HJNIVERSITY OF

Southampton

University of Southampton Research Repository

ePrints Soton

Copyright © and Moral Rights for this thesis are retained by the author and/or other
copyright owners. A copy can be downloaded for personal non-commercial
research or study, without prior permission or charge. This thesis cannot be
reproduced or quoted extensively from without first obtaining permission in writing
from the copyright holder/s. The content must not be changed in any way or sold
commercially in any format or medium without the formal permission of the
copyright holders.

When referring to this work, full bibliographic details including the author, title,
awarding institution and date of the thesis must be given e.g.

AUTHOR (year of submission) "Full thesis title", University of Southampton, name
of the University School or Department, PhD Thesis, pagination

http://eprints.soton.ac.uk



http://eprints.soton.ac.uk/

UNIVERSITY OF SOUTHAMPTON
FACULTY OF LAW, ARTS & SOCIAL SCIENCES

School of Education

Seeing the Point: Conceptions of Learning and Teadaly
for Transfer and Influences on Teaching Practice

by

Roz Collins

Thesis for the degree of Doctor of Education

September 2008



UNIVERSITY OF SOUTHAMPTON

ABSTRACT
FACULTY OF LAW, ARTS & SOCIAL SCIENCES
School of Education

Doctor of Education

SEEING THE POINT: CONCEPTIONS OF LEARNING AND TEAQNG
FOR TRANSFER AND INFLUENCES ON PRACTICE

by Roz Collins

This research explored the relationship betweedniders’ conceptions of transferability of
learning and the influence of this on their teaghpnactice. The central proposition was
that if transferability of learning lies at the Inieaf teaching, then lecturers should have
specific conceptions of transfer which underpin &eadure in their teaching.

The research was a qualitative study comparingehehing of two different courses in
similar subject areas at one university. One colbegka professional vocational orientation
and the other was a more generic degree prograifimemain methods of investigation
were semi — structured interviews, observationsfaods groups. Data were analysed
using a variety of processes but focusing partibutan exploring variations and internal
relationships common to phenomenographical teclesiglt matrix framework was
produced, locating lecturers’ conceptions of teagtior transfer with observations of their
practice.

One of the main findings was that lecturers diddrminceptions of teaching for transfer
and there was a marked difference between thodgeolygdsychology lecturers and those by
social work lecturers. Secondly there was someeewie that these conceptions did
influence teaching practice and that transfer teghes occurred most frequently when
teachers drew on experience whether their ownasetlof students.

These findings build upon amtend previous research associated with conceptibn
learning and teaching by adding the dimensionafug on transfer’. The greater the focus
on transfer and this was particularly so with tbeial work lecturers who used more of the
teaching for transfer techniques than the psychdlecturers, the more able students were
to ‘see the point’ and apply their learning. Bpaxplicit with students about why any
aspect of the curriculum was relevant and howuld¢de applied, facilitated the learning
transfer process.
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Chapter 1 — ‘Bo-Peep’ Theory of Transfer

Introduction

The purpose of this research is to identify conoagtof transfer of learning that lecturers’
hold and how these influence their practice intrefato the empirical evidence on
promoting teaching for transfer within a higher eahion context. This research aims to
build on the research into conceptions of learring teaching in higher education.
Findings from previous research into conceptionglgetermined that lecturers in higher
education have particular types of conceptiongathing and student learning. These
conceptions range from seeing teaching as ‘reptamhi¢o seeing teaching as ‘facilitating’
learning. This investigation seeks to extend tlevipus research by focusing on the
implications for transfer in relation to concepsoof teaching in two similar subject
courses in one institution. One course was seldotets claims to have a
vocational/professional orientation; the otherifsrclaims to have an academic/generic
orientation. The findings are contrasted with cortenderstandings about how to promote
learning transfer and examined for any discernilifference according to espoused course
orientation. A matrix of the findings is developedated to conceptions of teaching for

transfer and subsequently mapped to teaching pescti

The context and impetus for this research liebégovernment policy known as the skills
agenda, see for instance (Council for Vice Chaocel[CVCP) et al., 1998; Department for
Education and Employment (DfEE), 1997; DfEE, 200D#EE, 1999; DfEE, 2000b; DfEE,
2000c) and is based upon the premise that learsitngnsferable from a formal learning
environment to other contexts, including from thghler education environment to the
context of a working environment. Higher educatiastitutions and teaching practitioners
have complied with this premise and adopted whsatdegn termed ‘a bo-peep’ theory of
transfer: “Let them alone and they’ll come homeguiag their tails behind them” (Perkins
and Salomon, 1988: p.23).

The skills agenda has extended to the notion edmning society and life long learning,
born out of a belief that a new knowledge econoegds a more skilled workforce in order
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to increase productivity and achieve success iolzafjeconomy. Many government
initiatives and policy changes have arisen ouhsf assumption, most recently for
example, the report by Lord Sandy Leitch (2006}tkeat ‘Prosperity for all in the global
economy — world class skills’. This highly acclaoheport states

“Wherever possible, skills should be portable tovdeimobility in the labour markets for
individuals and employetgp.3) and skills are referred to throughout tepart as
“economically valuable skills'Interestingly the report uses the term ‘economycall

valuable’ throughout the report but never definbswthese are.

Coffield (2000), an expert in the field of life-Igriearning says
the alleged link between investment in educatiahegonomic performance is a
belief rather than an established research findidgspite extensive research, no
causal connection has been foun(g.8)
It seems that the general assumptions underpirgaagrnment policy are that learning and
skills are tangible, measurable entities that fearsutomatically into the required context
and that by emphasising or encouraging certaimilegrand skills growth in society, this
will naturally result in a more productive work éa/economy. As Coffield (2000) suggests
government investment in up-skilling the workfoeqgpears to be based on a set of
misguided assumptions as the review of researCinapter 2 will demonstrate. It is worth
noting at this point that the notion of transfeapplied to ‘learning’ and to ‘skills’, and
both terms are used interchangeably in the liteeaflhe government adopts the term
‘skill and yet ‘skills’ in themselves are definéd different ways by different perspectives,

or as above not defined at all. This will also kplered further in chapter 2.

Currently the debate about transferability is l@sl developed than other areas of the
learning and skills literature. Historically psydébgists, such as Ellis (1965) described
learning transfer as occurring whezxperience or performance on one task influenaes th
performance on some subsequent tapk3). At this time investigations took the form of
experimental design where transfer was ‘measurgdgucomparisons with control groups.
This type of research has subsequently been teftnwaanalytic” by Underwood in 1957

cited in Ellis (1965:p.6) due to a lack of takimgd account certain variables or isolating
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those that may promote learning transfer. Lateattistulooked at the dimensions of transfer
and why transfer occurs. Earlier studies were moreerned about whether transfer
occurred at all. However Ellis (1965) did identdgme pertinent questions which remain to
be answered by even the most recent research redptolater chapters and suggested the
following four areas of further investigation:

1. What are effective ways of measuring transféearing; 2. What are the
factors or conditions that influence transfer; 3e4oarticular theories of transfer
valid for certain kinds of learning; 4. How can weganise the curricula so as to
best ensure positive transfe?.7)
This particular study seeks to focus in part omaiZz Do conceptions of teaching affect
teaching practice, but to also contribute to 4edfching conceptions do affect practice

which conceptions help to positively influence t@ag practice and learning transfer?

Tolly and Murphy articulate transfer &s link between previous and future learnintiiey
contend the ability to transfer is the essence of whateans to be a lifelong learrer
(p.19). The above concept of transfer incorporatimgglearner using meta-cognitive
strategies in transferring learning from one contexanother encapsulates and bounds the
concept of transfer for this study.

The most appropriate approach to explore this tigtie within what one can generally
term an interpretative paradigm which incorporaesimber of qualitative approaches.
There appears to be little consensus about hovassity the various approaches of
gualitative research as highlighted by Denzin &daim (1998) who suggest these varying
conceptions have evolved over time but still aneadter of debate (p.79). However the
term ‘interpretative approach’ is used by Schwdg@801); Crotty (1998); and Denzin &
Lincoln (1998). Cohen, Manion, & Morrison (2000xysthat the interpretative paradigm is
characterised bYa concern for the individuatand the central endeavour of the paradigm
is to “understand the subjective world of human experiencd he focus is on meaning
and intended behaviour...and theory is emergent frmwesearch procesgp.22-23).

Data collection and analysis has been in the fdrmegotiated meanings and
understandings, shaped and bounded by culturecamallg constructed in relationships
with participants (Patton, 1990).

12



The philosophical approach adopted is throughehs bf existential phenomenology
Schutz in Cohen et al (2000). The research prdeeséeen iterative, sequentially
descriptive and explanatory. The main methods t# dallection were interviews with
tutors and observation of teaching, triangulateith Wocus groups and interviews with
students. | have chosen to draw upon phenomenagedpéchniques for the mode of
analysis (Trigwell, 2000) as this mode has beend gsbstantively in the exploration of
conceptions in higher education.

The aim of phenomenography is to take differingeggpces, understandings and
characterize them: in terms of ‘categories of dggwn’ logically related to each
other, and forming hierarchies in relation to giverteria. Such an ordered set of
categories is called the ‘outcome space’ of thenpin@non concept in question
(Marton, 1994: p.4424). Also cited in (Ashworth &tas, 2000).

The data were analysed and compared with currepiriead evidence on teaching for

transfer and conceptions of learning and teachaigegl by other researchers thus far.

The key question for this research was: what arteilers’ conceptions of learning and
teaching transfer and how do these conceptionseinfle their teaching practice?
Subsidiary questions were:
1. How do such conceptions build on the work okottecent research?
2. Do these conceptions differ according to the@eed purpose/outcome of the
teaching, i.e. preparing students to directly etiterworld of work or preparing
students to undertake further research?
3. How do these conceptions compare to what wesctiyrknow about learning and
skills transfer.
4. What are the implications (if any) for informitige development of teaching practice
in higher education?
Andrews (2003) states that the actual questions t@manswer to the criteria of a)
manageable — that is, suggesting a research métigydend answerable within the course
of the research project and b) workable — of sigffitscale within the scope of the project.
By adopting the use of a small comparative qualgastudy the research seeks to meet the
criteria of a) manageable and b) workable. Thegatproposed by Robson, (2002) that

good research questions should‘iotear; specific; answerable; interconnected and

13



substantively worthwhile{p.59) have also been used as a guiding framewdthei above

guestion formulation.

Outline of Chapters

Chapter two locates the study within a review @f literature whiclexamines the notion of
learning, approaches to the differentiation betwiaewledge, skills, learning and
application of learning, theories about how leagnetransferred and relevant associated
empirical investigations. Research into conceptmiisarning and teaching is explored
and reported. The chapter finishes with an epistegnal analysis of the literature in order
to orientate and introduce the reader to the preghapproach taken in the following

methodology chapter.

Chapter three details the methodological approdoptad, the research design and the
process of data collection and analysis. The dataated is presented and discussed in
chapters four and five using a series of analyeekjding phenomenographical analysis.
Chapter six presents a further analysis, inclugimmge implications and limitations of the

study and recommendations for further research.
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Chapter 2 — The Learning Transfer Debate

Introduction

This literature review is ordered into six sectidinat relate to and build on each other in an
attempt to paint a picture of the landscape sudmgithe research question. Firstly a brief
exploration of early research into how people letrates the development of
understanding learning and how this might be rdl&ddearning transfer. The next section
focuses on the terms ‘learning’ and ‘skills’ to shbow the different interpretations and
applications in the literature only seem to conftagber than clarify the terms, begging the
guestion ‘is there a difference’? Section three esoonto to examine the issues and
arguments about learning and skills transfer. Megifoci of interest adopted by different
fields are presented to help organise the debat@xplication of the significance of
learning transfer as being at the heart of learaimgj education is offered through

examining our understanding of learning and metmitmn.

Empirical findings related to teaching for transéee contrasted and evidence of effective
teaching for transfer methods are presented imogefdur. Section five explores the limited
number but closely related research to this stlidgoks at conceptions of teaching

practice and learning amongst a few stakeholdeosjging the rationale for this particular

study and the analytical approach taken.

Finally section six offers a perusal of the literatin relation to philosophical
epistemological approaches and is helpful in justg and placing this research within the
interpretative paradigm.

How do People Learn?

Theories about how people learn have evolved over and can be broadly assigned to the
psychological categories of the behaviourists erdibgnitivists and most theories seem to
borrow from both (Schunk,1996). Differences in di#ifons exist but recent texts seem to
agree that learning is abowr enduring change in behaviour, or in the capatotiehave

in a given fashion, which results from practiceotiner forms of experience8huell, cited
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in Schunk (1996: p.2). Heregenhalm (2001) descide®ing as an ‘intervening’ variable
where the independent variable is some form ofudtimresulting in learning and an
observable change in behaviour. The response isasethe dependent variable. Learning
itself is inferred from observable change and a&egksn verbalisation, writing, action etc.
Breaking down Shuell’s definition leaves us witlm@ambiguities, Shuell mentions
“capacity to behave’'implying that a change in behaviour may not beniediately
observable. Enduring change'thisinvolves the capacity for sustained change, not
momentary, yet he says we also have to accoumiafioral memory loss. The change in
behaviour resulting from experience or practice &las to discount behaviour that occurs
as a consequence of heredity influences. Thesamxijpbns suggest that our current
assessment of learning is still quite nebulousfal@f caveats. We may or may not
observe a change in behaviour, we cannot prediotescribe when that change may take
place and we are unclear about when change isodihe environment or innate factors,

especially when the interaction of both is requii@dchange to occur.

Behaviourists, see for example Skinner, (2005)@ghitivists, see for example Ausubel,
Novak & Hanesia (1978) agree that environment ardgmal differences both play a role
in the learning process. Behaviourists however esigk the potential of the environment
and cognitivists focus more upon personal cognpraeesses Schunk (1996) for
promoting learning. Both schools of thought algatrithe role of memory and motivation
to learn, differently, which has a significant ingpan what might be considered effective
teaching. The behaviourists believe in regularm®®Eement and review to maintain
memory and motivation, whereas the cognitivistatgbe importance of how material is
organised and related to existing knowledge forehbeecall and also take into account,
factors such as: the setting of goals, self effiatd outcome expectations as factors

affecting motivation (Schunk 1996).

In the early sixties Bruner (1962) a cognitive thi&toadvanced the notion of discovery
learning where learners develop cognitive funcpoogressively by being exposed to
directed activity and moving from the specificscalise and effect to generalisation. Critics

of this approach suggest that prior knowledge ceha@ssumed and that discovery in
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itself has to be linked to what is already knowntfee learner to identify the most
appropriate outcome. Ausubel et al (1978) in the $axties proposed ‘meaningful

reception theory’ where learners should be givemgial overview or ‘advanced

organiser’ explanation of the whole to aid relasibinkages. Learning becomes

meaningful when the tutor uses ‘expository teachpngsenting new information related to
what is present in long-term memory. It has beawshthat advanced organiser techniques

positively promote learning transfer Schunk (1996).

Educational constructivists Kolb (1984) througtBiggs (1999) suggest that thinking is
largely constructed through and out of experierfcgtoations. Social constructivists focus
on the importance of social interaction in shapeagning. Alternatively situated cognition
proposes that learning is the sum of cognitiorfectd, behaviours and environments, in
any given situation. The other assumption undeipgoonstructivism is that we all have
‘implicit theories’ about how we learn and thesa ba positive or negative affiliations that
aid or inhibit further learning. Vygotsky in Schu(®96) built on constructivism
contending that unlike the rest of the animal kimgchumans are not simply recipients of
the environment but we change and manipulate ipH&sising the interaction between
persons and their environment as a basis for legime coined the term ‘dialectical
constructivism’. Many aspects of our environmemt roducts of culture. Vygotsky
advances that learning is culturally bound andpsaauct of internal processes interacting
with the environment, thus integrating the behasigiand cognitivist schools. Building on
this, is the idea of concept learning where we ga®e something as a set of related
characteristics. Two different perspectives of eptdearning are proposed. The first views
concepts as an understanding of the heuristicatindutes of the situation and the other
view is termed the ‘prototype theory’ where the ogpt is formed based on similar but not
exclusive attributes. Implications for teacherssarggested asdefining concepts and
specifying the distinguishing attributes and stgtirlevant examples(Schunk, 1996: pp.
191-232).
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Although all slightly different, a picture of pob& effective teaching strategies is
beginning to emerge, such as: building on previowsvledge and experience; linking

concepts; looking for similarities and so on.

A useful theory particularly relevant to the leagpiransfer debate is about the relationship
between conditional knowledge and meta-cognitiamudedge is categorised into
declarative — knowing that, procedural knowleddeewing how and conditional
knowledge — knowing why and when (Biggs, 1999). Mebgnition is explained as using

all three types of knowledge, declarative, procetland conditional systematically to
inform our ability to understand how we are leaghamd to decide on the most effective
strategies for the taskMeta-cognition refers to the knowledge, awarenegsa@ntrol of
one's own learning’Case & Gunstone (2002: p.18%sing meta-cognitive strategies is not
necessarily automatic and teaching learners hdeato has been shown to enhance overall
learning. Teaching meta- cognitive strategiesasheng how to learn and this is at the heart
of the debate about learning transfer. Is trangfalty about teaching learners the process
of how to transfer what is learnt or is it abowtdieing what content is needed to transfer,

the crux of the issue could be construed as proegssis content.

The main premise of this investigation is that héag must be applied if it is to be of use to
us, situationally specific knowledge and skills eppto be of little utility if progression in

understanding is the goal.

In summary, different theories about learning hewelved and changed but remain
complex. It seems there are specifically label@@s$yof knowledge and it takes all of these
forms of knowledge to apply or transfer what wehed his study advocates the
importance of ‘transfer’ as being at the hearteafrhing and will later discuss in more
detail how this relates to what is termed meta-dagn

Learning and skills: Is there a Difference?

Academics in the eighties challenged what was asegovernment interference and the

rhetoric of vocationalism Palmer (1986: pp.37-4d¢ned what he termed ‘skillsology’
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versus culture accusing the policy makers of belegns-ended utilitarians, denying
learners credit for anything other than what is destrable:

And it is this exploration of meaning, this libecat from the present, which a
traditional education in general - and an arts edtion in particular - makes
possible. It is a possibility which is precludedfe time and motion philistinism of
skillsology’(p.44)

Research in the early nineties and also in 200@aepl to agree that the language of skills
and competence was rooted in the ascribed sodat@nomic value of a ‘technocratic
ideology’ Norris (1991:p339) and (Barnett, 2001 rta& Palmer, 2000; Jessup, 1991;
Spenner, 1990; Vallas, 199@ociologists in particular voiced concern regardimgover
simplification of measuring skills for operationalrposes and the myriad perspectives:

Because researchers have used widely varying ctinosg@nd measures of skill,
the empirical literature is rife with inconsistesad contradictory findings that

point in several directions at once...for skill esch can have massive implications
for public policies, as seems implied by the corapler worth of literature
(Vallas,1990: p.379).

Cree & Macaulay (2000) go further still
Recent epistemological debate suggests that toaditivays of conceptualising
'knowledge' and 'skills' as separate entities hesnbmisleading, and this area has
been re-conceptualised under the general rubriknmiwledge. Knowledge involved
in action or while undertaking a task includes cepitial knowledge (knowing that)
procedural knowledge (knowing knowledge) and sgjiatknowledge (knowing
what to do wheifp.9).

Broader debate about the integration of vocatiandl academic learning acknowledged

the feasibility of the integration of ‘simple’ mattype skills and knowledge, but posed

guestions about higher order learning and skilswhk it possible to call ‘problem

solving’ a skill when it requires high levels ofgrative activity. Some have argued in fact

that there is no clear distinction between knovand doing (Blass, 1999; Brown & Scase,

1994; Hinchcliffe, 2002; Jessup, 1991; Kivinen &teila, 2002). Focusing upon the role

of higher education Kivinen and Ristella assert gkal development on its own, will

never be enough

Even the highest form of education can no longdy entail the development of
disciplinary skills that are rather narrowly sees aognitive, but also the
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acquisition of a variety of habits that comprissgbsitions and ways of acting
(p.424).

In a small empirical case study of students in @igikducation, Tait & Godfey (1999)
introduced a unit of core skills for all level osteidents at a university. They reported that
the notion of generic skills was in no way helgfuteaching and assessment in higher
education and that, students also needed to pratitisipline specific skills so that they

could see the relevance and intended application.

In a more recent study with students Lucas, Cogu@ace &Milford (2004) found that
students themselvémld tacit notions of skills development and agged skills, relating
them more closely to personal attributes that aregarally and over time, and unrelated to

the specifications of skills on their courses.

Taking a slightly different view Hyland (1997) aki¢hitson (1998) focus upon the
emphasis made by the policy makers on the trarsfigyaand generic nature of skills and
both critique the validity of the assumption. Hydan ‘Skills that fail to travel’ (THES,
1997) says thatidecause there is no common agreement about whatittdes skill the
debate is fatuous and redundarafid Whitson argues that the whole skill debatdieap
deficits in both students and the system and that:

Successful skill transfer is evidently not simple about using previously acquired
skills in the same, or similar situations. Oate892, p238) argues that transfer
always involves 'adapting an old skill to a newaiton' and cites Piaget on the
way 'effective performance and learning emerges fan interaction between our
existing skills, constructs, etc. and a new taskitration. Learning involves
adaptation and conflict; transfer is itself a leamg process(p.319...

Dearing's 'learning to learn' could be read as Heiag to transfer', to apply
knowledge, understanding and skill to new situatidrne question is whether it
will lead to a search for the 'real' transferablilis, or re-direct attention to the
learning process itse(p.3149.

The question about skills and/or learning trangfditg is supported by some
educationalists who contend that transfer is d skitself that can and should be taught
(Misko, 1998; Shepherd, 2000)jolley & Murphy (2000) suggest that
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transfer should be thought of not as an event bt eontinuation of the learning
process — a link between previous and future legyinen it may not be too much
of an exaggeration to suggest that learning to sfanlies at the heart of lifelong
learning, and the ability to transfer is the essepnt what it means to be a lifelong
learner(p.19).

In this line of thought the notion of transfer ovites any particular skill and is seen as

central to the learning process.

