and from others in relation

to WIL?
Where do practitioners go for guidance, information or assistance in relation to WIL?

These research questions have guided the research approach and procedure to be discussed in

Chapter three.
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Chapter Three Methodology

3.1 Introduction

This chapter outlines the research approach underpinning the study and explains how this has
guided the research methods chosen. Chapter two outlined the theoretical background that has
informed the study, which is conducted in the context of the New Zealand polytechnic sector.
Included in this chapter is a description of ethical considerations, research procedures, and
approach to data analysis chosen in addressing the research questions presented at the end of
Chapter two. The focus on exploring the views and values of the participants required a chosen
approach to record and analyse individual experiences. The chapter will conclude with a section

on the trustworthiness of the chosen methods.

3.2 Research Approach

Qualitative research focused on the discovery and insight into the perspectives of others offers
great opportunities to add to the knowledge base of educational practice (Merriam, 1998). This
study falls into the category described by Merriam (1998) of a generic qualitative study that draws
from concepts, models and theories in education, and seeks to discover, interpret and understand
the perspectives of the people involved. Interpretivism is an epistemological view that respects
the differences between people and requires the researcher to grasp the subjective meaning of
social action (Bryman, 2008). The interpretive paradigm acknowledges that the researcher plays
arolein the interpretation of participants’ perspectives, the social realities for the individuals, but
the researcher also brings their own perspective as they try to make sense of the data (Bryman,
2008). Itis therefore important to ensure the robustness of the theoretical framework of the study

and the chosen methodologies.

The theoretical framework of a study can be pictured as three interlocking frames (Merriam,
1998). The outermost frame is the body of literature and discipline within which the study sits.
This study is sited within concepts and theories of work-integrated learning, communities of
practice and professional development within adult education. The second frame of the study is
the problem statement. This study considers communities of practice from a work-integrated
learning perspective. It investigates the literature within this area and asking “What are the
perceived benefits of WIL community of practice participation for practitioners and in particular

for the polytechnic sector?” The ‘purpose of the study’ is the third and inner-most frame. This
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study seeks to explore and interpret the perceptions of WIL practitioners towards communities
of practice and networks as social learning and professional development opportunities. The
outcomes of the study could assist practitioners, leaders, managers and the larger WIL community
on how best to support conditions or resource communities and networks that are used for social
learning and professional development. Continuing professional development and new
conceptions around types of professional development for educational practitioners has led to
new types of involvement for teachers in research (Punch, 2009). Teachers as researchers has led
practitioners to researching topics more directly related to their practice in a move to more

evidence based practice.

Therefore the researcher needs to remain open-minded to concepts emerging from the
interviews in a qualitative study. Merriam (1998) states that the design of a qualitative study
should be flexible and responsive to changing conditions of the study. The data collection and
data analysis stages, within this study, proceed in tandem. This type of study approach is recursive
and allows the researcher flexibility (Bryman, 2008). A representation of the research process for
this study in Figure 3.1 shows how it allows for patterns, commonalities and differences to be

taken into the field in the next wave of data collecting (Punch, 2009).

Further data Refining
collection interview
questions

Research Initial semi- Interpretation Conceptual & Write up
questions M9 structured of data theoretical findings
Interview work

Figure 3.1: The main stages of the research process (based on Bryman, 2008)

3.3 Method of data collection
Semi-structured interview

Interviewing is valuable when the researcher wants to find out what is in or on someone’s mind.
It allows us to enter into the other person’s perspective (Merriam, 1998). A semi-structured
interview, the chosen data collection tool, is an appropriate format for understanding

respondents’ opinions and beliefs due to its flexibility (Bryman, 2008; Martin et al., 2012). An
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interview guide, that provides open-ness and flexibility, was used so that participants’ views could
be explored as they emerged within the context of use. Less structured formats allow for the fact
that participants’ responses define the world that is unique to them (Merriam, 1998). With this in
mind, the largest part of the interview was guided by the list of flexible questions and topics to be

explored (Appendix A). The order and exact wording was not determined ahead of time.

Interpretive style questions were used that confirmed understanding and provided opportunities
for yet more information, opinions and feelings to be revealed (Merriam, 1998). This style of

”

questioning prompted for further clarification, such as “when you say...” or “you mentioned

earlier...”.

Additionally, a structured section of questions was included to look for patterns and

commonalities that relate to:

o Levels of teaching

o Course taught

o Length of teaching experience

o And length of time teaching WIL courses.

Interviews were audio recorded with two electronic recording devices and a professional
transcription service used. Participants were asked to review the interview transcripts to ensure
their comments had been recorded accurately and completed an interview transcript release

form. This process of triangulation of data enhances data validity (Punch, 2009).

Researcher field notes were utilised to record significant and/or initial impressions during the
interview process. They were expanded with more detail on immediate conclusion of the

interview, providing added context to the data and assist in triangulation of data (Bryman, 2008).