A related perspective is offered by Fettes (20009 wiscusses the socially constructed
nature of skill, less in a social and economic eaargd more as negotiated meaning. A
substantive proponent of this view is Holmes (H&nm94; Holmes, 1998; Holmes,
2000a; Holmes, 2000b; Holmes, 2002). Holmes questioe meaning of skills and the
explosion of skills in the language of educatiod amployment; he suggests that skills can
be distinguished through different discourses, i.e.

* mundane, everyday, colloquial discourse

» political economic

* pedagogic — form and process of curriculum
* personnel and human resource management
» scientific psychology

In these articles he discusses the plethora sfdistt models of skills and the lack of a
coherent collective understanding. Holmes saysskiis should be conceived through
mediated understanding between the employer amiigt@—in thg@ractice — identity
model. Graduate identity lies in the interaction an@iptetation of expectations that are
performed in practice. He explains that graduagatitly is formed from the interaction
between the organisation and the individual anctibger the graduate can articulate the
cultural language of skills the closer the aligniisgtween themselves and the perceived

expected skills desired by the organisation (Holr2680b).

The learning/skills debate lives on and continweshiallenge, amongst other issues, the
language of skills, the existence of skills andaksumption of learning transfer.
The contention in this study is that it appearbeawery difficult to differentiate or discern

the difference between knowledge and skills intr@fato learning, from the literature. Due
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to this, this research will treat ‘learning’ andilss’ as a homogenous entity although it is

fully appreciated that the discussion surroundimg issue would be a thesis in itself.

Learning and Skills Transfer

It is widely accepted and acknowledged that trarisfa complex and difficult area that
still needs further exploration (Bennett, DunneCé&rre, 2000). Many perspectives will be
discussed but it can be seen that our knowledgraadfer remains limited and lacking in
overall agreement. This lack of underpinning theway left an important gap in
pedagogical understanding and application.

In a relatively recent and uniquely comprehensex on teaching for transfer edited by
Mckeough, Lupart & Marini (1995), the introductistates that,

Transfer of learning is universally accepted asutienate aim of teaching.
However achieving this goal is one of teachingstrfaraidable problems.
Researchers have been more successful in showimgédmple fail to transfer
learning than they have been in producing it, aeachers and employers alike
bemoan student ‘inability to use’ what they haaned(p.vii).

However some empirical data, across a range ofatidonal contexts (Perkins, 1991;
Perkins & Salomon, 1988; Perkins & Salomon, 1988rkias, 1995; Reboy, 1991;
Thomas, 1992), suggests that transfer does ocadrtlaat certain teaching practices
promote transfer of learning much more than oth&ngs point is discussed further in the

section on exploring empirical investigation inéat¢hing for transfer.

Most of this learning and skills transfer researatw somewhat dated, has been collected
by cognitive psychologists often rooted in the iiads and methods of the positivist
paradigm. (Mckeough et al (1995) pose the questdhat research paradigms should we
use to learn more about teaching for transfp?3). Like Ellis (1965), McKeough et al
raise the issues of what to study or investigaieJeéarner, the task or the context. The list
of what to investigate in relation to the transiétearning and skills grows longer,
attracting different types of investigation andctjiines. These include: psychology;
education; and human resource development researdiee main issues raised are
discussed below, taking each discipline in turintegrating these where linkages or
contradictions are apparent. Psychologists arbomiogenous in their school of thought or
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approach, although there is some evidence of lthi@vergence over time. In the early
twentieth century the stimulus-response S —R pdggigis such as Pavlov, studied
similarities in stimulus. Gestalt psychologistsused more on looking at perception and
motivation of the learner and whether these pelsdraacteristics affected the ability to
transfer. Developmental psychologists concentratedow learners acquired previous
experience and how this is used particularly iatreh to forward and backward reaching

transfer.

Historically the behaviourists, such as, Chi in Mokgh et al (1995) understood learning
transfer as occurring where the learner identigiedilar features or circumstances in a
situation, this was called identical elements tiie®he problem with this view was how to
discern how similar the elements need to be andrhany elements the learner needs to
recognise to transfer learning to another situat@her early theories included mental
discipline where it was believed that certain gioes can ‘borrow’ more readily from
similar disciplines and the concept of generalisatvhere the learner will transfer the
response to a similar stimulus in a different gitwra These early theories are not currently
dismissed. Rather they have been assimilated ligtitlg more complex theories derived
by the cognitivists through empirical investigatidmansfer is not an automatic activity and
mostly seems to involve the use of conditional kieolge, as previously discussed, that is,

the learner has to understand and invoke meta-tegstrategies.

The phenomenon of transfer is not a single entitydifferent elements have been
identified. Royer (1986) in Schunk (1996) distirghed between near and far transfer and
literal and figural transfer. These concepts imphar transfer occurs when similarities in
learning and the context are apparent, later tersiedited cognition theory. Far transfer
occurs where there are only a few ‘hooks’ for #rher to recognise. Literal transfer is
when the actual same skill or knowledge transfees mto a new context and figural
transfer is where the learner generalises theilegto other representations such as, the
use of analogies or metaphor. Salomon & Perkin8LBh their seminal work on transfer,
discuss notions of low and high road transfer. Higgrd transfer can either be backward

reaching or forward reaching. They suggest thadnpting constructivist teaching type
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methods: drawing on previous experience or knovdetigckward transfer is more likely
to occur. They also recommend using analogies,uragng abstraction and explicitly
encouraging meta-cognitive strategies/heuristiqggomote forward transfer. Low road
transfer only occurs when practice is somewhatraated and opportunities to apply to
varied situations are present so that triggersearecognised. Salomon & Perkins (1989)
also cite some convincing experiments where stsdanight content knowledge versus
students taught meta-cognitive strategies respdgtshowed significant gains in
understanding (p.127).

A very comprehensive empirical study of transfeleaining using a range of methods to
measure different aspects was conducted by thénpkgists Pennington, Nicolich, &
Rahm (1995) who concluded that learning by rotediers to highly similar problems but
learning by understanding, results in transfeess Isimilar or novel problems. The writers
contend that identical elements theory has progtessinformation processing concepts
and declarative knowledge elaboration is underegéthdue to the current emphasis on
skills transfer being interpreted as proceduraidfar. Hammouri, (2003) an
educationalist, also undertook a relatively largaes (n=178) experimental investigation of
student cognitive and meta-cognitive strategieswhkbncluded that meta-cognition as
relative to holistic and analytic problem solvirtgasegies is indeed very complex,
incorporating a wide range of variables positivatyl negatively correlated with both types
of strategies. Hammouri outlines the range of sgias previously identified by other
researchers, as: looping and anti-looping heusistieans end analysis; forward and
backward; generate and test; holistic and analggicalling analogical problems; formal
algebraic; decomposing and simplifying (p.527). thiése strategies are strikingly similar
to those discussed earlier, from the fields of psl@gy and education and also authors
such as Reboy (1991); Salomon & Perkins (2003)Sirepherd (2000) — to name but a
few. All of whom have worked to promote learningrtsfer. Hammouri (2003) concludes
that:

Whilst it is impossible to define an ideal probleatving or thinking process for
every problem solving context, it is safe to say ¢huniversal pre-requisite for
problem solving is to equip students with a repegtof de-contextualised
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strategies, processes, types, images and metatirairean be used to help frame
different dilemmagp.585).

The psychologists are in agreement that utilistngtegies for transfer can be complex,
difficult and lacking in endurance, impeded by nnterstanding which strategy to apply.
The ability to transfer by the learner can alsanbébited by not being aware of how to
modify for different contexts, not perceiving theasegy as relevant or not having the
opportunity to apply the strategy in alternativeigiions. All these aspects have serious
implications for the educator regarding how to litate transfer of learning across
contexts.

Turning to the educationalists who perhaps prebigticus more on the practical methods
that teachers should use to promote transfer, Rtfyanders (1997) advise that learners
need three levels of instruction and practise toédwss their meta-cognitive abilities. First is
the acquisition phase — learning the content, sigerthe retention phase, further
encouragement to recall and practice again andlyttine transfer phase where participants
are actively encouraged to apply the learning t@ situations. This may sound somewhat
simplistic and others have attempted to explicateensophisticated approaches. For
example Brown, Collins, & Duguid (1989) all discubke situatedness of learning in terms
of acquiring new knowledge in context and the retatl and socially constructed nature of
learning. These authors suggest the uptake of thiegtterm cognitive apprenticeship —
promoting learning within the nexus of activitypt@nd culture and encouraging
collaborative learning engaging in social interactand the circulation of narrative, all
provide a rich learning environment. Essential salient features of the ‘teaching’ for
transfer process, they suggest include collectreblpm solving, displaying multiple roles,

confronting ineffective strategies and providindlaoorative work skills (p.40).

Down (2005) focuses on teaching practice in gerardlsuggests:

that a shift in teaching practice is essentiak#iners are to be actively empowered
to learn in ways which reduce their conditioned elegiency on formal learning
tools and ritualised events and develop their cégdor lifelong experiential and
investigative learningp.2).
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Down is advocating here for a student centred agmtrdf transfer is to be achieved. She
also argues that transfer can be spontaneousfeus ob real evidence or explanation
except to suggest that it may occur as a resytptlement. Her argument seems rather
self contradictory as on the one hand, she ardniaddarning transfer is an integration of
different learning theories requiring the learreedéconstruct and reconstruct
understandings within multiple frameworks and wheeelearner discerns difference,
transfer can occur yet on the other hand she stgyties the process can occur
spontaneously. This explanation implies a careftifted learning experience laden with
problem solving scenarios to develop meta-cognimnch less than a spontaneous
occurrence. Although her argument seems rather witiakately she concurs with Brown
et al (1989) suggesting that, requiring the leatogruzzle and search for solutions will
stimulate transfer.

Two other studies by educationalists would seenttwasf note. Both studies have
targeted student perception of learning and gldhdfer. A recent study by Burke, Jones, &
Doherty (2005) set out to assess student perceptibthe knowledge and skills acquired
during their undergraduate degree programmes aeddioate the perceived effectiveness
of the strategies adopted in respect of learniagstier. The study used a survey instrument
(n=116) administered to level 3 students acrosssimdlar courses. In essence, the study
identified what students perceived that they hadnled to transfer: communication skills
(oral and written) (38%), interaction with othe®l1(5%) and applied knowledge (31%).
Generally students struggled to identify what siy&s they used to promote transfer. The
study suggested that further research should foxre on the process of the outcomes of
skill acquisition and transfer, such as the leag@nvironment and fidelity of course design
- similarity in learning task to projected desiaggplication and also recommends the use of
mixed methodologies.

Thompson, Brooks, & Lizarraga (2003) also educatiists investigated transfer of
learning by interviewing students on a distancenieg course in Human Resource
Development (HRD) and triangulated the student bgtiaterviewing workplace

supervisors. Both students and supervisors reppusittive transfer to the workplace.
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Similar to Burke et al (2005) they found transfierfome extent) of communication skills,
leadership and team building, HRD discipline sk#dult learning principles, research and
evaluations skills and professional developmentepts.

It seems there is some evidence of perceived gap§ivhat might be termed the ‘soft
skills’ from the learning context to the transfentext. Thompson et al (2003) and Burke et
al (2005) both conclude with recommendations fothker research into teaching methods

and teaching style — as partially addressed bysthigy.

Following on from this educational study of HRDdguat professionals, the field of human
resources (H.R) has a notably established histonterest and investigation into learning

transfer.

In 2002 the Association of Human Resource Developiroemmitted significant coverage
of the issue of learning transfer at their annoaiference in Hawaii. Cromwell & Kolb
(2002) focused on three elements in the work enwirent: organizational support,
management support and peer support, collected sumvey administered thrémes over

a year-long period to facilitate tinseries analysis. They found that management support
was the most significant variable after 1 yeathim job to positively influence learning
transfer. Kupritz & Reddy (2002) compared learnemgironment to workplace design,
utilizing content analysis techniques of interviewkey found that particularly where
work/job roles required concentration/reflectiort sorprisingly open plan offices were not
conducive to transfer of learning. Enos & Kehrh&?®02) sampled managers in the
workplace and investigated the relationship betwesmsfer of learning, proficiency, work
environment variables and informal learning. Thegauded that managers learn most via
informal learning and that management proficierscthe product of informal learning, they

claim the transfer process is moderated throudhresglilation (p.25).

Much of the H.R. research seeks measurement antios. Prior to the H.R. conference,
Holton, Reid, & Ruona (2000) developed what theyne=l a generalized learning transfer
system inventory (LTSI). This instrument attemjotsrteasure all factors; the person, the

training and the organization.

27



The article discusses the development and tesfitigecconstruct validity of the instrument
and is self critical of not measuring work attitadend personality. It suggests the
instrument should allow H.R. practitioners to meadwansfer thereby shifting the research
emphasis to effective interventions that promatagfer. They concluded that climate and

job ability are the most influential variables.

Noe (2000) criticizes the LTSI for ignoring preveoempirical studies that collectively
show that supervisor support, peer support andatéirare positively related to transfer.
Ruona et al (2002) took the work on LTSI furthe2B02 advancing the limitations of
LTSI as a measure of training outcomes and thexednly serving as some indication of
participants’ antecedent ability and motivation ¢Ra et al, 2002). Ruona virtually
dismisses the instrument she helped to develogestigg participant reaction is a very
poor indicator of transfer and that learner utiétyjoyment is a better indicator of transfer.
It seems the eventual conclusions of the HR spstsare that there are limitations of
survey instruments in measuring transfer, dueeovést number of variables, requiring

many controls in the research design.

Studies of learning transfer from a psychologisatiological, pedagogical or H.R
organizational perspective offer a mix of analyaed outcomes offering tentative
suggestions about the how and what of transfes iBhoften justified by the stated
complexity of the subject and further differentthtey adopting different paradigmatic
interpretations and assumptions. If there are desagents about how much learning
transfer can be achieved and by what means, teerassto some agreement that it is

difficult and complex in terms of what is trans&trand by how much.

Suffice to say knowledge of learning transfer isvgng but it is questionable whether this
has achieved coherence or consensus. These areaessarily pre-requisites for theory
formulation, but the lack of coherence and consegsatinues to limit understanding or

inform pedagogical practice!
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Many empirical studies have taken place and hamergdly confirmed some of the
propositions discussed, such as: the existencaddidferent types of learning transfer; the
range of probable effective teaching strategiesjriiportance of promoting learner meta-
cognitive processes and that some ‘skills’ seetratwsfer more readily than others. These

empirical studies will be explored more fully iretfollowing section.

Empirical Findings Related to Teaching for Transfer

The majority of the research in this area appeabetderived from educationalists
adopting a social scientific empirical approachnylatudies assume constructivist type
principles of building upon previous learner expage, see for example (Perkins, 1995).
The majority adopt a pragmatic approach concengain the task, as in, how the learning
is designed or assessed (Reboy, 1991; Thomas,.108®rs have tested aspects of the
learning environment focusing on the learner canéeslumbo, Sadowski, & Walsh
2000). Some studies offer generic methods or ppiesifor teaching to promote transfer
Shepherd (2000) and others centre upon specifior&am the learning process (Calais,
Belk, Larmon, & Sparks, 1999). The majority of therature occurs in the nineties but
goes back as much as 20 years ago with the oddg atuakcent as 2002. As the research
unfolds it is possible to identify similarities ihe findings and recommendations, see for
example table one. This section ends with a sumfatye most commonly cited teaching
strategies which will be re-visited to inform theadysis of the data relating to teaching

practice in chapters four and five.

Returning to the seminal work on learning transfgSalomon and Perkins who advocate
that intelligence can be learned, they suggesspkeific teaching techniques of ‘hugging’
and ‘bridging’ to promote transfer (1988, 1995).idto the theory of zone proximal
development as posed by Vygotsky and developeddrgdd in the use of ‘scaffolding
techniques’ Mercer (1991). Hugging is describethagutor actively using previously
learned content and applying it to a new situatsanstimulating low road transfer.
Bridging, Salomon et al suggest, should be useddet the conditions of high road transfer
that is, mediating the processes of abstractioncandection making, by explicitly

highlighting the underlying principles behind aIpiem and generalising these to a range of
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situations. An interesting discussion by Lauder &/Rolds (1999) about practice to
practice and theory to practice transfer as appbetie nursing profession reiterates
notions of meta-cognition and situated learningitir to Salomon et al they also suggest
two specific instructional vehicles for encouragtransfer, namely the use of metaphor

and analogies.

In 1989 the Educational Resources and Clearinge€€BRIC) invited an annual review of
the theory and practice of teaching for transféisTwas conducted by Batterfield &
Nelson, (1989). They offered a comprehensive eignaty explanation of the theories and
mechanisms associated with learning transfer, ascbommon elements theory; elements
as schemata; and more recently, information pracgs$iseory. Understanding of transfer
mechanisms has also progressed from simple to staqatied; from conditioned association
to assimilation and accommodation to complex cogninechanisms. Batterfield and
Nelson also suggest that, it is not the fault eflgarner if she/he fails to transfer but the
failure is caused by ‘disabled’ teaching practiddsey advocate as a minimum the
encouragement of inferential reasoning and metaitiog activities. They finally raise
guestions for particular fields of research, foueational research they s&yhe extent to
which educational practices reflect current coneeqps of transfer is unknown..... and

..... Are any aspects of classroom teaching desigmedfgally to promote transfer”

(p.28), questions of particular relevance to tesearch.

Two educationalists from the U.S.A in the earlyaties undertook quite different empirical
studies but there are fundamental similaritied@irtfindings and recommendations. Reboy
(1991) reviewed a number of empirical studies #uaipted the ‘functional context
education’ model which, advocates teaching readimgmathematics skills in contexts that
are relevant to the individual, drawing upon le@sprior knowledge and using ‘real life’
situations, tasks and materials that the learngreanaounter after training. In studies
ranging from army training to primary aged schdaldren the experiments showed gains
in general and specific literacy skills. Reboy (1Pgoes on to suggest a list of practices
she believes improve learning transfer. Similaflygpmas (1992) conducted a very

interesting study teaching parents a range of pageskills. The study comprised 31
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parents drawn from 5 different sites. It conclutleat utilisation of specific teaching
techniques achieved high road transfer. The stelytified 4 principles, based on the
transfer of learning research and cognitive thelay it recommends can be used for
guiding curricular decisions; instructional devetggnt and teaching practices in ways that
support transferable learning. The following tatdatrasts their recommendations and
highlights some similarities.

Table 2.1 Comparison of recommendations/observatian

Reboy,1991 (pp.1-17) Thomas, 1992 (pp.4-35) Contangn

Introduce maintaining Much of vocational education Focus on the general
contingencies — As studentshas emphasised behavioural not the specific both
identify a relevant positive | task analysis but this does noin terms of

example further integrate | provide the kind of application and

this into their experiences. | information needed to supportabstractions
instructional development that
enhances high road transfer.
This is because of the focus
on the observable behaviourgl
dimensions of transfer
situations only emphasises
surface features.

Use common stimuli — If | Create in the learning Enable learners to see
students are likely to come| situation fidelity to transfer | similarities in
across materials or situations — create the same| different situations

situations in work settings | kinds of mental processing
then use the same stimuli | during learning to reflect the
same that transfer situations

may require
Use sufficient stimulus Emphasise intermediate level Apply processes
exemplars - use many knowledge in curricular across numerous
examples for same situationdecisions - Intermediate situations

eg if writing in sentences | knowledge is domain related
ask children to do this in all and relevant to numerous
lessons. situations and problems. This
knowledge is critical to high
road transfer, and can be
abstracted and connected to
new problems.

U7

Train loosely — make loose| Reflect the complexities of | Encourage multiple
not rigid connections get | knowledge and its applicationand critical
students to think critically | in diverse multidimensional | applications

about the problem as contexts, problems and
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opposed to the content of | situations - flexible

what they just learnt. knowledge is connected to
many different circumstances
and problems, making
connections and restructuring
encourages appropriately
complex understanding. Over
simplification of knowledge is
to be avoided.

Promote precision — Calais, 1999 — screen
learners should be able to
identify a range of situation
to apply learning and thoughts?
importantly to also know
specifically when the
learning is NOT applicable.

out distracting

[2)

Stimulate and challenge the | Calais,1999- self
students to transfer their efficacy

knowledge during learning | Lim and

and support their efforts to dp Johnson,2002- Goal
so on their own - because highlirected — learner
road transfer is intentional | motivation

learning transfer, it depends
on a stance of self-
directedness. Self directedness
has to do with learners
monitoring themselves and
viewing themselves as being
in charge of their learning
rather than expecting others,
such as the teacher, to direct
them.

The table appears to show that there are commahitepstrategies that can enhance

learning transfer.

Further, Thomas (1992) flags implications for ediscaas we currently know it:
» Teachers are not trained to apply these principlésct the opposite is true.
» High road transfer is a relevant priority for vdoatl education and for those interested

in integrating vocational and academic education.
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* There is a need to develop ways of assessing ératdé learning — assessments need
to detect complex and deep understanding, integratiexibility and reconstruction of
knowledge (pp.61-63)

Also in the early nineties research was takinggiadhe U.K in response to policy
changes about youth training and employment praciéolf, Kelson & Silver (1990)
undertook aspecific study across 56 youth training programfoessing upon particular
skills, the training provided and how the skillsrei¢ransferred. They used four different
vocational groups, some of which were given tragrspecific to their own occupational
area and others who purposefully received veryeddraining and a group that received no
special training serving as a control group. Effarere made to replicate working
environments and situations for all participantse Btudy concluded that the more varied
the training, the more the participants were abldégal with general problem solving and

transfer to a wider range of contexts.