3.4 Ethical considerations

Research in education inevitably carries ethical issues that require recognition and consideration.
This is particularly an issue when conducting empirical research, because it involves the collection
of data from people, and about people (Punch, 2009). As a consequence, the research planning

process needs to consider the ethical aspects involved and how they will be dealt with. This study
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complies with the requirements of the Massey University Human Ethics Committee (MUHEC)
Code of Ethical Conduct for Research, Teaching and Evaluations involving Human Participants
which was developed to ensure that research activities undertaken maintain research of the
highest ethical standards and permits public scrutiny of the maintenance of those standards
(Massey University, 2015). In order to minimise the risk of harm to participants, the ethical
considerations for this study include, respect for persons, respect for privacy and confidentiality,
informed and voluntary consent and consideration of cultural sensitivity. On completion of the
online ethics application process and risk screening survey, the study was deemed as Low Risk.
(Appendix B — MUHEC Ethics Notification- 4000015539). Under research and ethics processes for
the polytechnics included in this study, approval of a research project through the MUHEC process
is adequate to comply with internal institute procedures. The MUHEC approval was presented at
research committee meetings at the institutes. Request for participants was approved by

department heads who then recommended appropriate staff.

Respect for persons

It was anticipated by the researcher that participation in the study by WIL practitioners would be
beneficial to their teaching and learning experiences. It was acknowledged that sharing their
personal development stories, knowledge base, and understanding within this field may prove
uncomfortable. “Respect for persons involves recognition of the personal dignity, beliefs
(including cultural and religious beliefs), privacy and autonomy of individuals” (Massey University,
2015, p.7). The information sheet, consent process and confidentiality procedures were designed
with this in mind (Appendix C). The cultural sensitivity consultations enhanced the researchers

understanding within this area. These considerations are outlined below:

Respect for privacy and confidentiality

Participants were assured that privacy and confidentiality would be maintained throughout. In
the interest of protecting the participant’s privacy and anonymity, participants emailed the
researcher directly, pseudonyms were used, and details that could identify the participant such
as programme title or institute were altered. The pseudonyms and broad descriptors were stored
separately from the transcripts to protect participant privacy. Participants didn’t have to any

answer questions if they did not wish and they felt could divulge information they class as private
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(Appendix C). All data remained confidential to the researcher, supervisors and interview
transcriber. A signed confidentiality agreement, covering the agreement to not disclose, retain or

copy information, was obtained from the transcriber (Appendix D).

Informed and Voluntary Consent

Prior to involvement in the study, the participants were emailed the Information sheet. This
outlined the background of the study, expected outcomes of participation, requirements, data

management and participant rights. The participant’s rights made clear that:

e Their participation was voluntary

e They retained the right to withdraw prior to data analysis commencement
e They could ask any questions at any time

e They could decline to answer any question

e Their privacy would be protected

e And they would have access to the project findings.

At the commencement of interviews, the information sheet was reviewed with each participant
and the Consent form signed. A transcript of their interview was provided to each participant for
editing and approval. Approval and release of the transcripts was confirmed through a signed

Authority for the Release of Transcripts form (Appendix E).

Cultural sensitivity

Prior to commencement, the study was discussed with both a Maori and a Pacific Island
representative, one from each institute, as part of the consultation process on appropriate
cultural implications of the research. This also ensured that the project met with Treaty of

Waitangi obligations.

In the interest of minimizing potential harm arising due to lack of understanding or information

about the study, the above procedures assured participants were informed throughout the

research process and also gained required consents.

30



3.5 Research procedures

The study was conducted in conjunction with two polytechnics (also known as institutes of
technology) within New Zealand. More details on the institutes and participants are provided in

Chapter 4.

Recruitment of Participants

An emailed request was made to departmental heads to identify potential participants that

matched the following criteria (Appendix D):

e Academic staff members that were either teaching, co-ordinating or supervising a course
with a WIL component (co-operative education paper, placement, practicum, internship
or industry project)

e The WIL programme is at 500 level or above on the New Zealand Qualifications

framework.

An invitation to participate, including an information sheet, was emailed to the prospective
participants. Eight participants responded to the researcher and volunteered to take part in the
study. Piloting of the interview questions was included as part of the first interview. Interviews
were scheduled between April and June 2016 at mutually agreed times and locations. Interviews
lasted between 30 and 65 minutes. A second 15 minute interview was conducted with one
participant, following the completion of the first stage of interviews, to confirm the themes and
sub-themes identified through the recursive analysis process with the participant and to seek

clarification in a couple of areas.

Purposeful sampling as used in this study is based on the assumption that the researcher desires
to investigate, discover and interpret, in order to gain insight and hence must choose a sample
from which the most can be learned (Merriam, 1998). It was intended that the participants would
be identified as those best meeting the requirements of the study and a sample size of 12 was
chosen based on an expectation that reasonable coverage of the phenomenon would be achieved
(Merriam, 1998). Ten academic staff were identified by heads of department, across both
institutes, from the initial email request as matching the requirements of the study. Six of these
volunteered to take part. Not all heads of departments responded to this initial request. A

reminder email request to heads of department resulted in another 5 academic staff suggestions,
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2 of these volunteered to take part. Although not the desired sample of 12, the 8 participants

were from a cross-section of disciplines and faculties.