In 1995 Mckeough et al edited a text incorporatihgpters from different educational
researchers and practitioners focusing firstlylfendvolution of research and understanding
about transfer and then on different elements ofessful teaching for transfer strategies.
Significantly all writers suggest that generalisatof learning is the primary key to

transfer. Divergence of opinion comes over whe#xglicit explanation of how to transfer
learning is a necessary prerequisite alongside dederstanding or whether deep

understanding in itself is enough to achieve transf

In 1999 Chen & Klahr (1999) undertook a significantpirical study of 87 school children
across a few grades testing how children acquitenaain-general processing strategy and
generalise it across various contexts. They te3wifferent teaching approaches: explicit
training within domains plus the use of probing gfiens, this promoted a basic transfer
strategy; using probing questions on their owrs fiowed no transfer effect; direct
instruction about how to generalise to other caistethis improved the children’s ability to
generalise and facilitated conceptual change inailoiue to promotion of conceptual

application. From their research it seems thatiexptaining/instruction in generalisation
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is most helpful to transfer. They also discoveret ability to transfer in general improved

with cognitive maturation.

Hattie, Biggs, & Purdie (1996) carried out a metalgsis of 51 studies aiming to enhance
student learning via a number of interventions.yltegegorised the results following
Biggs’ taxonomy of 4 hierarchical sequentially ingive categories of learning, contrasted
in a matrix with near and far transfer. They codeld that far transfer and higher order
learning appear to be related and that learningeggrsimilar task domain and promotion
of learner activity and meta-cognitive awarenebksaitribute to higher order learning
(p.99). They advocate the incorporation of ‘strgtegaching’ as integral to all learning and
not to be separated from content.

The students will need to know what those strasemie, of course, and also the
conditional knowledge that empowers them: the lwawven, where and why of their
use. In other words, effective strategy trainingdraes embedded in the teaching
context itself, a conclusion that has profound iogtlons for future research,
development, and application in strategy train{pgl31).

Hattie et al are supportive of situated cognitidrials emphasises the idea that much of
what is learned is specific to the situation inevhit is learned (Anderson, Reder, &
Simon, 1996). Different researchers interpretithidifferent ways from facilitating similar
elements of the learner context to promoting thiglgtrategies such as meta-cognitive
awareness. In a complex but specific study Griffia95) investigated the transferability of
map reading skills whickxplored the comparative effectiveness of two uditonal
methods, one based on the tenets of situated cogaitd the other a traditional classroom-
based presentation. Two classes of fourth gradens & university research school
completed instruction in map skills. Following insttion, both groups completed
assessments, one of which was designed to assésfder of knowledge. The situated
cognition group performed significantly better twe far transfer test than did the
traditional instruction group. Anderson et al (1p86a review of the literature on situated
cognition suggest that, whilst the theory has hessiul, it is overstated and the claims
made are not adequately substantiated in the rksdRerhaps it is more a reflection of how

situated cognition is conceived and operationalasgdiscussed above.
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Interestingly, thus far the literature search haslpced only two studies that have adopted
a more qualitative approach and both have focuped the skill of understanding meaning
within written texts. Pressley in (McKeough etE395) worked as a participant observer in
classes using different instructional strategiesssa range of schools. Each strategy is

carefully described and evaluated, but emphasi$esua on process rather than content.

The other research is by Butzkamm (2000) as aipoaer teaching languages he
experimented with techniques that moved studenss/dmm being ‘drilled’ with content
repetition to what he terms the generative prirsgprocess| applied to discourse. He
concludes by asserting that his methods are th¢ effestive in leading students from
sentence formation to conversation, hence promatargfer of learning (p.158). Although
both of these studies adopt a qualitative apprgastification and philosophical

dimensions are noticeably absent.

Other specific studies looking at meta-cognitiveelepment have concluded that aspects
such as learning environment can have a suppatidetrimental effect. Case &
Gunstone (2002kuggest cover less uncover mdrg.463). They found that changing
assessments from the time constrained type to fdega approaches e.g. reflective logs,
encouraged conceptual change from surface to @aepihg approaches. Two factors
which had a detrimental effect to deeper learniegasheavy workload and time pressure in

assessments.

Pursuing a slightly different agenda, but also rég@ assessment tasks Rawson (2000)
argues against the political discourse of gradskitls and advocates the most important
skill as that of ‘learning to learn’ or becomindfsevare of how we learn, a meta-
cognitive activity. He posits that current assessrpeactice propagates dependency,
militating against meta-cognitive learning. He aclves that students should be an
essential collaborative component of the assesspnecgss if they are to take ownership

of their own learning.
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Taking the notion of meta-cognition and factorgedlito transfer, two studies which have
interesting linkages in terms of the findings asdai> et al (1999) and Lim & Johnson
(2002). Calais et al in a comprehensive reviewhefliterature suggest greater transfer is
achieved by four factors: the learner having thewedge of when, how and why to apply
a strategy otherwise referred to as meta-cognitearer perseverance and self efficacy;
the ability to screen out distracting thoughts; diegree of learner declarative knowledge so
that requisite knowledge can be activated and epgpt the new problem (pp.15-20). Lim
and Johnson (2002) conducted an in depth invesiigatto trainee perceptions of factors
that influence learning transfer with HRD professils in an international organisation.
Using a mixed methodology of time series intervieskmcumentary analysis and self report
guestionnaires they examined three different aspbarning content, trainee
characteristics and work environment factors. Earing content — greater ‘far’ transfer
was achieved by teaching concepts, general theamgprinciples rather than specific
knowledge or skills. In the case of trainee chandstics, those trainees who had pre-
planned relevant goals were more likely to achtagber transfer. For work environment
having a supportive work environment, especiallyitiga supportive supervisor on
returning to the work environment and opportuniteapply learning, resulted in increased
transfer. Both studies suggest: the teaching afesjres and principles; that learner
characteristics such as perseverance and goagsate important implying a link to

learner motivation and that a level of pre-existingwledge is more likely to be activated
in applied situations. Shepherd (2001) quotes Gamepn highlighting the importance of
teaching underlying principles

A considerable amount of research indicates thdividuals are able to transfer
what they have learned, even between tasks the¢ sleasuperficial similarity, as
long as they have understood the underlying priedip.18).

Cree & Macaulay (2000) advocate a whole rangeaafiting methods to promote transfer
and holistic approaches to learning:

This enhances learning and cognitive flexibilitydsgviding a mixture of learning
tasks and processes - a repertoire of possibiltigem which learners are able to
pick their learning procedure. It also enhancesansdgnitive awareness: the
ability to select a suitable strategy for dealinghathe task in hand. ..Transfer of
learning will thus be facilitated by a learning exgence that is well taught and
well integrated with previous knowledge, teachirgghnds which seek to enhance
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the ability of the students to make connectionsangle scope for putting learning
into practice(p.17)

An empirical investigation by Columbo, SadowskiValsh (2000) tested holistic learning
and integrated approaches. They focused attentidkindergarten children showing that
even at a young age in the learning process tegébiriransfer strategies can be effective.
They undertook a comparative studytwbd different sites (kindergartens) to test various
teaching and learning methods. This action resaaatte use of ‘learning centres' to
promote active learning and engagement and holesiting [not fragmented pieces of
knowledge]. They concluded that action learningtygerventions increased transfer of
learning. Others like Misko (1998) in her detaileti comprehensive report to the
Australian National Council for Vocational Educatiand Research agrettsseems that

facts, strategies and relevant applications of éhetsategies need to be taught in tandem”
(p.25).

In conclusion it seems that regardless of the &gelgects or the learning orientation, as in

vocational learning, certain teaching strategiesius unison do promote learning transfer.

Turning to the field of higher education Sheph&@0Q) offers a very specific framework
for lecturers to promote learning transfer. He ssgja number of methods for classroom
practice and proposes six incremental steps thdests need to take in attempting to solve
a new problem; analysis, association, assessndapiation, application, and appraisal and
offers detailed advice on how to take studentsudjinceach step. Like Rawson (2000)
Shepherd says it is not the transfer of skills #ratat the centre of the issue but the skill of
learning how to transfer.

In an important sense transfer resides in the pgrsot in the skill. It is a personal
quality rather than an attribute of the skill thame acquires. This implies that:

- training for transfer should involve personal éé&pment rather than simply
skills acquisition

- learning to transfer should be seen as a contusuyarocess, not as a one-off
event(p.18).
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In summary it seems there has been quite signifiesmearch into teaching practice and
what practices best promote learning transfer. @seems to be common agreement that
transfer is promoted through teaching strategieh as:
» helping learners to infer learning to other sitoas;
» using techniques such as bridging, hugging, sddifigl metaphors and
analogies;
« for teachers to point out where learning is nawaht to particular situations;
* Encouraging learners to ‘plug in’ to existing knedfje or experience and
generalising from the specific;
» Asking learners to apply learning to many releaoritexts;
» Enabling learners to make connections and idetttgyunderlying principles,

concepts and complexity.

One further element of agreement is the need &xpkcit about when teaching is directed
at developing meta-cognitive awareness and steigtgaching how to transfer or as
Rawson (2000: pp.225-38) contends, teaching legtoimearn. Transfer is also more
likely when the learners themselves set goalssafeegulating and have a belief in their

own ability to learn and persevere.

Yet the issue of transfer within main stream edooal literature appears to be quite
neglected. This investigation starts from a diffeéneerspective focusing less upon the
actual teaching strategies and more on what mayelnd the teaching strategies adopted.
This study aims to offer alternative explanatioslated to the conceptions of learning and
teaching transfer held by lecturers and how tHiscés teaching practice. It is anticipated
that the proposed research will significantly ciintte to further the understanding of
‘learning transfer’ by identifying lecturer concepts and practice that may help or hinder

transfer and contribute to the body of knowledgeutleffective pedagogic practice.
Conceptions of Teaching and Learning

Until relatively recently the research into leagneind teaching in higher education has

been limited. The early nineties saw a small rdghublications on how to teach in higher
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education, (Morgan, 1993; Ramsden, 1992) and (Laxdj 1993) for example. These
texts were all strongly influenced by the phenongeaphical approach taken by
researchers like, Marton and Saljo in the sevewttes in Bruce & Gerbner (2003). The
phenomenographical approach has taken the connspmtraunderstandings of individuals
as the primary phenomenon. The phenomenon is dedistthe sum of all the qualitatively
different ways it is seen, understood and expeedifcom Marton 2003 in Bruce &
Gerbner (2003: p.1). Initial research concentratedtudent conceptions of learning, such
as (Saljo, 1979).

A preliminary but important discussion arises duéhe fact that confusion sometimes
seems to arise in writings concerning phenomendyragecause terms such as ‘categories
of description’ ‘dimensions of variation’ and ‘cations’ appear to be used almost
interchangeably. This has lead to much debatesititdrature, and some like Bowden,
(2000) prefer not use the term ‘conception’ as @ica@me of analysis, as he says
conceptions are relational between the object hadndividual, so the conception is
unavailable to the researcher. He (ibid) suggestgucategories of description’ as they
imply a more temporal and context dependent meaMiagton & Wing Yan Pong (2005)
also discuss difference or discernment as emanasindimensions of variation’, but their
main point in the following quotation is that disement only arises once we have attached
meaning to a ‘phenomenon’ and in that discernmbanpmenographers are looking for

difference or variation.

Marton &Wing Yan Pong (2005) contend that this setorder approach enables the
discernment of variation within conceptions.

Meaning always presupposes discernment and disesrnaiways presupposes
variation (cf.Marton & Tsui, 2004) There is thus discernment without variation;
hence every feature discerned corresponds to aicedimension of variation in
which the objects compared with other obje(ts336)
So in discussing conceptions Marton et al are mefgto the original conceptions that
participants may hold and are apparent in indiMitha@ascripts. Clusters of understandings
across individual transcripts begin to emerge anthese are discerned they form

‘categories of description’. In summary
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The aim of phenomenography is to take differingeggpces, understandings and
characterize them: in terms of ‘categories of dgg@n’ logically related to each
other, and forming hierarchies in relation to giveriteria. Such an ordered set of
categories is called the ‘outcome space’ of thenpin@non concept in question
(Marton, 1994: p.4424). Also cited in (Ashworth &cas, 2000).

The advice offered by Marton and Booth quoted irikd (2005)is that the outcomes
should be parsimonious — i.e. that the criticaligéion in experiences observed in the data
be represented by a set of as few categories ashpe§.323).

Previous phenomenographic research has found betfweeand seven categories of
lecturer and student conceptions of different aispeicapproaches to teaching and learning.

As Marton also suggests above, the categoriessafigion are usually presented as
hierarchical in nature, i.e. each category subsuhegext, although this has not been
exclusively the case. Samuelowicz & Bain (1992)arthat usually the categories of
description are bi-polar and if this is the casmtthe more complex conceptions do not
subsume earlier conceptions however progressiterpator relationships may support
structuring the conceptions along a continuum [fdete here that Samuelowicz & Bain,
(1992) are referring to conceptions but others Bawf2000) would have referred to these

conceptions as categories of description].

Turning to the outcomes of phenomenographical rekearecent piece of research looking
at student conceptions of learning, relevant i®gtudy was by Vermunt (1996) who
examined students’ learning strategies, mental larfdearning, learning orientations,
and interpretations and appraisals of instructiomehsures (p.25). The findings of
Vermunt’s study are salient to this research bezal$ie focused upon meta-cognitive,
cognitive and affective learning activities andhk)subsequently used phenomenographic
analysis of his results. The phenomenographic tgalerof data analysis will also be
adopted in this investigation for two reasons.tecause it is a tried and tested strategy
shown to be valuable in uncovering qualitative aton in experiences of the learning and
teaching context. Secondly while this study ex@aalifferent dimension in learning and
teaching, comparison of outcomes with previousistuthay make the findings more
meaningful. This has been similarly justified byuBe & Gerbner (1995), who said,
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The outcomes of this exploration of lecturers’ @pimons of student learning also
have a number of implications for future reseatféinstly, the value of describing
the same phenomena from the viewpoint of diffepenips is endorsed. Previous
research has indicated that identifying conceptiohkearning held by different
learners in different settings is likely to revaaw' conception§p.3).

For Vermunt (1996) the variation of categorical ogptions suggested four qualitatively
different learning styles undirected, reproductirected, meaning directed, and
application directed. Vermunt concluded that mostructional measures in higher
education do not have the intended effects. Tlesdys is due to the commonly adopted
didactic teaching model and its unsuitability vigigthe encouragement of ‘active self
regulated learning processes’ — or meta-cognitirgegies (p.26). Vermunt advocates
moving all students towards meaning and applicadioected learning styles but suggests
that current traditional teaching practices noyatscourage this but can cause regression

to the reproduction learning style.

In another piece of research by Ingerslev (200B)aaish professor of education, students
and lecturers were studied longitudinally over @rgausing a multi-method approach.
Ingerslev concluded that: there &¢ypes of teacherstransmissive teachers resulting in
reproductive passive students and - dialogic, pm&tative teachers resulting in learner
meta-cognitive development. Interestingly, in tewhthe implications derived from the
findings of this study, he concurs with Vermuntingtthat students changed their approach
to learning according to teaching practice.

"It is intriguing to observe the changes in studélgarning according to their teachers
teaching and knowledge concefip'5) It seems, from these studies that teachiagtice
really does affect student learning style. If tlalgof higher education is independent life
long learning or encouraging meaning and applicdgarning styles, then Vermunt
suggests the general principles of teaching deshiguld be:

focusing on learning and thinking activities, tesxghof thinking strategies situated
in a subject domain, gradual transfer of contrayveloping the students’ mental
model of learning, taking the learning orientatimo account, angrromoting
transfer of learning and thinking strategieppwn emphasis added] (p.48).
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In the early nineties research interest also tutagdachers’ conceptions of learning and
teaching and the scholarship of teaching. Samueio&iBain (1992) postulated that a)
academics will hold different conceptualisationgezfching and b) that their teaching
practice will be based, implicitly or explicitly dhese individual theories and c) that these
theories will be expressed through curriculum dtries, methods and/or assessment.
Trigwell, Prosser, & Taylor (1994) maintained thagearch into student learning to teach
students better learning strategies is not infissaugh to improve the learning outcomes
for students and that in the same way as the @s@ap students, the intentions,
conceptions and strategies of lecturers need stuaked and addressed before we can

expect substantial improvements in approachestthieg (p.76).

Different aspects of teachers’ conceptions have peeviously explored. These include:
approaches to teaching in a specific disciplina gpecific level (Trigwell et al 1994);
lecturers’ conceptions of student learning (Bruc&&rbner, 1995); conceptions of
growing and learning as a university teacher (Akdrl2003); conceptions of the
scholarship of teaching (Trigwell, Martin, Benjanand Prosser, 2005); comparison of
students and lecturers’ conceptions of learningpimext (Franz, Ferrera, Loh, Pendergast,
Service, Stormont, Taylor, Thambiratnam, & Williazns 1996) and conceptions of
teaching held by academic teachers (Samuelowicai®,B992). More recently Carnell,
(2007) investigated conceptions of effective teaghin higher education. The findings
from all these studies are strikingly broadly sanilalthough the actual focus of

investigation was different.

The range of variation in conceptions of teachmthie above named studies numbered
between four and seven and all conceptions wessifiked hierarchically. Most researchers
claimed that the categories of teaching conceptigre each subsumed by the next level
meaning that most conceptions seemed to be segleiiclusive. The range of
conceptions in all the studies indicated that tearhan be perceived as a continuum, at the
lowest level as imparting information to transmig¢fiknowledge to facilitating

understanding to changing student conceptionsttoeatighest level, supporting student

learning (Samuelwicz et al, 1992). These findirggkect the theories associated with
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surface and deep approaches to learning. Whetedheer is focused upon the signs in the
content, memorisation and replication or wherel¢hener is focused upon the signification
in the content, critical analysis and interpretati@spectively Ramsden (1992: p.46).

In the study conducted by Franz et al (1996), wkardent and lecturer conceptions were
explored and compared, students also held the ptinos of ‘learning to be what the
lecturer expects’ suggestive of surface/instrumeproaches and ‘learning as the object
of study’, suggestive of deep/holistic approactitanisden, 1992). Other than this there is
a consensus of similar hierarchies amongst theeabothors. According to these studies
learning is seen by lecturers and students, asrarbhy beginning as: memorisation; to
understanding; to developing professional competeiacviewing the world from different

perspectives and ending with a personal changgiindes, belief or behaviour.

The study into university lecturers’ conceptiondeafrning by Bruce and Gerbner (1995),
demonstrated similarities, in that learning wae alsen as hierarchically ordered, from
acquiring knowledge through the use of study skillabsorption of new knowledge and
the ability to explain and apply it; developmentluhking skills and the ability to reason;
developing the competencies of beginning profesdsmrhanging personal attitudes,

beliefs or behaviours to ultimately becoming aipgrative pedagogic experience.

Akerlind (2003) sought to identify relationshipsween university teaching practice and
teacher development. In her study she discoverathi@ain conceptions of teaching;
transmission focused, student relations focusedgestt engagement focused and student
learning focused. These conceptions were thenastett with the espoused aspirations of
teachers in terms of teacher comfort, teachingtipeand student learning. These areas
were then mapped against the articulated areaveia@ment, ease of teaching; confidence
as a teacher, teachers’ knowledge and skills osti#ents' learning and development. As
one might anticipate increased teacher developamhfocus on student learning showed
alignment. An important observation for this resbds that,

"These findings raise the possibility that develeptally, a broader understanding of
teaching may precede a broader understanding ovgrand development as a teacher”

(p-389). If the findings of this study identify lecer conceptions relevant to learning
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transfer, raising awareness of these conceptioysassst lecturer training programmes in
broadening the understanding of teaching, as alrimaplemented by, for example;
Trigwell et al (2000).

Carnell (2007) discovered that university teaclmrceptions of effective teaching were
closely associated with the university lecturessh@references for learning. She did not
observe any teaching practice but the characiesistied by the lecturers were more
towards learning as dialogue, co-operation andiiegrcommunities.

The research reported in this thesis aims to tarilthe above findings by exploring
conceptions of how, why and when learning mightraasferred. Theories of learning
transfer imply that strategies to promote tranafermore likely to be found within the
practice of those lecturers who hold more soplagtid and less traditional conceptions of
teaching and learning. This study aims to compactuter conceptions with their practice
to establish whether a relationship between theeiists and if this is the case whether
more sophisticated conceptions are associatedmotle effective teaching for transfer

practice.

Epistemological Analysis of the Literature for thePurpose of Justifying the
Philosophical Approach

Analysis of the discourse in relation to learnikdls and subsequent transfer is wide-
ranging, often contradictory, fragmented and prekwith hidden or unarticulated
epistemologies. The concept of transfer is oftagwksed in terms of particular skills and
transfer across domains. Caught up in the liteeagithe debate about the existence of
skills within the context of learning and this &flected in the following analysis. Writers
adopt and use the terms, skills, learning and sk#rchangeably when examining the
concept of transfer. This study firstly aimed tentify an epistemological framework to
assist in the meta-analysis of the literature. Tthesprocess of organizing the literature, by
examining opposing perspectives and designing augidg a relational typology enabled
me to identify, justify and select the most appiater perspective for this particular

research.
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The range of debates about learning and skillslame@xtent of transfer boil down to
discussing whether it is necessary to transferquéat skills from one context to another or
whether it is the skill of transferring learning@ass contexts that is required. The proposed
literature typology depicts two right-angled ineg8ng dimensions, [Figure 2.1, page 53].
One of the dimensionsY has an epistemological theme ranging from concegtof an
‘acceptance’ that reality is out there — positi@stpiricistX, through to the interpretative
paradigm in the exploration of hermeneutic lingasand negotiated meaniiyg Within

this theme sits a political philosophical dimensibat reflects the relationship between the
positivist extrinsic value of measurable learnirgkil (economic — cultural capitalj

through to the negotiated meaning and intrinsic@alf learning or skills (identity —

phenomenologicaly.

The other dimensioAB represents a psychological pedagogical themeerktatthe notion
of learning and skills and transferability. At tAeend of the dimension, sits the situated
learning theory associated with learning in conted virtual inability to transfer, and at
the B endsitsthe assumption that transfer is a natural outconmagmarting any

knowledge from one being to another, is the sedddo-peep theory (Salomon & Perkins,
1989). Somewhere in the middle of this dimensiaésmeta-cognitive theory that
suggests the pedagogical context should teackkilfed transferring learning, advocating
constructivist teaching methods as the normat@méwork. Perspectives can then be
placed according to the proximity of the paradigmithin quadrantd, 2, 3and4.

It is proposed to select a representative rangesgfarch studies and perspectives to

illustrate how these relate to the typology ancheatber.

Broadly speaking the ‘field’ of research can bdaténtiated into ‘types’ of literature,
sometimes these ‘types’ all neatly work on simdasumptions — as the typology will
show. In other cases it can be seen that althdwghesearch may be of a similar ‘type’ it is
based upon a different set of assumptions and.if@agxample quadrantsand3 show

that most of the research commissioned by the Dapat of Education and Employment
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(DfEE, 2000a; DfEE, 1999; DfEE, 2000b; DfEE, 200Qd}er the DfES now DIUS
assumes the existence of tangible and measuralierlg entities - skills. The value
attached to them is explicit and economic and iahigiin the very nature of the
commissioned research, for example, [GraduateeCar&raduate standards, graduate
work, students’ attributes] is the presumption teatning and skills can be acquired out of
the context to which they will be applied, yetlsicommending in context experience, i.e.
work based learning (DfEE, 1999; Harvey, Moon, &hel995; Harvey, Moon, & Geall,
1997; Higher Education Quality Council (HEQC), 1997

Cognitive psychologists Salomon & Perkins (1989pkasise the processes of learning
and transfer choosing to leave definitions alorfeeylfacknowledge the existence of
learning processes or cognitive skills but the jaef what these actually are moves
them more along the continuum towards Yhdimension of hermeneutic enquiry. The
value in this case of learning is seen as intraiiclerived but only measurable in its

extrinsic exemplification.

Empirical pedagogical studies such as (Hattie,2086; Lauder & Reynolds, 1999; Reboy,
1991; Thomas, 1992; & Claxton et al, 1996) disarss identify many skills and learning
processes and attempt to measure the transfesroilg across contexts resulting in
recommending a set of associated teaching heugriSimilarities occur in the
recommendations for practice of these authorsrgrat some level of efficacy. According
to the framework | am proposing here these stuthese placed fairly closely to the
positivist side as they define reasonably precidetyactual processes or skills they are
attempting to enable participants to transfer. anyncases these are discussed as ‘skills of
transfer’ ‘meta-cognitive’ ‘learning to learn’. @mpirical results are to be accepted then it
follows that the learning and skills as definedihgse studies have an extrinsic value,
although not necessarily associated with politezahomic agendas. Rawson (2000)
appears to agree that skill means learning to Jdaarning to dothingsbetter but he

focuses upon how the assessment process can erthasesskills. Shepherd (2000) also

! Department for Education Skills (DfES) change®apartment for Innovation, Universities and Skills
(DIUS) in 2007.
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asserts the transferability of skill as a skilitself so he quickly turns his attention to how
teaching practice can positively contribute tottiamsferability of skill. In both these cases
then, Rawson and Shepherd have considered howieatfiindings can be applied to
practice, fully accepting the positivist epistengytdempered with their own definitions
and moving more towards intrinsic value and clasdimensiony in terms of

transferability.

At theY end, the perspective is more about pedagogickdguphical discourse — Holmes
(2000a) who discusses skill as negotiated mearehgd®en an organisation and graduate,
and concludes that skill is nebulous and sectdaamganisations. For Holmes the
epistemology of skill is more towards the interpt®te end of the continuum rooted in
organisational culture and socially constructece Value can be seen as intrinsically
generated as the ‘skill’ of the individual is tHalay to interpret and interact with external
expectations, the power and attributed value tbeedfes in the culture of the organisation.
Holmes calls this ‘the practice identity model’. Inh@s’ contention is that the meaning of
skill is negotiated,; this infers that he assumas some learning and skill acquisition may

be developed in context, towards thaide of the dimension.

Payne (2000) contends that whilst skills and leagrre prescribed by the
political/economic agenda it reduces learning ®ltdwest common denominator and
instead of moving society into libergddst Fordist nirvanait maintains a status quo of the
‘neo-Fordist cage’He quotes a recent study of employers in Scottamere skills were
defined in ‘aesthetic’ terms such as; dress code;descript accent and so on, moving
society towards a cultural cavity of uniform values

In the final analysis, skill remains as ever sdgiagbnstructed, while the more it
overlaps with attitudes, behaviours and charactait$, the more it becomes bound
up with the cultural capital of certain social gnos, and acquires the distinctive
whiff of elitism(p.363).

It seems Payne is arguing that whilst skill congimito be defined, constructed, valued and
motivated by political-economic epistemologicaliasgtions, they are reduced to visible

measurable entities that presumably can be acquiraay context. Payne’s review appears
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to place him close to the social constructivist ehthe spectrum on thé dimension and
towards the ‘bo-peep’ any context/transferablesBildimension. Similarly Steinburg,
(1990), a sociologist, puts forward a very conuigcargument regarding the social
construction of skills in relation to gender andveo imbalances and how the value placed

on certain skills is simply a reflection of a conting inequitable society.

Whitson (1998) like Payne also questions the nadifoskill and certainly airs concerns
about who defines or places the value on certalls sdvising interpretation of the skills
agenda to be approached with caution. Whitson dg&sithe ill-defined ever changing list
of ‘skills’, and suggests that some terms suchrasaging stress’ can be more accurately
conceived as attributes. It seems that Whitsorbeaseen as erring on the side ofYhe
epistemological perspective, on the one hand noyidg that skills exist but on the other
not casting them into the realm of negotiated megmiWhitson contends that ‘skill’ is
about the application of learning across contétésargues that learning involves

adaptation and conflict and that transfer itseH Isarning proceqp.314).

Bridges (1994) also contends that skills of tranafe meta-cognitive abilities that require
subtle change in any context even if only in a terapsense, leaning towards a

phenomenological perspective.

Attewell (1990), an occupational sociologist poates four conceptions of skill which he
calls positivist, phenomenologist, neo-Weberianalycconstructionist and Marxist. In
some ways this treatment of the skills discoursetsdissimilar to the proposed typology
except that when these perspectives are takerfahey accommodate much of the
research. It also seems that in terms of neo-Wabhamnd Marxist perspectives these are not
polarised but similar entities in terms of theis@dated intrinsic and extrinsic value. Neo-
Weberian identification and justification of skithn be seen as internally constructed and
initially intrinsically coveted in order to gain ®hsic value. Marx contended that skill was
about control akin to Weber’'s argument that thed¢as professionalism is socially
constructed and the attached value lies with thator of the skill construction. This line of

argument is also pursued by Brown & Scase (1994) avue that the value of skill
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emanates from the political ideal of middle claskies and that while this cycle of value
persists, skill will be defined and propagated lags. In this sense social constructivism
and Marxism go hand in hand and are not opposide ehthe spectrum. It is argued here
that Attewell’s exemplification of a skills typolggds rather narrow and lacks the stark
contrast he appears to claim. This is where Bromeh3case differ as they say skill value
and perception are inherently part of one’s sogiala context implying in context
acquisition and yet increased chances of trangfeernd on the quality of the originating

context, not unlike the Marxist argument.

(Barnett, 1994; Barnett, 1997; Barnett & Griffirfd7) say that the whole debate needs to
be reviewed and re-cast into a different world viee calls thisa life world view’.In

some respects Barnett (1994) is challenging thdeumation of skill and learning in any
context as he argues that the arenas of higheagdnand work based learning are both
constrained by their own limited definitions ofleang. He suggests that only ttiée

world’ view elicits transformation and that discourset$elf is reflective and

unconstrained by the boundaries of organisationatademic norms. This could be
interpreted as skills being internally derived amdnsically valued but not absolutely
denying their existence or accepting a determpusition. Some might say that this is too
ideological but if construed from the view of crdi theory where actors, once informed, to
some extent control the context, then skills cdaddconceived as a potential instrument for

checking and challenging the status quo, servingnaancipatory and liberating function.

The typology attempts to show that learning antlsskan be understood as intersecting
dimensions fronA to B. In theA perspective, skills are learnt and replicable when
practised in the relevant contexts, and therebyermrasily transferable. This is also known
as situated learning theory, or as some mightitcathining. At theB perspective skill is
constructed as a meta-cognitive ability to trankfarning, learnt in an abstract context and
applied appropriately through individual recogmitiaf varying contexts. On theY
continuum, skills can be viewed as simple real mesdse entities, politically prescribed
and extrinsically valued at th¥ end of the dimension, through to the negotiatetl an
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connoted meaning inherent in communication, intgrm@nstructed and intrinsically

derived and valued, at theend of the continuum.

Human conceptions cannot be observed or measuhgednediated through the
understandings of the researcher. For this invatsbig an empiricist approach would prove
to be, not only inappropriate, but impossible imrte of eliciting data. The purpose of the
investigation is not to produce generalizations,tbwexplore conceptions and thinking in
relation to teaching practice with a view to gaginsights into processes and any
relationship which may or may not exist betweewtiea conceptions and practice. It can
be seen that my perspective of enquiry [My Rese@uébstion] is placed towards the

end of theXY dimension on the typology and tA8 dimension is part of the actual
research question. So the current position thisstigation occupies can be seen in figure
one, close to interpretative approachfeand in the centre of th&B dimension [p.51]. As
the investigation proceeds it is envisaged thaisition on theAB dimension will be
adopted and justified, see chapter six.

Analysis through this epistemological ‘lens’ hasplee me identify important philosophical
differences in the relevant research literatureteasienabled me to adopt the most
appropriate philosophical paradigm to examine cptioas of transfer for this particular

study.

The learning/skills transfer debate — Where do yostand?

This second typology (figure 2.2) on page 54 owarlhe first typology (figure 2.1). It
attempts to illustrate the different theoreticasiions of the literature, whilst asking
individual higher education practitioners to comsitheir own position in relation to the

range of epistemological perspectives.

The typology has 2 dimensions, XY and AB. The X¥hdnsion is horizontal and
represents the literature that discusses skiltpiastifiable, real and measurable X, through
to skills being socially constructed, incorporatmdtural capital claims to the end of the
dimension where skills are conceived as emancipadeologies, Y. The AB dimension is

the vertical intersection and represents the rafgedagogical literature. The advocates of
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skill acquisition in context to enable transferigithe A dimension, this view states skills
are best learnt in similar contexts or environméntshere they will ultimately be needed,
this is also called situated learning. At the B ehthis vertical dimension are those who
assume skills will transfer automatically regardle§the context in which they are taught.
Towards the B dimension sit those who contenddkidis/learning can transfer but that
particular teaching methods should be adoptedldtadents develop meta-cognitive
strategies or the skill of learning to learn.

In quadrant 1 are “The Quantifiable In-situ’s”, $eeproponents would believe that learning
transfer is better achieved through teaching inlaisimulated learning environments,
some might call this training. Skills/learning wdule represented as ‘real’, quantifiable
and specific, such as: number or IT skills somesiglso termed competencies. Examples
of this characterization would be the DFEE (1997, Learning and Skills Council (L.S.C)
who advocate National Vocational Qualificationgtoe Association of Graduate Recruiters

(AGR) (1995).

In quadrant 2 are “The In-situ Cultural Capitalisteese perspectives have less concern
over how skills/learning are acquired as they aneenconcerned about how skills are
conceived and who puts the value label on anyqadati attribute. For some this has a
political dimension where the power to attributéredies with the powerful few in society
and is a way of maintaining the status quo, sudBrag/n and Scase (1994). Similarly
Holmes’'(1994) view of skills discusses the co-camdton of skills between graduate and

prospective employer.

In quadrant 3 are “The Formal Learning Quantifdifs® those in quadrant 1 there is an
acceptance that skills are real and measurablghéutbelief is that skills can be acquired
in formal learning contexts that can then transfesther environments, such as the
Qualifications and Curriculum Authority (Q.C.A) whpecify curriculum standards for
accreditation or the Quality Assurance Agency (@)Xormerly the HEQC who
introduced the specification of learning outcomesluding key and transferable skills to

higher education.
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In quadrant 4 are the “In the eye of the beholderé constructivists” these perspectives
advocate the interpretative nature of skills/leagnivhere the value lies in the nature of
negotiated meaning, such as the sociological petisps of Payne (2000) and Bridges
(1994), who also suggest that learning and sk#issfer can be achieved in formal learning
environments by helping learners to transfer bgligay meta-cognitive strategies or the

skills of learning to learn as posited by Whits@898).
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Chapter 3 — Methods and Reflections

Introduction

Having placed this study within the context of poes research this chapter explains how
the investigation was undertaken. The overall apgtavas phenomenological, that is
through the interpretative paradigm. The data ctitba@ process and initial analysis of the
data, adopted a hermeneutic approach that is cstramting meaning throughout in an
iterative pattern. The final data analysis utilisee phenomenographic method. The
research is placed first within the overarchingagagm. This is followed by a discussion of
the researcher as instrument and an analysis diethefits and shortcomings of the self in
the research process. The research design is thiémed including the data collection
methods adopted. Each method is then discussethsalpand justified as appropriate for
this particular study. The ethical consideratiand protocols adopted are noted and the
issues of validity, reliability and triangulatioddressed. The second part of the chapter
describes the process of data collection and sdrtie @roblems encountered. Finally an
account is offered of the processes of data arsalysny approaches were taken but the
main approach finally was that of phenomenographalysis, as this has been shown to be
particularly effective in identifying different coeptions held by lecturers and students as

noted in chapter two.

The key question for this research was: what arteilers’ conceptions of learning and
teaching transfer and how do these conceptionsandle their teaching practice?
The methods enabling the answers to the subsidiggtions posed in chapter one are
addressed here:
1. How do such conceptions build on the work okottecent research?
By adopting phenomenographic analysis, it is em@dahat the form of outcomes will
be comparable to previous similar research.
2. Do these conceptions differ according to the@eed purpose/outcome of the
teaching, i.e. preparing students to directly etiterworld of work or preparing

students to undertake further research?
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By adopting a comparative design of two differemttientated courses and
interviewing and observing lecturers teaching pcacttonceptions of teaching for
transfer should become apparent. Importantly studerceptions of lecturer teaching
practice, their associated learning approacheseamding outcomes will be collected
through student focus groups for comparison withléicturer data, with a view to
triangulation and verification.

3. How do these conceptions compare to what wesctlyrknow about learning and
skills transfer.

By using indicators that ‘operationalise’ effectteaching for transfer techniques from
the learning and skills literature, in the partanp observation framework, as proposed
by Jones (1996) comparison of conceptions to wieatwvrently know about learning
and skills transfer has been built into the methogip

4. What are the implications (if any) for informitige development of teaching practice
in higher education?

The findings from the lecturer data should indidadev lecturer conceptions influence
teaching practice and the findings from the studté should indicate the impact of

lecturer practice on the student learning expegenc

Primary Methodological Approach

The primary methodological approach adopted fallm@ly within an interpretative
paradigm and using hermeneutic processes, asettsexl most appropriate for addressing
the research question. One of the main aims sfitivestigation was to elicit participants’
conceptions of teaching for transfer. It was esalyexploratory and focused on human
understanding. Unlike the empiricist/positivist eggch where knowledge formation is
linear and cumulative, hermeneutics conceives kadge as a cycle of continuous multi-

directional knowledge transformation.

I chose this approach for a number of reasons téirirther understanding of lecturers’
conceptions of their practice, second to exploretivr those conceptions influenced
teaching practice, third to study how studentsaordpd to teaching practices and fourthly

to discern any differences in lecturer conceptioetsveen two higher education courses of
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study. My choice of methodology was guided by #search question, the ‘fit for purpose’
criteria suggested by Cohen et al (2000) and my pneferences.

Such an interpretative approach has been challdng#tbse of a positivist persuasion for
its inherent subjectivity and the biases reseascimaty bring from their own experiences of
culture, history and so on. Cohen et al (2000icate that Husserl from the school of
phenomenology recommended that we attempt to ‘letaokirselves to free ourselves from
our usual ways of perceiving the warBut for Gadamer, they explain this was wholly
unsatisfactory. In addition to the fact that itngossible to escape from our pre-
understandings, it is the awareness of our prenstahdings that advantages the social
scientist and opens the mind to the interplay betwaterpretations (Scott & Usher,
1996:p.21). This study takes a similar phenomegicéd approach, acknowledging
subjectivity and the inescapability of deeply hiediefs, values and assumptions. It is

argued that awareness of these aspects is a bemefits type of enquiry.

In summary, adopting this perspective enablesdbearcher to enter into the conceptual
world of their subjects and to elicit their mearsramd interpretations of experiences. It is
through our interactions and the meanings we ateibo them that we socially construct
our realities (Bogdan & Biklen, 1998). Cohen €} pbint out that Schutz cited in Burrell
and Morgan (1979) contends that ‘meaning’ only sake understanding when we reflect
upon our experiences using our goals and intentiotige situation as a lens. This
approach seemed particular relevant in seekingdenstand lecturers’ conceptions and

intentions in teaching for transfer.

Awareness of Self in the Research Process

In studies of this kind, the researcher is an itake part of the frame. Meanings are
constructed through human interaction; the protseterative and concurrently
interpretative. In this way, sense making occurg aycle of reciprocal interaction and
interpretation known as ‘the double hermeneutico{6& Usher, 1996:19).

| recognized that the methods | chose and thetinteto understand participants’

conceptions and meanings would inevitably involyeawn understanding. While the
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aspiration was to elicit participants’ meanings, eoynmitment and knowledge of the field
will have influenced what | chose to ask, obsemwve @cument. This has been a dynamic

and changing process, not pre-determined, but netadctivist.

My own values have also played a part in the imetgtion. In fact as Denzin (1989:p. 24)
states all researchers are partisan and valuenbexpretative research is impossible. In
some respects holding similar values to participamy be beneficial in terms of building
rapport and trust. As Kvale, (1996) notes

The deliberate use of the subjective perspectied net be a negative bias; rather,
the personal perspectives of the subjects anditieepreter can provide a
distinctive and sensitive understanding of the phagna of the everyday life world
(p.291).
At the same time | have constantly tried to mongied suspend my own values throughout
the data collection process, so they did not doteiaad preclude me understanding

participants’ views, see section on ethical pro®co

Jorgensen (1990) argues that prior personal experiean advantage the researcher in that
s/he can more quickly establish rapport with pgréints and understand the values and
politics of the situation. Rather than denying peed involvement what is required is an
awareness of these personal interests and valddsoanthey interact in the researth.
believe my familiarity with the higher educatiomtext, language, culture and subject
discipline has helped me to relate to participanterms of quickly establishing rapport

and probing ‘intelligently’. | also believe thatishenabled me to gain honest responses.
People knew me and knew | had an understanditigeafontext and so were less likely to

give responses that were not genuine (Bogdan &eBjkL998).

Research Design

Initially the aim of the design was to find and quare two similar subject areas in two
different universities. After a number of unsucdelsattempts at negotiating access |
agreed in consultation with my supervisor to pralcee a different basis ecturers in these
institutions either did not reply to my requessaid that they were too busy to be
interviewed. The investigation then turned to the identificatad two programmes of
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study with differently espoused orientations in arsitution, the one in which | worked.
The choice of which coursés study was made according to the following cidter
* my basic knowledge of the disciplines - in ordentake rational
comparisons;
 my understanding of the courses and orientatidgheodegree programmes -
to maintain trust and credibility with participants
* my comprehension of the essentials of the coutsebe able to build on

participant contributions.

One course (in psychology) stated it was part @feaeric’ degree preparing graduates for
many different types of work roles and/or furthespgraduate study. The other course (in
social work) indicated that it was part of ‘a spetdegree preparing graduates for direct
entry into a particular profession. The coursesdifidrent identities: one had a traditional
academic orientation — not necessarily teachin@ fgpecific vocation and the other a
vocational orientation — explicitly teaching foamisfer to the workplace. The courses were

from cognate fields and were selected, throughgsive and opportunity sampling.

Three different methods were adopted — interviewatigervation and focus groups. These
seemed most apt in a study with a phenomenologreahtation aiming to explore
participants’ conceptions of transfer and how timélyienced their practice. As Bogdan

and Biklen suggest

‘There is a logical connection between the techegjof participant observation,
in-depth interviewing and phenomenological thearg anductive reasoning. If you
want to understand the way people think about tveirld.....you need to get
close....to hear them talk and observe the(p.32).

The sample size needed to be realistic. The indrget of between 12 —16 lecturer
interviewees was achieved. Fourteen were involseden from one subject area and seven
from the other. Student sampling was also oppatien Samples of students, twenty eight
in total were interviewed, either individually ooltectively (using focus group techniques
where appropriate). The whole sample consistedw# ithree students. This level was

chosen as students would have had more experiétioe course and the teaching to draw
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upon, than students from the lower levels. Thelpskpgy students consisted of three
focus groups (seventeen students) and the socréll stedents consisted of two focus
groups and two individual interviews (eleven studprindividual interviews were set up
when the students could not make the focus groupsalthem being on student
placement. | also began to keep a research didhysaime for any personal thoughts about

the process of data collection and analysis.

Methods

Interviewing

The primary method adopted was interviewing; theary source of data therefore
stemmed from the tutors themselves, in terms of #reéculated conceptions of learning
and skills transfer. Interviews were semi struaiuead subsequent to each, a teaching
session of the tutor’s choice was observed. Forugpg and interviews were then

conducted with level 3 students.

Purpose
Kvale (1996) indicates that the purpose of theruisv is

to obtain descriptions of the life world of theantiewee with respect to
interpreting the meaning of the described phenomgné)...The qualitative
research interview is a construction site of knalgke....literally an Inter View, an
interchange of views between two persons conveediogt a theme of mutual
interest(Kvale, 1996:p.2).
Cohen et al (2000) discuss the interview as a tagp process of communication and
interpretation where data is not caught but geedrhy the process and Fielding (1993:p.
137) notes that it is téind out what kinds of things are happening ratliean to determine
the frequency of pre-determined kinds of thingsTHis style of interviewing seemed most

appropriate in an exploratory study of this kind.

Bogdan & Biklen (1998) also discuss the opportutotglter the type of interview as the
research proceeds. Initially the interviewer magoemage free flowing exploratory
conversations with interviewees and subsequentlenonto to a slightly more structured

approach as themes or patterns begin to emerd®).(ABd Scott & Usher (1996) note that
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the virtue of interviews is the non-standardisatbalata gathering enabling the inquiry to
be frequently redirected on the basistbe data coming in from the field to ever more

fruitful areas of investigation{p.20).