3.6 Data analysis

Data analysis is the process of making sense out of data. In qualitative research it is a complex
process of consolidating, reducing and interpreting what has been said. The data is then related
to abstract concepts in order to find meaning, understanding and insight that will constitute the
findings of the project (Merriam, 1998). Additionally, Merriam (1998) emphasises that data
analysis is one of the few facets of doing a qualitative project that has a right and a wrong way.
Emphasising that the right way is in fact simultaneous with data collection. She states that without
ongoing data analysis the whole process will be unfocused, overwhelming and potentially
repetitious. With ongoing analysis the process can be explanatory and illuminating. Utilising the

aforementioned research process, the initial qualitative interview was coded for early analysis.

Basic coding is the first part of analysis and preparing the data for further analysis. Coding is the
process of attaching tags, labels or names against pieces of data (Punch, 2009). The labels are
short-hand that assists in the process of summarising data, allowing for easy retrieval and for the
identification of patterns in the data. The first level of coding is mainly descriptive and low

inference (Punch, 2009).

In initial coding, two sets of codes were attached to the data. The first set of codes used Wenger
et al. (2011) five cycles of value as a basis for identification of participants’ perceptions of the
value that they gained from community and network involvement. The codes are identified in

Table 3.1.
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Table 3.1: First set of initial codes- value related

Code MNetwork or Identified Value

METWOREK | Significant people, teams and groups

clv Cycle 1. Immediate value. Activities and interactions

C2PVH Cycle 2. Potential value: Knowledge capital

Personal assets (human capital).

C2PVE Relationships and connections (social capital).
C2PVT Resources (tangible capital).

C2PVR Collective intangible assets (reputational capital).
C2PVL Transformed ability to learn (learning capital)
C3AV Cycle 3. Applied value: Changes in practice

CARV Cycle 4. Rezlized value: Performance improvement
C5RFV Cycle 5. Reframing value: Redefining success

The second set of initial codes (Table 3.2) were for other themes and concepts, created as they

emerged.

Table 3.2: Second set of initial codes- other themes and concepts

* lcode Theme or concept
TERM Termineology related
PED Pedagogy related
ROLE View / value of WIL as a teaching and learning strategy
RES Resourcing /skill set
STUD Student demographic
CHAL Challenges
PD PD generic
PDops WIL PD opportunities
ASS0C WIL groups & assoc
OMNLINE Online community experiences
VIS WIL invisible
1SOL Practitioner Isolation
STRUC Institute structure issues
QuaL WIL policy /quality issues
GOOoD WIL good practice resources

Memoing, the process of critical thinking, recording ideas and relationships, was conducted
simultaneously with coding. The memos may be “substantive, theoretical, methodogical or even

IM

personal” (Punch, 2009, p.180). These ‘observer comments’ assisted in trying out ideas and
themes, as they related to the literature and wider theoretical picture in the process of analysis
from descriptive to conceptual. Table 3.3 identifies the initial themes and sub- themes that

emerged from the semi-structured interview transcripts after the first stage of coding.
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Table 3.3: Initial themes and sub-themes identified

a Extent of networks and communities in WIL
b Value of Community- cycles 1-5
C Professional development
d Institute structure & support mechanisms:
o terminology
o Role of WIL
° Resourcing
° Organisation Culture
° WIL PD opportunities
° WIL visibility/ isolation
° WIL policy & quality
° WIL good practice

Moving from basic description to constructing categories or themes that capture recurring
patterns is the next level of analysis. This is largely an intuitive process guided by the project
purpose and researcher’s knowledge. Themes or categories are most commonly constructed
through the constant comparative method of data analysis (Merriam, 1998). Punch (2009) states
that comparing, the central intellectual activity in analysis, is essential in identifying abstract
concepts in empirical data. At the heart of this method is the continuous comparison of units of
data, such as feelings or remarks, which represent recurring regularities. Comparing concepts at
the first level of abstraction enables more complex concepts to be developed. The themes or
categories will reflect the purpose of the project. Merriam (1998) suggests consideration of
frequency, uniqueness, or the unexpected when developing categories. It was also important to
avoid fragmenting the data too much or interpret the data out of context, hence ensuring holistic

interpretation (Viskovic, 2005).

Through a process of data familiarisation, re-interpretation, incorporating field notes and memos,

returning to the literature for clarity and reading for holistic interpretation, the following themes

were settled upon:

e WIL terminology- common language
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e  WIL community- the value of involvement
e WIL domain - pedagogy and policy

e WIL practitioner - personal and professional development.

3.7 Trustworthiness of the research

Within a qualitative study the researcher is the main instrument for data collection and analysis.
As a consequence of being human, researching a study on human perceptions and subjects, the
potenti