Style of interview

The style of interviewing | adopted was semi- stueed. This involved thinking through
the kinds of issues | wished to explore as welkasing room for participants to generate
their own understandings. A structured interviewulddbe too prescriptive and might elicit
only limited information. The unstructured interwigvould be too broad with the danger of
producing an overwhelming amount of data not relet@the line of enquiry. In a semi-
structured interview the inquirer has

worked out a set of questions in advance, bukis fo modify their order based
upon her perceptions of what seems most appropnéatee context of the
‘conversation’, can change the way they are wordgek explanations, leave out
particular questions which seem inappropriate vatparticular interviewee or
include additional one@Robson, 1993:p.231).

In this way the interviewer has the freedom tolbgilble and change different factors
according to the nature and context of the intevn\het is also armed with a loose structure
and guidelines as an aide memoir. The interviewalires, see Appendix One, adopted the
recommended format outlined by Robson (1993) ahatnduction, general subject

headings and key questions, prompts, and congudimments.

| found the semi —structured interview useful iatthrefined certain elements in the
interview questions and remained open to othergedtby participants.

However there are limitations to this type of intew. From my perspective, as the reader
will see later, even a semi-structured interviewumeulates a mass of data which can lead

to difficulties with analysis and keeping tracktbé context.

All interviews and focus groups were recorded (vp#nmission of participants) and
subsequently transcribed. As Powney & Watts (19®1¢ the use of audiotape frees the
interviewer to concentrate on the task at handjghat has to be accepted that loss of data
is still inevitable in terms of what is actuallycoeded (non-verbal responses) and again in
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the transcription. Powney et al also suggest tagest to transcription, firstly verbatim
recording including all conversational nuances sexbndly listening and noting emphasis
and comment (p.148). Other aspects of the intergieould also be recorded as part of the
whole analysis such as interviewee selection apdoagh, interviewee preparation,
contextual factors, biographical details and inemvguidelines. All these ‘other’ elements

of the data | recorded in my research diary.

Participant Observations
Observation was chosen to augment findings fromrteeviews with tutors and as a
means of triangulation which Robson (2002) indisasea widely used strategy of
verification in qualitative inquiry. Jorgensen (09%lso suggests that participant
observation is especially appropriate for explanatnd descriptive studies and for
generating theoretical interpretations (p.13). Bements that it is
appropriate for a wide range of scholarly problepestinent to human existence. It
focuses on human interaction and meaning viewed thee insiders’ viewpoint in
everyday life situations and settings23).
In discussing the limitations and advantages ofiifferent methods used in field studies
McCall & Simmons (1969) say that participant obs¢ion is descriptive (though framed
by theoretical categories) and has

1) An unusual quality of open-endedness and consésgion of study design and
2) an unusual degree of receptiveness within thaystosubjects’ conceptions
(p-19).[emphasis added]

Participant observation is seen as especially tielpf this research as the focus is on the
conceptions of participants and as McCall and Simsr(@969) suggest, this method is
particularly receptive to studying conceptionss lalso highly suitable for the subject of
learning transfer within higher education becatusdfeérs an opportunity to study practices
in a naturalistic setting.

The participant observer comes to a social situatioth two purposes: 1 to engage
in activities appropriate to the situation and 2dbserve the activities, people and
physical aspects of the situati@®pradley, 1980:p.54).
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| chose to observe classes following interview$wetturers based upon, opportunity,

availability and the lecturers’ espoused preference

The kind of observation you conduct is affecteddme extent by the role you choose.
McCall & Simmons (1969) discuss the range of rathesresearcher can take during
observation from complete participant to compleda-participant observer (pp.30-37).
Jorgensen (1990) tallebout researcher involvement ranging from the Weaitnsider’ to

more marginal or nominal roles (p.219pradley (1980) refers to levels of participation
using terms such as: passive, active, moderateowfylevel of involvement was
constrained by the limited number of opportunitiesre were to observe teaching sessions.
Given this | could not adopt the role of completetigipant observer, even if this was
desirable and ethically appropriate. In this centehose to be a non-participant observer
and negotiated access with staff and studentdypenclaring my interests to both students
and tutors (Jorgensen, 1990) . Disadvantagesndelil or more passive involvement cited
by McCall & Simmons (1969:p. 3@re that a researcher is likely to misunderstand
observations. My familiarity with the environmemicainsider knowledge helped to off set
any possible misunderstandings. Further Jorgerig890] argues that prior personal
experience can advantage the researcher by bemgpatnore quickly establish rapport

with participants and understand the values anitiggobf the situation.

Spradley outlines what he terms ‘the developmeetdarch sequence’ where he describes
a systematic series of observations: descripto@ded and selected; and respective types
of analysis: domain analysis, taxonomic analyst @mponential analysis, eventually
discovering cultural themes. This sequence woulddadul to the ethnographer studying
various phenomena over a reasonably prolongedftamge. However this research was
constrained by the limitations of time and accewbso was less applicable here. | had to

find ways of setting generic criteria to guide nbservations.
Jones (1996) usefully discusses the idea of ‘djperaisation of a concept’ that igp'be

able to specify instances of that concept in thedaeround you’(p.24) in other words to

note what would characterize the concept if you sawle emphasises that the researcher
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needs to be clear about what they are observiagthle chosen index measures need to
relate to the actual phenomena being researchethanthe concepts can be
operationalised in different ways to achieve ‘npl#tioperationism’ (p.25). By looking for
a relationship in different situations, with diféeit subjects under different circumstances
and using different techniques of measurement,eqareplication is achieved and meets

the requirements of triangulation.

Indicators in this study were derived from partaipinterviews and analysis of what
empirical evidence was available on how to effedyiveach for transfer. See later in this

section for the criteria of indicators used duraigervations.

There are many different ways to observe from sined to unstructured - setting criteria

to guide observations or using more detailed deson asfor example, observing in
naturalistic settings. For the purpose of thisaedethe use of index measures as described
by Jones was seen as a helpful way forward.

In order to provide a framework for analysis anddgumy observations | devised three

different frameworks, see Appendices Two and Three.

1 Framework one adapted from Spradley (1980)

The first framework was developed from Spradle$$80) discussion on observational
indicatorswhich are used as criteria for focusing observatioBpradley discusses the
notion of grand tour and mini tour observations.ddggests nine different dimensions of
classification for analysis purposes, arranged botizontally and vertically to form a
matrix. These dimensions are: space, object, efivjty, event, time, actor, goal, and
feeling. Grand tour observations overview many disiens whereas mini tour
observations may focus upon where two particularedisions meet, such as the act and the
actor. Jones (1996) adds to the actor dimensidodusing on forms of observational
behaviour such as non-verbal, extralinguistic gratial behaviours (p.80). All these seem
particularly relevant to this research as lectugenserally deploy all these aspects of
behaviour during teaching practice. In my studhitially used grand tour exploratory

observations which were later used to inform morai$ed mini tour observations, though
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occasionally I moved between the two in followihg sequentially descriptive and

explanatory nature of the research process.

Spradley’s (1980) matrix adapted

Space 1 Note learning | Time 6 Day/Date/Time
environment
Object | 2 Teaching aids Actor 7 Lecturer behaviour +
non-verbal,
extralinguistic, spatial
Act 3 Teaching Goal 8 TFT techniques
session demonstrated?
Activity | 4 Student Feeling 9 How did learning
participation environment feel?
Event 5 Lecture/seminar,
etc

2 Framework two derived from review of the literature

This second framework follows Jones (1996) injuictio be clear about what it is one is

observingDrawing on the findings and theories from empiric&kestigations into teaching
for transfer summarised in chapter two and théairfindings from the lecturer interviews,

the following criteria were developed as a guideliserving ‘operational’ examples in the

lecturers’ teaching practice.

* Hugging (before and now) - referring to previousugrd they felt they had covered,
usually in the last lecture or previous week

» Bridging (identify underlying principles & generad) - referring to the context
and/or the underlying principles or concepts.

» Metaphors/Analogies — used to help ‘trigger’ thedseint understanding, such as:
famous stories or characters.

» Drawing inferences - make deductions or infer fyonofessional experience or
practice.

* Integrate and re-integrate examples - into what tiere trying to explain to
students drawing upon their own personal experienexamples in the literature
or offer practice examples

» Use same stimuli as in work settings - studentasked to apply or understand
something in a particular situation in a particldacupational role.

* Use many different examples for same situationy-td offer many alternative
explanations/examples
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» Encourage multiple and critical applications — Apfd many and different
situations
* Instruct when NOT applicable — Point out when sdrmgf does NOT apply
» Encourage self belief/efficacy in learners to leahelping the students to believe in
their own abilities
» Generalise to other contexts — Apply the speatfithe general and place in other
contexts
» Explicit explanation of how to generalize (Meta-agprning to learn?) — Help
students to understand why and how to learn
» Assessment of pre-requisite declarative knowledg#empt to gauge what
information has already been understood and asdedil
3 Framework three adapted from Shepherd (2000)
The third framework was developed from the worlSbépherd (2000) who offers a very
specific framework for lecturers to promote leagniransfer. He suggests a number of
methods for classroom practice and proposes sirnmental steps that students need to
take in attempting to solve a new problem: anajysgsociation, assessment, adaptation,

application and appraisal.

This framework was added to the observation shrétsfound it of little use in that it was
very difficult to ascribe any particular observasao such broad criteria. On reflection this
might be due to the fact that Shepherd suggeststtioents need to go through this process
and perhaps in one observation session this waud bheen impossible for me to identify
where the students might be in the process, ifaddkey were under going the process in
the first place. The other explanation for the feawvork’s lack of usefulness might have

been my inability to focus and use three framewatkbie same time.

Focus groups

The final method of data collection extending andding on the other methods was to
undertake focus groups with students. Focus gratgan increasingly common research
methodof collecting qualitative data from a range of pedpcused and stimulated by the
interchange between them.

“Rather than attempting to observe behaviour astiirally occurs, focus groups
create concentrated conversations that might neceur in the ‘real world™
(Morgan, 1998: p.31).
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Adopting this particular method allowed me to captihe composite views of students.
Unlike group interviews the focus is upon the casaons between participants guided by
the questions posed by the moderator. Participasits able to reflect and compare
individual experiences enabling me to gain an imsgite quickly into what was perceived
as common and shared experience and where indisithlatheir experience was different

due to other factors.

Gathering data collectively in this way enabledtmenmediately triangulate observations
with student perceptions of teaching methods amdiestt understandings of learning
transfer, mutually negotiating and constructinditgavith participants.

The question framework guidelines for conducting fircus groups can be found at
Appendix Four.

Ethical Considerations and Protocols

The ethical protocol | adopted in this study drewtloe ethical guidelines recommended by
the School of Education and have been endorseldebgthics committee of the University.
The exact protocol | developed to ensure ethicttpre in the conduct of the research was
adapted from Simons (1989) and is outlined on AdpeRive. In this section | indicate

exactly how | acted in the research process itioeldo several of these ethical issues.

Informed consent
Informed consent from participants is needed bedosedata can be collected. Informed
consent can be defined as

‘the procedures in which individuals choose whetbgrarticipate in an
investigation after being informed of facts thatwdobe likely to influence their
decisionsDienar and Crandall, 1978 cited in (Cohen et @0®.

Gaining informed consent is important in any reskedut was particularly so in this study
as there were only a small number of participarite were part of an easily identified
community (Powney and Watts). In these circums&an€ohen et al (2000) recommend
that researchers should promise confidentiality @aela number of ways of protecting
participant identity/traceability, such as aggregabf data and crude report categories that
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are meaningless to the readgimons (1989) suggest that negotiation over waatand

cannot be made public is the preferred route tdirdgwith this issue.

The procedures | took to ensure informed conseng yu#l disclosure of what the research
was about, a promise to check and seek cleararEartadipant comments that were
possibly identifiable by others and negotiationhviilem over the accuracy and meaning of
their comments. | also explained that | would amoigg all quotations but pointed out that
others might well be able to recognise their owntigbutions and that of close colleagues.
A similar procedure was adopted with students byractice the clearance of comments
was very difficult to achieve as students hadtletinstitution by the time this data was
available. However efforts have been made to atr@dise of identifiable comments.
Accuracy and meaning is less of an issue as therityapf student data was collected in

focus groups where comments are substantiatecctiody.

Confidentiality and anonymity

Confidentiality and anonymity are two procedurest re often linked to gain honest data
and to protect an individual’s privacy in researdfet as already stated this is not always
possible to achieve. In this study, due to itslkstale and in the institution in which |
work, | stressed that absolute confidentiality wesbably out of the question. Participants
were asked if they understood and if they stillheis to participate. All agreed. The
situation was probably helped by the fact thathermpmenographical analysis, the focus is
on generalisation of categories of description @oidon individual transcripts. Had the
study been focused on individuals rather than sstugould have been even more difficult
to anonymize and more negotiation would have besded to seek clearance of

comments.

Sensitivity to context and participants

The overriding principle of ethics is to do no harfFormal procedures such as those above
are important but it is also important to be sewsito issues in the research process itself
in relating to people and contexts (Kvale, 199@jield to be sensitive to participants, alert

to the fact that asking them to reflect upon tpeactice may have increased levels of self
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awareness, analysis and possibly anxiety. The steidi@ particular, disclosed very
personal accounts of their learning experiencesgaeak care has been taken to remove any

reference in their quotations to the names of athetents or lecturers.

Openness

Many of the texts advise the interviewer to be anoas possible (Bogdan & Biklen, 1998;
Cohen et al, 2000). This is a point that couldXterded to the whole process of research
and | have aspired to follow this practice. | haeen open about the purpose and rationale
for this research, sharing interview questions \pditicipants (see Appendix Six, letter to
participants), and clearing comments with them whkey were potentially identifiable.

All interview/focus group transcripts were chechksdparticipants for accuracy and all

direct quotations used in the thesis from the lectparticipants have been checked and
agreed by thenHowever such openness has to be balanced agansbslsible effect on
participants in relation to the amount of informatithey receive and causing subsequent

disinterest or annoyance.

Validity, Reliability and Triangulation

Many of the ways to achieve reliability and valdib research discussed in the literature
stem from a positivist approach to research comzewith objectivist knowledge. In
gualitative research concerned with subjectivigiidedge different criteria of validity and
reliability need to be adopted to match the natdithe phenomena being investigated. As
Sandberg (1997) points out in relation to phenorgeaqzhy:

Therefore in establishing reliability of the findisproduced in phenomenography, it
is inappropriate to rely on the criteria based am @bjectivistic epistemology. Instead
the criteria must accord with the phenomenologegaiktemological assumptions
underlying phenomenography, that human knowledgeestionally constituted
through individuals' experience of their real({y.208).

Further as Prosser (1993) quoting Marton observes:

Fundamental to phenomenography is the idea thgplpeexperience and understand
various aspects of the world around them in qualiedy different ways, and that
how we go about understanding and experiencingwlueald is inseparable from
what we experience and understghrton, 1988:p.21).
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Various other authors, see for example Guba ancbliin& Guba (1985, 1989) have
posited alternative validity criteria for qualitegi research in general. Seale points out that
Lincoln & Guba suggest replacing internal validitith credibility and external validity

with rich description of context to enable tranafslity (p.77).

To ensure internal validity in this study, | adaptie alternative quality checks of
participant verification, established engagemerhafield, observation and triangulation,
as recommended by Lincoln and Guba (1985) in €528104:p.77).

The concept of triangulation has been advanceabgral authors, the most notable of
which is Denzin (1978) in Seale (2004:p.77) asaagss for contributing to the validity of
accounts. It can be achieved in different wayfsreugh, for example, triangulation of
methods, sources, researchers and theories. sireggarch, method and source
triangulation were used compared the significance of issues arising frbfferent sources
of data and different data collection methods,intrviews; participant observation and

focus groups with lecturers and students.

External validity enables the researcher to applyemeralise findings to other contexts.
Lincoln & Guba (1985) above, suggest that detagled rich description of context allows
the reader to make a decision about the relevansferability of the findings, if indeed
further application of particular findings was thien of the research. Akerlind (2005) in his
study of the variation and commonality in phenonggaphic methods concluded that
validity can be achieved through communicabilitg &or pragmatic consideration, in other
words it is important to communicate the whole psxcin detail. By auditing and
continuously reflecting on the process through@ited to achieve accuracy and
consistency of reporting and ensure that the daia dependable and capable of being
confirmed (Seale, 2004). | also added to the degiafity of the data by carefully recording
each stage of the data collection and analysissisaw reflections and observations in my

research diary.
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The Process of Data Collection

Once | had established the research design | ceedlagilot interview in July 2005, using
a draft list of guidance questions. After listentnghe tape of the interview, changes to the
guestions were made. Two particular points ledanmadke to these changes. First | noted
the difficulty | had in getting the tutor to artiete what she actually did in teaching
sessions — how she actually helped the studetgato and to apply their learning.
Secondly, | was not fully aware of how differeng tinterviewee felt she taught differently
depending on the level of the students. Both thepects informed the changes to the final

interview question guidelines.

| contacted prospective participants by email,Aggendix Six, and after one week
emailed again saying | would be in touch by phaneéke an appointment to interview
them. In-depth interviews were then conducted withrse leaders /tutors across both
courses. Interviews generally took place at a vermminated by the interviewees. All

interviews were recorded (with permission) anddcaibed.

All tutors who were interviewed were observed fteaching contact’ situation of their
choice, teaching practice being the phenomena undestigation at that particular time.
The ‘tutor’ practice and student interaction webserved concurrently. Notes were taken
by the researcher during each observation sessiag the frameworkdescribed in the
section on observation. Examples of anonymised &etegbrecordings can be seen at

Appendix Seven.

| recruited students for the focus groups and wers through standard communication
processes via the lecturers. Generally focus grtagisplace immediately after a teaching
session in the same room so that students didv& ttaremember where or when the focus
group sessions were taking place. The focus grgepsrally lasted for about an hour. |

provided the students with refreshments as a dolah of appreciation.
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The Process of Data Analysis

Stage one

Data analysis proceeded in four stages. The tiagesinvolved reading each transcript at
least three times in its entirety to help familzarme with the data and begin to think about

identifying significant issues.

Stage two

Stage two involved the input of the data from tla@scripts of the fourteen lecturer
interviews and the notes from the participant obestesn sessions into a qualitative analysis
computer software programme called NVIVO, enabthmgdata to be explored in a number
of ways. In seeking to approach the analysis cd @atn interpretative wayatrick (2000)
suggests broadly following Sandberg’s (1997) revemded steps, a process | also tried to
follow. These are looking for:

- an orientation towards the phenomenon and hapjtears throughout the research

process

- seeking to describe the experience under in\egstig, rather than trying to explain

it

- horizontalising the material being analysed -atieg everything which is said as

being of equal importance

- seeking structural features in the experienceeuimovestigation

- using intentionality as a correlational rule (Ikimg at what is focused on and how it

is represente@p.131)
As the data was imported into NVIVO each transanpslabeled according to the source
and type of document, i.e. lecturer interview osevation. The next step involved
looking for similarities and anomalies in the d&eaoad themes began to emerge and the
transcripts were coded to these categories or rexidgey are termed in NVIVO. A total of
28 nodes were developed from the interview datas€lexamination led to dismissing
nodes that had only one quotation and merging otbees where close similarities were
apparentOne of the main benefits of using NVIVO at thagstavas the opportunity to
freely move the data around and make an immedsstesament of previous judgments.
This process occurred in a grounded way often usaéygvords from the narrative text as

naturally occurring labels.
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Finally the nodes or categories numbered 23 in, tatal from these | began to ‘lay out’ the
data in narrative text, looking for particular tedaships or patterns. | attempted to ‘tell the
data story’ and sought to simply describe the adrdaed possible linkages in the data. In
this way the main themes are exposed but not raaltpveredAny attempt to begin to
explain what the themes meant was suspended Urdflthe data had been unraveled. The
main issues and observations were summarized anthef this part of the process, see

Appendix Eight, as the data at this stage stilhrssgbtoo substantive to recall.

The student data was also treated in the same avipasthe data sets moved together in
this second stage of analysis. Excerpts of thestrgots, nodes and the ‘laid out’ data can
be accessed at Appendices Nine, Ten and Eleveaatasgly. Twenty four categories
were derived from the student data and sixteergoats from the observational data

through the same process.

Stage three

The second stage data was then re-examined lo@kirgnsity of themes and possibly
different re-connections. The number of themes stilgquite expansive and so | tried to
‘view’ the data at different ‘cuts’ for example tacers compared to lecturers or
observations compared to student data. The possiloher of relationships and
connections began to feel incomprehensible. | éectd build some layered models in
NVIVO, see Appendix Twelve, in order to try and reaense of the data and perhaps
identify overarching themes or connections. Althotigs offered a different representation
of the data it still didn’t seem to be really ‘sagi anything. | returned to the writings and
research regarding phenomenography, as explorgthpter 2 under the section entitled
‘Conceptions of Learning and Teaching’. Researchech as (Akerlind, 2005; Bruce &
Gerbner, 1995; Samuelowicz & Bain, 1992; Trigw2000; Trigwell, Prosser, & Taylor,
1994) all posit that this technique of analysis hadn shown to be particularly useful in
identifying conceptions and finding structures xplain clusters of conceptual

understandings, in the field of education
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A similar process of analysis for the student aeda undertaken from stages one to three
and the findings are reported in Chapter Five. §ihdent data seemed to fall into three
strands. The first - student experiences of ‘leagrand teaching’ - reflected similarities to
the lecturer categories of description continuumh &here this data appears to triangulate
the two sets of data are contrasted and mappethtrgdhe second was the students’
approaches to learning and the third the studesfsused outcomes from their learning

experiences

Stage four

Stage four was phenomenographic analysis. The esséithis form of analysis is that it
seeks to describe the major features of the differays a group of people relate to a
phenomenon (Bowden, 2000: p.15). Phenomenograggdés upon the variation or
differences of understandings between participatteer than on each individual's view
alone. The researcher is not seeking representatigaeneralization but rather looking for
the gaps or outcome spaces between conceptionsnrbeé individual conceptions as a
reflection of the outcomes.

Reformulation of lecturer data

As | re- examined the data from lecturers, | beigesee differential categories of
description and some of the themes from the stageahalysis, such as ‘teaching across
the levels’, which did not fit these categoriesrevdiscarded. ‘Categories of description’ is
the term used by phenomenographers to represeattakgamation of individual
conceptions of a phenomenon. In this researchategories of description are the
collective representations of conceptions of teagfor transfer, derived from participants
during data collection. A fuller discussion of tlssues surrounding ‘categories of
description’ and the outcomes from other phenomeapigcal research can be found in
Chapter two. The particular focus adopted in tegearch has aspired to what Bowden
(2000) calls developmental phenomenographical reseather than pure
phenomenographical research, reflecting the aiprdduce outcomes that can be used to
help subjects (p.6).
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Six internally related ‘categories of descriptiovére found in the data. The process of
analysis and interpretation was iterative and dyoamtil the categories evolved and
seemed to form some logical order. The categofidescription were generated by
looking through the data for differences betweemceptions and suddenly realizing that
particular espoused beliefs and views were actaalyacteristics of whole categories of
description not separate entities linked togethather ways. These categories of
description were placed on a continuum, where oderepresents a traditional formal
approach to teaching and the other end represdatsis.on transfer approach. In some
instances elements of a category of description maag been derived from one transcript
only. This is appropriate in this form of analyasrepresentation or generalisability is not
the aim, simply a description of the range of cat&s of description. The categories are
not strictly hierarchical, as categories of dedmipoften are in phenomenographical
analysis. They are discrete, although similariéiess certain categories were detected.
These are exemplified and discussed in chaptenibere it can be seen that individual

elements of original conceptions are shared athaessategories of description.

Participant observations

The participant observation recordings were thémlsagside the continuum of lecturer
conceptions to form a matrix and build a picturevbere examples in the teaching
(observed from the criteria for teaching for tramsh the analytical framework) related to
characteristics of a particular category of desiciipfrom the interview data. To enable
identification of which group of lecturers are meésd to in the matrix each group was
assigned a different symbol; this is further expeai alongside the matrix in Chapter four.
Further analysis, including linkages, relationskapsd contradictions with previous research

are discussed in chapter six.

75



Chapter Four — From Teaching as Taught to a FocusroTransfer

Introduction

In this chapter and the next the outcomes of th& alaalysis are presented. This chapter
examines the findings that emerged from two ofttilnee main data sources employed in
the research - interviews with lecturers and oleeasof their practice. Chapter five
discusses the findings of the student focus grampsinterviews with student$he design
for data collection and the process of data aralgsiescribed in the methodology chapter.

A brief recap is given here to indicate how thaliitys below were reached.

The analysis of data was approached in a numbiedlifferent ways and stagesth the
ultimate process being phenomenographical. Thesfotphenomenography is on the
differences or variation in dimensions otherwigened ‘categories of description’ of a
particular phenomenon articulated by participahte point is, to try and identify in the
original conceptions of participants the rangeaitgories of description pertinent to the
line of enquiry. In this case that is to find tla@ge of understandings associated with the
phenomena of teaching for transéeross a given sample. A total of six categories of
description emerged from the data, these weredhdered sequentially, in relation to the
espoused approaches adopted in relation to teafrimgnsfer and placed along a

continuum in a logical order.

The continuum has been mapped on to a matrix tev $he reader where the data appears
to triangulate between interviews and observati®hs. matrix below maps the findings
from the interviews against the teaching for transibservation criteria framework derived
from the literature review. The top row represehes‘categories of description’ in the
continuumand the columns constitute the analytic framewaoitkiia, as outlined in

chapter 3, used in the participant observationcess
The continuum across the top of the matrix showsttegories of description derived

from the lecturer conceptions identified in thesiniew data. The symbel represents the
psychology lecturers and the symmolepresents the social work lecturers. These sysnbol
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occur on the matrix where there is evidence indéi@ base of interviews and observations
to support the connection. Where no symbols apipearthe interview data is still
discussed at length but there were no actual oasens from the lecturers’ practice to
support what the lecturers had sdile symbols do not represent a particular number of
observations but identify examples of where thénegue in practice mapped to a
characteristic of a category of description. Faragle within the category of description
entitled ‘Drawing on student personal experienbe’search for examples of the lecturers
doing this in practice was found in the data uriderobservation criteria numbered 1, 2, 3,
4,5,7,8,10, 11, and 12 in the matrix. The &umalysis of observations can be found at
Appendix Thirteen where the reader can see howrbeess of interpretation was
undertaken.

To re-cap the horizontal axis refers to the categasf description of teaching drawn from

the analysis of interviews, the vertical axis te thniteria by which classes were observed.
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Table 4:1 Categories of description of teaching fotransfer - phenomenon derived
from interviews cross referenced by participant obsrvation anal

tic framework

Categories of Teaching | Boring | Drawing on | Teaching from Challenging | Focus
ﬁ]'“::f\::g\t,'vzn fom | 35 taught | and the student | professional | behaviours | on
N Dry personal practice and attitudes | transfer
Participant experience | experience
Observation
Criteria
!
1 Hugging ° ° oE @ @
2 Bridging ° 110 O} @ @
3 Metaphors ° @ @
4 Drawing ° 110 O} @ @
inferences
5 Integrate o® O]
examples
6 Work @ @
setting
stimul
7 Many e.gs ° O] O]
same
situation
8 Critical ° O]
applications
9 Whennot | e o
applicable
10 Self ° o® O} @
efficacy
11 @ @ @
Generalize
other
contexts
12 ° oE O] O]
Encourage
meta-cog
13 ° °
Pre-req
declarative
knowledge

Psychology lecturers =e Social work lecturers =@
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Initial Overview of the Matrix

This matrix can be read in different ways. Of muste, is the clear distinction that can be
observed between the psychology lecturers andaitialsvork lecturers. The psychology
lecturers appear to emerge solely in the first tat@gories of description and the social
work lecturers appear to emerge solely in thetlastcategories of description. Shared
categories of description occur in the middle twot®ns of the continuum where some
commonalities in teaching for transfer techniquad @lements of conceptions have been
identified. Possible explanations for these diffieess become apparent when the lecturer

background and experience are explored towardsrtief this chapter.

Another observation that can be made from the mgtihat all of the lecturers, to some
extent, incorporated some of the teaching for feartechniques into their teaching
practice. However, occurrences of utilizing thesghhiques appear less frequently at the
beginning and the end of the categories of desonmontinuum. This may indicate that
deploying any of these techniques is a real chgdidar most lecturers. Certain categories
of description seem more disposed to using thetmigues over others, this will be one

aspect of discussion in chapter six.

Presentation of the Findings

To protect lecturer identity, each lecturer hasnbessigned a simple code, S to represent
Social Work lecturers and P to represent Psychdiegyrers and a number from 1 to 7 to
indicate the sequence of the data collection. &Z%example, represents the fourth Social
Work lecturer interviewed; P3, the third Psycholdggturer, and so on. Each quotation
stems from an individual lecturer but where catexgoof description are discussed and
explored the reader will see that multiple quotagiare used to show the prevalence of

some views over others within that particular catgg

However in phenomenographical analysis the readkerewsall that the emphasis in
analysis is on the variation or differences betwhendata rather than on the actual levels
of occurrences in the data itself. The focus isthetdensity of individual conceptions as

the researcher is not seeking representation argkzation but rather looking for the gaps
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between the original conceptions — see chaptee flarean in depth explanation. Each
guotation attempts to highlight particular charastes of the category of description and
may therefore not refer directly to the overarchtategory such as ‘teaching as taught’ in
every quotation. The reader will be able to seere/ba individual has already been

referred to [from the assigned coding] earlierha section of that category of description.

Each of the six categories of description iderdifaad represented in the continuum is now
explored in a separate section per category, sfdmapter. Each section draws on excerpts
of the many quotations contained in the first staigenalysis of the lecturer interviews; and
excerpts from recordings of the participant obsowasessions that appear to support the

data in the lecturers’ categories of description.

The following is an excerpt from the grand tour@ftations as adapted from (Spradley,
1980), explained in chapter three, made of thelpdggy lecturer teaching sessions only.
It is presented here to help familiarize the readér the context and setting of these
observations, and so is placed at the beginnitigeo§ections relating to the categories of
description that appear exclusive to the psycholegiurers. An excerpt of the social work
grand tour observations can be found before thigoseentitled ‘Teaching as professional
practice experience’. These final three sectiorsemlaee the categories of description that

were virtually exclusive to the social work lectudata.

The Learning and Teaching Environment

It was noted in the grand tour observations thatteaching sessions took place in tiered
lecture theatres, a teaching laboratory — withgueakscomputers (P.Cs) or in modern rooms
with no natural light. Studentgppeared to be physically comfortable dadenough space
to work All the lecturers used power point and handoutse (5) also used video
streaming, audio recordings and a white-board,zenadher (P7) a data projector and P.Cs
for each student, teaching them a particular seéiypackage. All the teaching sessions
were timetabled for an hour and most finished wit® minutes. The days and times of the

day varied throughout the week.
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Categories of Description

1 Teaching as taught
This category of description, solely described byghmology lecturers, is characterised
primarily by the lecturers referring to their teaching as latimg the way they themselves
were taught and translating this into their practiother features are described later in the

section. My teaching styles are based around my own expezias a student(P1).

The same applied to assessmeht. | did find that | was drawing on a very perséna
experience of what worked for me especially wheatrite to deciding how to decide what
forms of assessment to y&¥t)

Some lecturers seemed to draw on their own experiehbeing a learner when they
lacked experience and confidence. Often this lealftocus on content and delivery of the

syllabus. This was evident both in what they said ia what | observed of their teaching.

Ok this is my first proper job full time in edugati It's been an uphill, |
wouldn’t say struggle, but yeah, | would say stilegij’'s been a steep steep
learning curve and it's opened my eyes to a ldhivfgs”... and so it's been
very difficult to adjust, at first | was very rigilwas determined this is how |
was going to do it... this is how | was tau¢/pb).
Observation of this lecturer’s teaching indicateat tshe stuck very much to the content
instructing clearly, staying close to her lessanmpnd sticking with theory at all times. For
example, in a seminar about anti- social persgndigorder, in trying to draw inferences
(4) she asked students ‘from the ottiexoriesthey had learnt what other ones could be
applied to psychopaths for example; Freud’s digptanttheory? (P5). Similarly in
assessing their pre-requisite knowledge (13) ‘se@checked what students could
remember and/hichtheorieswere relevant (P5). There was also evidence catiepting
the technique of instructing when something wasapplicable (9) ‘in terms of
theories/content,the lecturer made it clear it was not applicabledrtain other
psychological theories, so pointing out what the®applied and what theories did not

apply to anti-social personality disorder (P5).

It is clear from what this lecturer said and theaations thathe stayed close to the

theory and content but that she also adopted a euailieaching for transfer techniques as
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described above, even though she had very lititbarway of practical information to help
the students grasp the concepts.

The following lecturer had substantive teachingeggmce but still drew very much on his
own learning experience, even, as he says, todbsille detrimendf the student learning

experience.

| think, well this is the way | learnt, this is thay that | know | can best
deliver the material to them and so in some wdgsaugh on those people
who don't learn in the same ways that | did ... t jiiink more about what |
think is an effective way of delivering the mateteethem(P7).

Another characteristic of this category of desaiptame to light when the lecturers were
asked how they went about planning and delivetieg teaching session$.seemed the
focus was mainly on content and syllabus and ggttie information across, as the

following quotations indicate.

| see myself as articulating the syllabus and patmg the outline of the
syllabus that is being covered by the course andesoly all of my teaching
will be initially lecture...then to think about tiieings and direct their thinking
rather than them listening more in the lecture's. duite a traditional model
and I'm relatively happy with that. | do expectdsats to be fairly independent
in their learning in terms of their going out arnidding material and to
supplement the classes that | deli¢et).

Like now I'll just pick up things an hour beforen’going in and just have a
skim through ...syllabus and it's just what's lat chapter in the text book,
basically(P2).

Essentially ... I just go through the process of akiyuresearching the area,
collecting as much information as | can about theaaand then trying to put it
together in a coherent kind of story because théité way that | like to deliver
(P7).

Major thing | think about is probably the conteimhlled by the content that |
want to get across by the syllabus(P1)
This focus on staying close to the content was @lstent in an observation session when
another lecturer (P7) started by saying ‘Remembéorb Easter we looked at ANOVA
(ANalysis Of VAriance between groups) within desagrd last week we highlighted
differences remember homogeneity of variance testsember from the lecture?’
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Although the lecturer here is focused on the cdntemactually also demonstrated the
teaching for transfer technique number 2 (huggihg) is referring to previous

ground/content he had covered.

When students did not meet lecturers’ expectatithrey, expressed disappointment and
frustration with them for not being like they wexe students. The following lecturer who
had vocational experience both in teaching atmagny level and in forensic psychology

said ...

I think | had a sort of an idea of how students Mdearn because from my
own experience of how | would legso you know]you kind of bring that with
you, how I have learnt myself and this is what uld@xpect other people to
do and that’s probably a lot more independent ttteay are capable of.(P3)

Some went further and expressed concern aboutdidems they had helping the students
to learn

...It caused me to dub a new term | don’t know ifigteXlearning resistance’
which | didn’t actually know existed but I've acliyaexperienced it in my
studentgP6).

...I know with some of them you know, | can’t, itt going to be a brick wall
for some of them regardless of what youRY).

| think that[what might help]possibly is making them understand why are we
actually teaching them this, you know we are nangithis to torture you, we
are actually trying to teach you somethifiRf5)

These comments suggest that students fell shiettifrer expectations and that where this
was the case, the lecturers were either unsureeidmto do to get them to learn or
actuallydid not see it as their role to adapt their teaglinsupport students in their

learning. The following quotation in particular hlgghts the latter point

Really, but there’s a lot of hot air about how stk learn and so on and |
think in some ways there is too much emphasieradilwo much concentration
on the process of teaching and learning rather tgatting on with it in some
ways(P7). Although this lecturer did articulate an asveess of different
learning stylesrhaybe this isn’t what you want to know, but in ohthe
way that | teach students, | know that it is prdlgaint the way that some of
them would like to be taught or the situation whitaey would learn most
effectively(P7).
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A related feature of this category of descriptisthie lecturers’ need to control the student
learning experience.

They have a paper to read each week which theyneadi | take a hard line
if they haven’t read what I've asked th@p2)

I don’t want to let it go too active because pewmdnl don’'t want to lose

control of the session so | do try to maintainracture (P5)
In adopting the teaching for transfer techniqu&as$essing pre-requisite knowledge’ (13)
this lecturer used closed questions rather than dgogue implying fear of losing control
- Observed lots of checking of understanding - ahasage ‘Everyone ok? everyone

keeping up? does everyone understand? anybodyan@¢re?).

I’'m trying to maintain something relaxed while alsgzeping them controlled

and directed about it (P4)
During an observation this lecturer adopted thgding’(1) teaching for transfer technique
by linking to previous learning but the narratigeclearly directive in style - ‘Linked to

previous lecture +will set context — we will explore later’ (P3).

It seemed, in the main, that lectures were deltv@rea didactic style and the lecturers felt

pressured into delivering as much material as tdoeyd get through.

Anybody doing this kind of job its all about leargiabout how much material
you can get through, the level at which you arekway at(P7)

You know you’ve obviously seen a lecture and thpety standard format so

I'll give them the information ... and | think thavery common with all of us

that we do tha(P3).
The narrative in this observation implies a ratinaditional formal tone —'Well done you
all got it right - correct well done - you know $h{P1). — ‘You know this already’ (P2).
Yet at the same time this lecturer is clearly tgyio ‘Encourage self efficacy/confidence in

the students, teaching for transfer technique nurbe
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There was a tacit knowledge that the students anakstrumentalist approach to
assessment rather than being genuinely interestide isubject and content. Two of the

psychology lecturers discussed the issue of thiests’ attitude to assessment.

Therefore the choice of topic comes afterwardsciwhias the easiest

guestion, which one am | going to find the eagmstrite lots of stuff about,

you know rather than being interested in psychaalgilevelopmenP5).
This quotation implies that the students are mtgidao take the easiest route and is related
to the quotation below saying that their [the shidpmain concern is the actual mark, and

S0 assessment is seen as the ‘stick’ to ensuitutents do the work.

But for lots of them its just getting the markla &nd so if they, so that’s the
stick in some ways that they know that the exethestethey are doing is going
to be assess€#P7).
Also suggestive of a lack of student engagemestgsychology lecturer worried about
student attendance and was considering adoptiimgsanmental approach herself, to

attendance, through assessment.

I have had concerns about attendance and if treenything that | could do
to change the assessment so that means assessimgliconstantly through
so part of their assessment is to be coming teéheinargP4).

Summary — teaching as taught
From the evidence presented here there seem i bleasacteristics of the ‘teaching as
taught’ category of description. Lecturers ofteawdion their personal experience of how
they were taught and assessed, these includedwsindgormal teaching methods such as
lectures and power point. They tend to stay clogae content and theories and sometimes
this is due a lack of experience and confidence. dim is always to get through the
syllabus, leading to the adoption, for the most,pdran instructional role. When students
do not respondecturers express frustration that they are nahlag in the way that they
did as students and talk of having to control tike@nts learning experience including
enforcing attendance through assessment stratégretated feature to this characteristic
is the lecturer’s acknowledgement of the studenttifumental approaches to assessment.
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2. Boring and dry

The major, but not exclusive characteristic, o$ thecond category of description also
mentioned solely by the psychology lecturers was tiirey wanted to entertain the students
or give them some fun, particularly in the contefkperforming on a stage. One of the
lecturers saidl“even pretended to be a horse last week to kesp thterested(P7).

The lecturers often referred to the fact that tedtythe content was dry and boring and in
an attempt to try and interest and engage the stsideey tried to think of ways to entertain
them.

... its being an entertainer although | don’t think I'an particularly good
entertainer but in terms of doing lecturesthough a lot of the time the
material is very dryl try to get the information across in hopefullyaarly
light way’ (P7).

The lecturer above (P7) attempts the teaching&mster technique of ‘bridging’ (2) not by
linking relationships of variables but by focusioig types of nuts in an attempt to engage
or entertain the students — ‘What is DV? Depengariable, remember it is something we
can’t control. So if there is no difference in peoand the number of peanuts eaten the

significant difference depends on the nut type,ciwis thedependent variable’ (P7).

Most lectures were delivered through PowerPoinhgisolour etc in the presentation in
order to try to maintain the students’ attention.

| always use PowerPoint, | like to use lots of cotojust because | think that if
you have to sit and watch a presentation andlitha same blank colours,
black and white or whatever ... | haven’t used mudboryet but | will be
showing a documentary on personality disorders wheg come back from
break (P6).

I have to have a bit of fun doing it as well, ifdve a little bit of funmaybe

they will find it interesting or somethingso | try to make these kind of
presentations a bit you know an animation, a petand whatever as much as
you can do with a fixed slide realfi?6)... because I'm coming from the point
of viewthat | know that probably a lot of them will not goy the subject
themselves,so just getting them to enjoy doing the actiig@fyyou know, just to
try and hook them in so if they enjoy the actithgy may understand the
activity and what they are trying to do and get toacept that we are trying to
get across at the er(@6).
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The following lecturers were observed using thehesy for transfer technique of using
metaphors or analogies (3) - The lecturers tegttiect similar conceptions that the
students may recognize through funny sayings/filifeople were called crackpots
because their behaviour had changed due to leadmpog; Huntingtons Chorea — like
dancing choreography; Mad as a hatter’ (P1); ‘Rabey Hannibal Lecter he showed no
emotion and would be diagnosed as Anti-social RtyciDisorder (APD)’ (Ph

Another lecturer discussémw she tried to take the subject to extremes ackshnd

motivate the students to participate.

There’s always a theme that comes out of it arglytear it was like in
previous years it's often been about religion atitkeo things and we’ve spent
a lot of time thinking about. This year it was aalmonsciousness and if
animals are conscious should you really eat theim&d is evidence to suggest
that before age 3, children aren’t conscious, salat actually be better to
eat a baby? The students loved it and everybodyde#ing each other? Was |
advocating baby eating as the only logical consegaef our beliefs? So
every year some people change to vegetarianisrtoprieing a vegetarian. |
think baby eating might have been a step too fat.itBvas just great they
wouldn’t let go of it and there were loads of pepmally interested...not that
I’m advocating cannibalisrP2).

Summary — Boring and dry
This second category of description on the contimigicharacterized by the lecturers
showing an awareness of the students’ responskfficult’ or ‘dry’ material and their [the
lecturers’] attempts to overcome this responseagifyyng to entertain or engage the
students in enjoyable activities. Lecturers belogdo this category of description may
also demonstrate attempts to present informati@mimteresting way, through, colour,
animation and so on and by drawing upon the useetdphor to help the students

understand and remember the subject material.
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3. Drawing on the students’ personal experiences

The third category of description is characteriggdhe lecturers drawing upon the
students’ personal experience and where this ksngcusing case studies, metaphors or
examples to help the students understand the reteva applicability of the subject in

hand. Both groups of lecturers appeared to ussttltkents’ experience in their teaching.

Two of the psychology lecturers here describe Hoey used the student experience by
encouraging students to give their own examplegving examples that related to roles

the students might have in the future

I've always tried to you know bring in their owrpexiences so that they can
give their own examples and | think that way inédigng it into their own
understanding a bit bett€P6.)

The following psychology lecturer used an exambla eesearch instrument in the ‘real
world’

| probably would give examples of the kinds of ahed we do, the way that |
teach it at the moment is that students do an ass&st before they actually
start on their own projects, they do an assessmaete they actually analyse
the British crime surve{P7).

When the subject of psychology was about ‘dysfumeti’ behaviours in people then

examples or case studies were utilised.

Obviously where they don’t have a particular typexperience | will use real
examples so like in one of the seminars where tedatihem to understand the
difficulty of diagnosing disorders | used two ré&#e client examples so that |
could talk to them about these people and howwesg treated and how they
were actually diagnose(dP6).

During an observation session where the subjecipsyshological disorderghe lecturer
used a range of teaching resources including ¢adg examples and adopted a range of
teaching for transfer techniques.

This session included: Hugging —(1) Referring bcgrevious learning - ‘This is linked
to the example referred to this morning re (ADHDgAtion Deficit Hyperactivity Disorder
(P5) (case study); Bridging — (2) referring to tmmtext or the underlying principlesThe
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lecturer showed a video — (case study) of ‘intewgievith a psychologist and people with
APD, the video cites an experiment to test stiranll response. The video showed a MRI
(Magnetic resonating imaging) scan comparison betweains of patients and ‘normal’
brains, on the scan showed very different respaiasesiotive words, the documentary

concludes this fits with psycho-dynamic theory arfdilure to develop super ego’ (P5).

She tried to integrate many examples (5). For nt&he used a handout to illustrate the
type of criminal activities associated with APD.algmage to property, promiscuity which
she then followed up by saying ‘what has been yoperience (referring to the students)?;
‘what criminal activities do you associate withstiiisorder’ (P5). The purpose was partly
also to show the students how psychopaths andibi® are portrayed in the media (P5

session) she gave lots of examples for the sannatisibh (7).

In encouraging critical applications (8) the saragghology lecturer asked the students to
critique from their own experiences. For instatfien your own experience, whether this
is from what you have read or seen on TV considether you possess any of these
characteristics? ( noted on checklist handout.) iHamy criteria would you need to meet

for diagnosis? Did any of you think about the categng criteria?’

As the lecturer moved around the groups and listéméheir discussions she encouraged
self efficacy — (10) by cautiously responding tadgnts, building on their comments

without saying the students’ response was actuadlyrrect. (P5)

In another observation sessiamwhich the lecture was about cognitive psycholagier
teaching for transfer techniques were used. Indhse the students’ direct experience or
direct participation in the session was used. $2¢ began by asking the students to
participate in a memory experiment using metapf®ydn talking about memory and
association she advised the students to adoptrceéghaviours before revision and to
adopt the same behaviours before an exam. For deang asked the students to use
certain memory techniques and consider which wasnbst effective e.g. revision for

exams — eat chocolate and eat again just befora @%3). Later she requested that the
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students apply examples from their own experierdrawing on the student understanding
of the ‘central executive’ (cognitive psychologyrteused for describing a part of the
process of memorization) part of the memory. Ske ghve examples of: how to utilize
‘elaborated’” memory and how to help remember complformation (P2). In discussing
these examples the students were (4) drawing iméeseand finding many examples for the
same situation (7) and the lecturer was encouragetg-cognition (12) by encouraging the
students to personally ‘test’ the concepts sheexpfaining during the lecture, telling them

she was building on their existing schema.

The social work lecturers also used the studemisgnal experience, in this instance below

to challenge their values and link their experietacthe policy context.

... In this sort of poverty quiz it asks them to raeélly what they view as
necessities and which are not really necessitiestmriquite desirable, so its
amazing how students actually think that its pelyeadright for people not to
have a television or not to have a fridge or noh&ve a best set of clothes
(S2).

After this the students were asked to keep a diatlgeir own spending for the week and at
the next session the students collectively explthmedifferences between what was OK
for them to spend money on compared to other (semser) people. This social work
lecturer discussed how using a range of experiettee student’s previous experience, the
lecturer’s professional experience and typicalveer user’ experience all helps students
stand back and analyse scenarios through diffengd or perspectives not previously

considered.

By starting with a specific or particular experiegstudents can see the value
of what they are learning and see how it might &eful to them. [ also think it
is crucial if people can make sense of what these ieeen doing and
experiencing up to now. They perhaps have beergdbiough a jolor going
through life and not being able to or having thel$oto stand back and look at
life sociologically or from a social policy point giew, or thinking about
values in an explicitonscious way. So what | tend to use is a mixiirere
might be some bits of my own experience, but nialy lit would be case
study type material and also their experience. Siones it's a prepared case
study that they look at and they have certain goestthey have with which to
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pull it apart, sometimes it might be something thay have brought with

them obviously suitably anonymig&Y)
These methods were later observed in use in aogeslsout working with communities.
The lecturer began by asking the students to dssgasitive and negative experiences from
their own experience of communities with each o{l$at) so bridging (2) the subject by
getting the students to think about the contexhefsubject. Towards the end of the session
she askethem to summarise the content to each other apomded with ‘Good point,
interesting point, - | was going to say that, slike heard some really good ideas’ (S7), so
promoting self efficacy (10).

This next social work lecturer actually asked studéo bring in photos of themselves as
children so that they could relate to their ownesgnce as a child and then to apply this
‘sense’ to children involved in social service casethe media. He uséke creative
method of building a big group collage.

He began the session with a hugging technique @p-you remember 5 cases of
disproved cot death in the press this year’ (S6).

We talk about children quite coldly in a sense, koow this is childcare law
this is child protection law, but actually when yget people to bring in
pictures and you say to them look it would be gileabu brought in some of
your own stuff but if you want to then take sonmgflmut of magazines and |
think it makes it real. So you get this large cgdawith people, some of their
own stuff in there, stuff from the media and theay look at it and actually they
see children and they can reflect on their owndtiolods and so forth so it
makes it more holistic, it makes it more a reahlivthing (S6)

In another session observed, the seminar was ahodtdevelopment and the significance
of play. The lecturer began by bridging,(@iving the students a handout and asking them
to refer specifically to their own experience. Stuts were asked to share examples from
their own experience and development as a child play (S5), so integrating examples
(5). Then the lecturer asked them to apply thisdw and consider how adults play, this
lead up to the question, what is the function afy/fl(S5).
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She also asked students to recall and discussheyused play as a child to help
management of fear as part of cognitive developragnt'‘Murder in the Dark’ ‘Hide and
seek’ ‘What's the time Mr Wolf’(S5) and helped théondraw inferences (4) by
remembering examples of how toys can be used fat &dl@ifferent social environments
e.g skipping rope. What toys did the students rebegrthat served this purpose?(S5).
Students discussed their own examples of fear @aneikkmple, the big scary house. They
identified how adults doing bungee jumps is a wagxperiencing fear in a controlled

environment (S5) and in this way the students begaeralizing to other contexts (11).

During an observation session about a ‘service€ usaching a crisis point the lecturer
boldly asked the students

“Have you ever got to that crisis point?’ ‘Have yexperienced that in yourself or a
colleague? ‘Think about a crisis you've experieniteéslia process not a single poiti84)

so asking the students to think of a personal stmaand then to apply it in a general sense
(12).

Summary - Drawing on thestudent’s personal experience
In this category of description the lecturers woadthpt a rangef ways of starting with the
students’ experience and integrating this intortlegirning. Engaging them in an activity
where the outcomes challenge their personal asgumsptisking the students to use images
of themselves; using ‘real’ data or ‘real’ casadgta of people suffering dysfunctional
disorders were all ways in which the lecturers weyimg to get the students to connect
with the subject matter and their own experienEgamples in the observations coveged
greater number of the teaching for transfer teasghan was evident in other categories
of description. The participant observations atea myriad of examples of the lecturers
using the students’ own experience or giving theenexperience through case study
drawing on a range of particular teaching techrsqlrethis category of description the
psychology lecturers appeared to utilise the stuegperience more substantively and
flexibly than the social work lecturers. Lecturarghis category of description would be
easily recognized, as the primary characteristitrasving upon the students’ personal

experiences.
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The following sections and respective categoriedestription are almost exclusive to the
social work lecturers and so to familiarize thedezawith the settings and context of the

observations, excerpts from the grand tour obsemna{Spradley, 1980) are set out below.

The learning and teaching environment

Notable aspects of the social work teaching sessi@re: Every session was
uncomfortable due to the number of students andidgeof the teaching space. Sometimes
there weren’t enough chairs and windows and doadsté remain wide open to help air
circulation. Most of the lecturers used power-parandouts, role play and small group
exercises, as teaching aids at some stage duergeision. The sessions themselves were
billed on the timetable as a mix of seminars, lextior workshops. The students generally
appeared attentive, either taking notes avidlyasy\quickly settling into groups as
requested and getting on with the tasks and aesviMost of the sessions were timetabled
as 2-3 hours and lasted a whole morning or aftermath an informal break of 10 minutes
at some stage and most of the sessions seemdcatplége on a Friday afternoon or
Monday morning. In general the lecturer’'s behaviwas very informal, moving around,
chatting, listening attentively, and sitting on thesk to present. Sometimes the language
used by the lecturers was very valuing of the sttgland warm ‘I'd like to invite you to
think about’ (S2), thanking students individualdy their contributions (S7 and S4).
Generally the atmosphere felt relaxed and infors@aetimes it felt quite challenging for
the students as they discussed their own viewdraattout being different people, (social
worker, service user, observer/feedback) Therealssa sense of purpose and pace

present and students were encouraged to keep miovimgrd in their activities.

4. ‘Drawing on professional practice experience’
This category of description is characterised leylétturers drawing on their own
considerable professional practice experience artti@students’ placement experiences.
The lecturers also manufactured practice scenauols as, bringing in actual ‘service
users’ to work with the students or asking the sitiisl to reflect upon their placements.
Relating learning to professional experience, eithat of the lecturer’s professional

experience or that of studemgas described at length with detailed exampldsoaf and
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why the lecturers did this. The social work lectargaw this as an essential component of
their practice because when students went oupiratctice situations they would need to

recognise the relevance of what they had learnt.

The following lecturer described how she tried iteegexamples the students might come

across related to social work practice:

Not all of them may choose to practice Social Wiutkthe vast majority will.

It is supposed to be a more vocational course sotoes to give examples

from a sort of setting that are likely to még8)
In a session observed with this lecturer, the to@s the law and the implications of the
freedom of information (FIO) act for social workehs drawing inferences (4) she asked
‘Has anyone experienced a service user requestfomation? [on this topic]. Yes?
There followed much confusion around FIO and DH?gté& Protection Act), she said ‘3rd
party information cannot be included when releagmfigrmation’ (S3). In using the same
stimuli as the work setting (6) she said - ‘Havg ahyou found issues in the field in
relation to freedom and access to information? répées came: ‘Yes, we had a form to fill
out every time a child enters care’. Another stud®tunteered a very real example from
her recent practice where she was shocked at fhiecations of not being able to access
information (S3). Encouraging the students to qui¢i the situation (8) the lecturer asked
‘Are the mechanisms in use too stringent? You ale to bear this in mind when writing,
that it could be used in the future. She asked twlizer situations will require you to
record and why?’ Yes, another implication is thaishrecording is electronic so the out of

hours service cannot now access records (S3).

‘What about when it's injurious to the individud?g. children not knowing of previous
rejection/impaired cognitive function. Police aralit records do not have to be made
available in those cases it doesn’t apply’ (S3) la@ek she’s pointing out when something
is not applicable (9)
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Highlighting when something does not apply to aatibn (9) within a practice situation
was also observed in a psychology lecture whetetttare was explaining to students
about ‘special needs’ and as an educational psggtsblto only use ‘a statement of special
needs’ for complex special needs (P3)

As part of the course the social work studentsalse introduced to people (service users)

they might work with on placements or in practice:

You have to use a lot of case studies and theyswvee users and
practitioners coming in to talk to students abd teal life really which helps
them to make sense of the knowledge they are gamilation to how you
actually use that in practic€s?)

In the communication unit people are going to balty working with service
users so you know straight from the old PowerPpiasentations to an actual
real life situation(S5)

And here the lecturer is talking about when theetds return from their placements and

how she describes theories as practical toolsrimtige.

Getting people to see that theories are actually ypeactical things and not
some great frightening massive thing out in théadise somewhere. Its
making it real making theory real for people andwing how it applies and
how bits of theory apply, you don’t have to taketole thing but use bits of
it to explain something that happern&m their professional experience
during placements](S5).

Assessments are related to professional practieskng the social work students to:
undertake role play, write up incidents reflectyyetrite letters as advocates for service
users and incorporate feedback received from &tyaof sources, so the assessment is
used as an extension of professional practiceraratporates activities that will be

required in their professional role.

| try to give them examples of how things are usquactice. Also although
we’re working within prescriptive limits of what wan set for assignments to
try and think about assignments, scenarios etcttieyt could meet in practice
(S3).
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They write four of those, they are 1000 words dmay tare based on a piece of
practice that they have undertaken and linking ittte appropriate legislation,
relevant theory and reflection on what they didlywehat they didn’t do so
well, what they’ve learnt from the experience anas, so during the
preparation for the practice they get to practiagrdy that with a little role
playing and they write it up. So the two things ematinually linked S5).

On level 3 law for example they write a letter asaalvocate | mean there are
all sorts of different thingeS7)

They will write a reflective assignment that incorates the theory that they've
learnt and how that applies to what they have le&mom actually doing things
and so incorporating the feedback that they’ve frath peers, their own
reflections and feedback that they will have frbm $ervice user or carer that
they spoke t¢S5).
The above lecturer talked further about how she hee own professional experience
when asked about dealing with difficult cases amg@nal dilemmas

My personal experience comes in when we are tkoout all sorts of things
like when people ask you questions like how domgtite somebody as an
individual non judgmentally when they are a paedepla convicted
paedophile, how do you work with that kind of thingw do you reconcile
your personal values with you know the work that yave to do on
professional values and then you know you dravwherekperiences that
you've had and say how you've managd®8)

In a different observation this lecturer drew on tvn professional experience from
residential care and “NIMBY” (Not in my back yanijoblems with neighbours. She
provided tangible other contexts by encouragingsthdents to act out case studies, (S7)
using the technique of generalising to other castékl) and in pointing out many
examples for the same situation (7) she said ‘Rdmeml the different interventions you

have just used, each community will require diff¢raterventions’ (S7).

Another feature of this category of descriptistow lecturers madde learning explicit.
In this study they told the students why they wesegning about a particular area and how
this related to other areas covered in the coUise rationale was to help the students gain

an overview or ‘helicopter’ approach.
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The following two quotations depict the differenayg the lecturers try to help the students
‘see the point’

I get them to share their experiences of whereideilsad been a threat or a
reality in their practice not in their personal &8 so it's that mixture of here’s
a helicopter or wider view now what do you thiwkat's it like how does it
play out for yo@(S4).

You need to know about housing policy in general,need to know about
asylum seekers because some of you will be woltdrexample there’s a
projectin S......... Cit{S7).

In an observation session another lecturer saithis ‘is what we're doing and this is why-
[being explicit] Can each group discuss examplesoofal/cognitive development or fear

management in play’ (S5) and in this way encoumggieta-cognitive approaches (12).

And during the interview, this lecturer said we thé@ be“much more explicit because

every piece of work that they do they are usingenmtfor their placemeri(S1)

When asked about how they went about planningsiaethe social work lecturers talked
about themselves managing the teaching and thirdbiogt what students had learnt
already, and balancing debate with reflection agttirgg them from here to there, engaging
the students in a process. Rather in contraseteategories of description that focus on

content, as discussed in some of the earlier cagsgof description.

Lecturers within this category of description ate@med more mindful of student
comprehension and engagement, for example whawofyjlearning activities would help
the students to understand. A variety of creatie¢hwds were cited, such as quizzes,

collage, video of self, T.V programmes, simulatiansl so on.

In thinking about challenging prejudice and malafigctive practice interventions this
lecturer used footage from a soap:

We started with an extract from East Enders acyyalvideo extract where it
was a stag and hen nigahd we were looking at well, what | asked the
students to do was to watch that extract and Idokays in which the men
were explaining their behaviour and explaining eltihg the guy who was
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getting married giving him advice about how to mgmé#he ball and chain and

all that kind of stuff(S2).
This social work lecturer challenges the concepeciure = presentation by PowerPoint. In
teaching students about children in society, lagjimh and the role of the social worker he
said:

| like to mix methods, blended learning as it ifezhnow, | like to think about

using artwork, video, direct lecturing whatever..ose of things we do is a big

collage in the lecture room and | ask people tongrstuff in and they build a

collage of how children appear in our soci€¢8p).
During a teaching observation session this lectueferred to practice situations constantly,
in reminding the students what they had been wgrkim using hugging (1) He said - ‘In
the past several weeks I've talked about ‘drift"weetalked about initial and full care
assessments. Remember the Children Act; wherelp@ssake decisions in partnership
with parents’ (S6). And in preparing the studeptsdppearing in court in a child abuse
case he pointed out the principles of what thegudguld be looking for — by using the
bridging technique (2) — ‘In general terms, providem with the route map. The judges
want the social workers expert opinion; it is yoesearch, talk through the chronology of
the case, what is your professional judgment’ (S6).

In general during observations the social workuess used different practice situations:
“In many cases you get CAFCASS (Children and Fa@owrt Advisory and Support
Service) officers involved in divorce, adoptionrearders and you will have to have a plan
of care in all these cases” (S6 session), so tryirgive the students, many examples for

the same situation (7).

In encouraging students to be confident (Self affic— 10) he said ‘You should be strong
now regarding the nature of significant harm, |y can. Who can remind me who is

‘exparti’, making application in secret, if you dhts right the rest will follow’ (S6).

In the interview the above lecturer also cited pttreative teaching strategies:

For instance, | gave them a whole portfolio of Spuftting either side of the
MMR (measles, mumps and rubella) debate and agtsald right you are
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now the department of health. You have to decidd wdur policy is going to
be over the next 10 yeaS6).

Summary — Drawing on professional practice experiere
In this category of description the lecturers Usa@rtexperience from professional practice
to inform and animate their teaching practice. Talsp draw on the students’ actual or
potential experience that they might encounter whehe field.
Other features of this category of description kreturers demonstrating a focus on the
learning process itself not the content and oftdspting creative non — formal teaching
methods. Lecturers in this category of descriptimuld also try to be explicit with
students about why they were teaching them songethiparticular and how it related to

practice or previous learning.

5. Challenging behaviours and attitudes
This category of description was held exclusivehtle social work lecturers who voiced
expectations around student behaviour and attittiidesemotive nature of the coumsas
described in different ways by the lecturers. Sames it was about offering the students
support alongside radically challenging their valaed sometimes it was about placing the

students in very personally challenging situations.

We have very high expectations about the condutbahaviour of our
students you know they have got to have the rggoevbas€S2)

Of course in social work, punctuality, reliabilitypu know, time management
all of those things we are looking for evidencéhat as potential suitability
for the professional sidé2)

So actually turning up on time, letting people knelere you are, managing
your diary, not changing appointments at short cetyou know, all the things
as workers we take for granted you know its readlw for them..(S1)

During a teaching observation the students werenaed about responding professionally
at all times ‘Remember as a social worker the conitypwvill see itself differently to the
way you see it, you will come across lots and dftdifferent ‘communities’ and conflicts —

she outlined many examples (7).
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The lecturers also often referred to expectatidribeamselves and the need to be sensitive
and supportive towards the studertsafe learning environment, | think is really

important(S5).

This social work lecturer explained how she considad takes account of the students’

emotional needs and sensitivities during teaching

I’'m very keen that they are not scared of theorgmse of the things that | sort
of make sure | do in every week is help them utelethow theory is another
way of explaining and because actually what thdestis our students find
difficult in practice is relating theory to pracg¢S2)

One of the lecturers discussed how she saw thdagewuent of the personal and the
professional as inextricable and that ‘superfics&ins of learning were not acceptable to
entering professional practice. The responsibibtythis she commented firmly lay with

the educator/lecturer:

| think that’s one of the crucial tasks of socialrweducators to help students
develop a fully integrated personal and professigeaisona(S2).

Social work students who don’t engage in that ebdeep learning and who

do that sort of superficial stuff, pay lip servicethe right kind of theme, you

know they are not going to be effective social wimkS2)
In one observation the reality of the studeptsictice experience was all too apparent.
In discussing the implications of the freedom dbimation act the students said “We have
to share all information with other agencies inahgathe hospital, so even when the

hospital tells us, we have to create a file, el@ugh the child is in no danger”

Another student said “I had a situation last weélerng because of the legal requirements |
think a child was left even though she was abu§gd@’session). The students were finding

many examples for the same situation (7)
In another observation the student said they d@dcaut on an emergency re: section 136

and they knew what it was because of the lectisteAaek about the Mental Health Act

(S3). This demonstrates that the student had rézedjthe relevance of the previous
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lecture — hugging (1) and highlights the harshitg#ie students were dealing with in
practice situations.

Knowing that the students were constantly in treefpce field, the lecturers challenged the

beliefs and assumptions of the students, suchasiaing stereotypes:

So lots of kind of stuff about gender, lots offstbbut biological and natural
assumptions, sort of that psychoanalytic stuff alattachment and | showed
them that and also an extract from Tricia, its l&kderry Springer (yes) or
Oprah Winfrey (yes) British version, you know reotibly sophisticated but
what I'm trying to get the students to do is see eweryday explanations of
behaviour and attitudes and interactions and ad thst of it are based if you
like on some kind of disciplinary perspective ightinot be terribly well
informed but social workers need to think aboutrtbeyn common sense
assumptions and try and be a bit more rigorous thaaoia or Jerry Springer
might be and you know think about where their owplanations are coming
from and be very clear about thg2.)

In the observation session this lecturer begamxpla@ing that she was going to challenge
ideas and assumptions and in so doing she encaltfagstudents to adopt a meta-
cognitive approach (12) she explained why reflectias important and why it can be

difficult. “The point of this exercise is to exp®your pre-conceptions’ (S2).

Towards the end of the session slaned 'So what happens when there is a clash of
values?’ The dangerous social workers are thoseamaot aware’ (S2) inferring the

importance of the exercise to professional pragdge

The social work lecturers seemed to have a strengesof awareness of what they
expected of students and a very keen sense ofsgiofeal responsibility. They were very
aware that these students were soon going to eéased into the world of ‘service users’
and their {i.e. the lecturer’s} ultimate responéiilay in ensuring that the students were
capable of delivering a professional service. Mdthincluded examining and exposing the

students’ own behaviour:

We film that over and over again and we then ladtha tapes and analyse it
and see how actually what they do might not haes berribly helpful because
all they’ve done is ask a load of nosey questiansraot really listened to what
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the person was saying and that’s a really powenfay of helping students
think (S2).
The following quotation depicts how future situaisavere presented by placing the

students in similar situations to prospective ssrvisers, ‘do unto others....’

We keep on saying to them no well you've got tanlkaw to do it here and
practise and develop your skills in a safe placemtyou are not going to
damage anybody before we let you out and do it s@tkiice users. And its
entirely consistent that in the training of sociarkers that they have some
experience of what it feels like to be filmed réinggperhaps intimate or
personal details so we are quite hard on them bseactually social workers
expect and require service users to reveal stustiatheir own lives so its
entirely consistent in their training that they’'ge some experience of what
that might feel like and in training they have tever they have much more
power because they can choose how much or hogvtlittlevealS2)
In a teaching session on managing a child abuse case the lecturer asked the students to
act out the scenario ‘When in court, feet towaltdsjtidge and turn to face the court.
Remember inter-agency co-operation is so imporsndial workers have a ‘bundle’ for
each case that is every piece of recording andrpaple ‘As a social worker you will have
to take lead responsibility, your case will needémonstrate objective evidenced based

practice. You should have a senior there; you shonat be there on your own’ (S6).

The lecturer was offering here the same stimuinaswork setting (6) but the prospect
soundedjuite challenging for the students. In generalizmgther contexts (11) the

lecturer said “When you are in court show the Isgers you are the expert” (S6).

Summary — Challenging behaviours and attitudes
Lecturer behaviour found in this category of dgsttsn would focus on changing and
challenging the attitudes and values of studenkelp them reach the required professional
standard. They would have a strong sense of awssafevhat they expected of the
students and have a keen sense of professionaingbpity. They would be aware that
that these students were soon to be releasechmtodrld of ‘service users’ and their [the
lecturer’s] ultimate responsibility lay in ensurititat the students were capable of

delivering a professional service. Lecturers is ttategory would demonstrate: high
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expectations of the students in terms of their bigha, assessing qualities such as;
reliability, punctuality, and commitment. The statewould be deemed unlikely to pass
the course unless they had demonstrated theseiegialther features included being
sensitive to students’ emotional needs and chahgrihem with emotive situatioribat

they were likely to meet in the field.

6. Focus on transfer
This final category of description on the continuisnecharacterized by lecturers who would
have a conviction that transfer of learning isin point of teaching;

Everything we do needs to be either directly oirgxtly fairly readily
transferable to working as a social worker. So y€lat's a strong
expectatiorn(S4)

This has to be transferable or even the more gerstuiff like IT skills equally
have to be demonstrated in practice and then tipaatnof the practice
experience has to be re-demonstrated in the fatiguevel on the academic
units(S4.)
This same lecturer concluded by saying that this wiaere the effort of the lecturers was
really focused because students basically woulghass the course if they could not
demonstrate learning transfer:

So there are lots of ways in which we would encgeithat transfer because

it's essential you can't get through our degre¢haut it so we invest | think

heavily in terms of time and energy in doing oustlie ensure that that

happens and if it doesn’t people don’t p&s4).
In an observation session with the above lecturerssarted by saying ‘What is Social
work? Intervening where people interact with threivironments. It is differentiated
between psychology and social work, social worleelapt and apply the methods of
psychologists. She set the context with ‘Sociatesys and individuals are surrounded by
social systems/networks’(S4) so showing the stugdna underlying principles of social
work, bridging (2) and in drawing inferences (4¢ Said ‘You need to apply sophisticated

communication skills that you are learning for thegrking situations (S4).

Sheoutlinedher expectation that the students would demondhatsfer of learning

between contexts:

103



The other way is really everything we do is re-exawoh and regurgitated in
the practice setting quite explicitly so if theg/*earned something on human
development the expectation is that some of th&gnahand some of that
understanding will reappear in their write-ups betwork they are doing in
their placement$S4).

The following comments illustrate how the lecturattemptedo ‘focus on transfer’
including the use of backward and forward reachiagsfer techniques:

So it was ping-ponging back and forth from the geln®pic of parenting to
parenting when your child has a severe disabibitywthat does that mean in
social work and what about the professional sidéhat and wanting to
explore that further as a practitioné®4)

I've gone out onto the placement where they brotlggrh all together and
done a supervision session I've done it to try kel them link previous
theory to practice but in a way we could probabdyadlot more of thafS2)

This lecturer also thought that there was morettiey could and should be doing to help

learning transfer and acknowledges how very diffitueally was:

All of that really is about what can they transfgou know what do they know,
what do they need to know all those sorts of thiegly and they do that in
their practice analysis that they have to writdeafit needs to be teased out
and | wonder if that's what we need to be doingenafrreally getting them to
think more about their you know what they alreadyehthat amounts to
transferable skills reallyS1).

This lecturer referretb developing a consciousness of how they [theestis]l were
learning and she didn’t assume that transfer wsimgbly occur on its own. She seemed to

be referring to attempting to inculcate a meta-dbgnawareness in students.

We don’t expect them to come in and be able to blp themselves just like
that. What we hope to do is provide people withtdloés and capability to
transfer (S7)nstead of that people will realise that they canays take a step
back and analyse a situation and then decide wisatteey need to know to do
in there what they can build on and what sortadfans they can take so right
through it's not just about the content of the klemge but it's about them
developing a consciousness of how they are learamighow they are
transferring their skills and how they are devetgptheir skills... am |

making sens¥&S7).

In an observation of this lecturer’s teaching slid 4’'m encouraging you to have a

guestioning approach. Listening like a social worketually practise this’ (S7) so telling
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the students why she was teaching them to thiskdertain way — encouraging meta-

cognition (12).

Another social work lecturer referred to job praggeand the students’ ability to transfer

and apply learning:

I've been in agencies | can tell you that a loptafces absolutely prefer

students coming from here because they know thgtwiil be able to in

general roll up their sleeves as well as write @asignment. Yeah so its really,

really important that transfer of skillS5).

Summary — Focus on transfer

A pre-requisite for this category of descriptiorthat the lecturer is aware of and articulates
seeing learning transfer as a valuable, indeedh#akeutcome of the learning process and
that where transfer does not occur, learning s point. There is also an
acknowledgement from the lecturers that this iahvitays easy to bring into teaching
practice and that ideally evidence of transfer &hbe apparent. Using meta-cognitive

teaching approaches are also often apparent ingteaitice.

Synopsis

The grand tour observations (Spradley, 1980) fatug®n the general characteristics of
the learning and teaching environment. The diffeesrbetween the social work lesson
observations and the psychology lesson observatvens that, in general the social work
sessions were: physically uncomfortable for stustemere timetabled at unpopular times,
i.e. Mon a.m or Fri p.m; they lasted for 2-3 howrsluration and the lecturers generally
adopted an informal and relaxed style; the studappeared to actively participate. The
psychology lesson observations, in general wergsipally comfortable; the sessions were
timetabled at much more popular times over the weeksessions all lasted about 50
minutes; the lecturers style varied much more, squiie formal and ‘stiff and others
joking and laughing and informal. Students seen@tally engaged but were more
passive than the social work students, quicklyesgjing to chatter once they had
completed a task. This comparison is placed hepeawide an insight into other factors

possibly affecting the learning and teaching enviment and so influencing the overall
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outcomes. In fact it would appear that the socmalkieaching sessions were disadvantaged
by their environment and the duration of contawetbut the students seemed to be more

willing to participate than the psychology students

The continuum depicted six categories of deschiptibteaching related to the practice of
teaching for transfer. Lecturers in the ‘teachaaght’ category would be recognized by
their aspiration to teach as they were taught, @ag@an instructional style and focusing on
content. Students are viewed as lacking in motvadind instrumentalist so the lecturers
seek to control the student learning experiencetucers in the ‘Boring and Dry’ category,
try to entertain the students in the hope of engatiem in otherwise boring material,
sometimes they employ quite extreme tactics, sagiretending to be an animal or
advocating radical behaviour. Drawing on the stislgrersonal experience or
manufacturing experience is the key to identifyliecturers in the third category of
description. To be found in the fourth categorgleécription the lecturer would need
previous professional practice experience as agueisite and an insight into the student
practice experience. Lecturers in the fifth catggmuld be identified by ascertaining their
professional expectations and standards; if thedaip to challenging the students’
behavioural or attitudinal attributes then theyldeely to be found in this category. The
final category of ‘focus on transfer’ and applicatis apparent when asking lecturers what
they see as the main point of teaching is. If thesponse is a conviction that learning is a
demonstrable application or change in behavioattitude then they belong in this final

category.

In the interim, | made the observation that fromittown testimonies, there was a
distinction between the psychology and the soc@ker lecturers’ conceptions of
teaching. At least in part conceptions are bornobeixperience and a possible explanation
for the differences in the lecturers’ original ceptions might be to do with their own

backgrounds?
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Lecturer Backgrounds

All of the psychology lecturers apart from one lcadhe straight through the educational
system and most of them said that they taughtttigests in similar ways to the way they
had been taught. The picture they all painted wasas regardless of age. Either they had

recently entered academe or had just stayed ostaslant to become a lecturer.

Three of the psychology lecturers discussed how liael worked their way straight
through the education system, from undergradugp@so graduate study and then on to do
their PhDs. They had no other experience and tadrsbcured full — time teaching posts in

higher education on completion of their doctorablgs.

I've just come straight through the system so Irdydundergraduate degree,

PhD straight after that and went straight into nrgtfteaching post and | have

no formal teaching qualificatio(P2).
Two of the psychology lecturers had worked partetimeducation whilst studying, either
in teaching or research and had acquired signifiegthing experience subsequent to their
doctoral studies.

| did my Masters at the University of ... in Soci@tStics and then | did my
PhD at the University of ... in social stats ...anglnay research funding dried
up after the third year, | started teaching pamhé... and as | was completing
my PhD a post became available... which | started sl time lecturer . So
this is my 13th yeaP7)
From the evidence in their testimonies the psyaplecturers have little alternative
experience apart from their own experience of etlucdérom the point of view of the

learner.

By contrast all the social work lecturers had poesgiextensive and varied vocational
experience apart from one who had been a matucesatstudent who had gone on to do a
PhD in sociology.

| was a mature student and did an access coursedid then from that got
onto ... University’s undergraduate programme in 8logy where | was
doing sociology and industrial relations that wag degree ... | won a
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scholarship from the University to do a PhD so thave me funding for three
years so | started my PhD in €32).

Most of them had many years of professional practiperience

... 'm a qualified social worker. Qualified in 198@/th a lot of relevant experience before
and since in the statutory sector and the voluntargector(S7)

Some had achieved significant specialist expentisgeas such as child protection and the
law and children with disabilities and others sem@nagement positions.

| teach, train and work in the court all around kchprotection and dangerous
offender management. | teach group work, but itstipehildcare, child
protection and childcare law that's my area of extige. I'm a qualified social
worker, qualified back in the early 80’s, I've werkfor probation, NSPCC,
education, social services both as a practitionetd as a managgS6).

| specialised in the area of family law, childreithin the legal system, but I'd

also worked as a social worker dealing with digabthildren, co-ordinating

approaches with social services etc so had somghinhsito working with

social workergqS3).
Another social work lecturer had trained and pssctiin the U.S.A prior to working in the
U.K. She worked part time in a psychiatric hospidaltwo years and then got an internship
in units for mainly adolescents and young peoptewaorked there for 5 years. After this
she did a masters degree in counselling psychaldufgt still working at the unit. In the
U.K she worked as a psychologist for the healthiserand was a counsellor in a well
woman’s centre, also working as a citizen’s adveedath older people and teaching
alongside most of this. She then worked as a trgiofficer and freelance trainer for about

9 years and came back to the U.K in November 93 (S4

From observations of their teaching it was cleat this wealth of work experience
informedthe social workers’ teaching practigering them many examples and insights
into the contexts the students would be enteringrasticing social workers. The social
work lecturer who had not practiced professiontdlyused on drawing on the students’

personal experiences and challenging their valodsa#titudes.
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Chapter Five — What the Students Said!

Introduction

This chapter explores the student data and costifaistwith the data from the lecturers.
Outcomes not directly related to the research gureste also uncovered and add an
interesting dimension to the main findings. Thealstt data was laid out in a similar way to
the lecturer data and a number of initial themesrged. In reviewing the data it appeared
to fall into three strands. The first was: thedstuts’ experience of learning and teaching
and this is aligned to the continuum of categoofedescription described in chapter four.
The second was how the students themselves appaédrning and the third was the
outcomes of learning identified by the studentsribelves.

The Student Sample

As discussed in chapter three the psychology staaemsisted of three focus groups
(seventeen students) and the social work studentssted of two focus groups and two
individual interviews (eleven students). All stutkewere at level three of their course. It is
interesting to note the diversity of the studeritarts, for example, nearly all of the
psychology students had either worked or travetest o studying for their degree and
some were mature single parent students. Equathg sid the social work students had
started university straight from further educattmlieges and some were access students

from deprived backgrounds [their words].

In examining the first strand it became evidentequickly that there were some close
similarities between the categories of descriptiontinuum that emerged from the lecturer

interviews and the students’ experience of teachnagtice.

Table 5.1 Continuum of lecturers categories of degption

1.Teaching | 2.Boring | 3.Drawing on the 4.Teaching 5. Challenging| 6.Focus
as taught | and Dry | student personal| from behaviours and on
experience professional attitudes transfer
practice
experience
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Excerpts from the original third stage analysisi(fd at Appendix Eleven) are used to
support and explain the assignment of the datac¢h eategory. In the same way as
lecturers were assigned codes in an attempt tagg@nonymity so have the students,
hence: psy = psychology and sw = social work, {imd)cates interview and (fg) indicates

focus group. The assignment of numbers simply atdithe sequence of data collection.

Strand One — Student Experiences of Learning and Behing

1. Teaching as taught

There was little evidence in the student datatéethers were teaching as they were
taught. When students spoke about the lecturashteg, it was more in terms of how they
could not teach. So a more appropriate descriptovhat the students said about their
teaching here is in fact ‘They do not know howedadh’. The only two elements that
resonate in their description with that of the leets are the emphasis on content and the

relaying of information.

Here the students describe the difficulty they hiaderstanding some of the lecturers.

One said

“You can imagine him sitting down and doing higlee plan literally from
a text book. Just sort of its all theory, theohedry, there’s no examplegpsy fg 3)

Discussing the same lecturer in another focus gomgpstudent said,
“Oh God! It was the pits cos cognitive is prob therdest I'd say. Obviously he knew it and
he just didn’t grasp the fact that we didn’t kndiv Very confusing at times(psy fg 2).

One of the social work students described a newtpae lecturer, One teacher | have this

year actually reads it word for word - what’s orrliand out which isn’'t very helpful cos

we can just sort of read the handout and not gddss” (sw int 1).
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In the following quotation a psychology student swp this part of the discussion with
resignation,

There’s relatively few lecturers who actually batteeteach and explain, you
know not spoon feed you but point out why theydaneg something
(mmhhmm) and not just give you a list of referenceg away and find
yourself which you could do anyway. You don't needrn up to pick up a list
of references and | just think thidtere are dot of teachers who don’t know
how to teach and have teaching jobs and lecturezg’ataught how to teach
as well(psy fg 3).

Other students also talked about how lecturersestdhem into doing preparatory

reading.

She said... if you turn up and I find gtitat you have not done the preparatory
reading]... I'll chuck you out. She knows though if youdrdt read it... and
she’d stand around the room and she’d like if amybadmitted to not having
read the seminar paper she’d be like - out you @md it scared them so
much that everybody was reading the paper weraeit (psy fg 2).
In these quotations there is no direct evidencethi@astudents’ experience of the lecturers’
teaching is what the lecturers themselves expeggeas learners, although one student did

say ‘There are some here who are definitely more uségetold style of universitfpsy
fg 3).

However the student comments do relate to the ctarstics of the ‘teaching as taught’
category of description in terms of teaching ageanand teaching using traditional
methods of simply relating information. There isaakvidence of one lecturer controlling
the students by scaring them which is also a feattithis category of description. The
majority of the above quotations are from the psyaly students, which reflects the
emphasis in the findings from the lecturer intemsa.e. more psychology lecturers

adopted a traditional style of teaching.

2. Boring and dry

Students often expressed frustration when talkbayatheir learning experiences.They
indicated that they found the material quite borngl dry and did not have the opportunity
to apply their learning.
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Then there’s another lecturer who completely justah’t explain it properly
he will just... like he is reading from a text bawksomething, no humour, just
really dull and boring and you just don’t, | do&arn anything, like after |
walk out, let alone two weeks lafgsy fg 3)

Two students complained about essays in partiéuiding the questions vague and
ambiguous: the essay writing is really ...not very applied te thal world” (psy fg 2)and
“Such vague essay questions that you've got tariy apply(psy fg 2.)

The students seem to be asking to be shown howi¢laening can be applied to a wider

context and to develop the wider skills of crititaihking:

[The questions seem to demandégurgitation whereas if you are
encouraging pupils to think more about applyingitjs to the real world you
are encouraging them to think for themselves rathan come out of Uni just
being able to dictate this theory, that theory dnid and that but not really
about how it works in the wider contépsy fg 2).

The use of lectures and books covering theoried holinterest for themthere’s no hands

on, it's all lecture based there’s no attracti¢psy fg 1).

It's not how you actually use psychology it's likknowledge... where if you
could actually do something that actually uses pelagy it would be slightly
more useful | think. Psychology is such a theorsellacoursépsy fg 2).

[If we were]...to watch somebody be assessed for something gauvkimat |
mean actually see how it works not like learninfyjatn a book or a lecture

(psy fg 2).

[l think that if] you’ve got something in real life to relate ittt@t sort of thing
—say we got a video to see, do you know what | medess you see that
person with a learning disability... how they reag/ou can’t get that whole
understanding of it, that situatiqpsy fg 1).

The psychology students, speaking of the emphiagexiures on cognition, used the term
‘dry’ to describe how their lecturers taught, thbispme tried to overcome this by
entertaining them, joking with them and this thaeidshelped them to remember the content
of the lectures.

112



There was one lecturer who stands out, she alwsgd bumour in her lectures
and its so when you think like that she’s jokinguerd all the time but you
come out of there knowing that you have learnbd gou know two weeks
later you still remember it because of those jak@d thingqpsy fg 3)

There are several elements of the ‘boring and cltegory of description reflected in the
students’ espoused experiences and views. Thendsuadeknowledged that some of the
lecturers did try to relate to them through makwiges or trying to entertain and this
relieved the boredom somewhat. Their main frustratiowever lay in the lack of applied
learning and the dry and repetitive content, comfig that the lecturers’ perceptions of the

student response to their teaching were correct.

3. Drawing on the student personal experience

None of the psychology students refer to their pelagy lecturers actually asking the
students about their personal experiences, builidtisgnto the curriculum or encouraging
them to relate it to their learning, but many ddssat how their learning had helped them

understand something about themselves.

The only thing | can think of is I've suffered fraepression before | studied
psychology so once | did study it, | had a greataderstanding, for you can’t
always understand what a disorder will be like, ot just have the empathy
there for knowing that it can’t be nice to have &myd of abnormality{psy fg
2).

Another student in the same group said,

I have got depression | have a panic disorder abwigich affects me really
badly and | am it’s great fun! It's made me undarst I'm not going
completely stark raving crazy, there is a reasod Hrere are things and | will
get better(psy fg 2).

Some students spoke also of understanding howlpootigers, such as family and friends
For me my boyfriend had a psychotic episode régesd | hadn’t actually
learned things from the course about that butatlsemade me read loads

about schizophrenia because that's what | thoughh&d(psy fg 2.

I know that another thing to take away is the ustirding of basic drugs
that’s quite useful and I've found various drugsamd the house which |
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wouldn’t have known what they were but I've stattedecognise their real

names and understanding how they work and whatdbeyg your body, that

has been quite educational about my far{plyy fg 3).
Similarly the social work students did not recolacturers drawing on the students’
personal experiences in their teaching. There werdirect examples of this in the student
data. However there were instances of the socigh \eaturers generating vicarious
experiences by using simulations, case studiesasios and so on. As one of the students
put it, ‘it was the way she’d say, you know this is your segnahat would you do
...Staging an atmosphere this really helpedsw fg 1) And another explained

Yes, they would give you a sheet with like this wiamis 31 years old has
learning disability wants to get a job and it @dva bit of a scenario about his
life and you have to answer certain questions.e kkat could you do to help
him? What law would fit in with it? Things like thjast makes you think about
this (sw int 1).

In a session about interpersonal communicatiorestisdhoted there was also some

attention to using their personal experience

[In practising listening skills the students hadhimk of scenariod)e did the
tape recordings, feedback was positive and alsaevweu could do better we
went away we’d done three tapes so that side pfjthivas fantastic. And
obviously getting your confidence going on the t@peint 2).

It is difficult to see direct comparisons and exésgrom this category of description
reflected in the students’ articulated experiendeaching, but plainly the students do

relate learning from and to their own personal eigpees.

4. Drawing on professional practice experience

Of all the categories of description, this one neded most in the student data. The social
work students indicated how the tutors used the&im professional experience to inform the
teaching, giving examples and situations to he#pstindents relate the experience to

context.

There’s nothing else for it, she was inventive, gdnee us scenarios to work
through. She gave us examples of things that shegitt with so there were all
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sorts of things that she was introducing all thedj pieces of paper that we could
read through or articles that she’d seen or whatdgey int 2).

[Sharing her own experiencdsie lecturer was able to make it quite practical
and she gave us the situation, the scenario, a &ddalings that had happened,
and then we had to try and figure out which pieaidaw we’d use, what the
pattern would be, what was relevant and rather thest telling us, you know,
about the pieces of law we actually had to try #ndk of it in a real life
situation which we did which was gdqed fg 1).

They spoke about guest lecturers coming in todhlkut their work experiences,

You can see how it does work especially L... sheadoskth domestic abuse
families you can definitely see how that wouldéhfibecause it's quite a
specific area. And | know | don’t have any expeseewith a lot of domestic
violence so I've seen it from her point of vi@w int 1).

She used to give examples I think ...she actuallyssor CAFCASS so loads

of examples of her casésw int 1).
Drawing on professional experience was not restlitd the social work lecturers.
Students in psychology also noted and appreciageéatt that one of their psychology
lecturers who did have some previous professiaxaggence chose to share that with the
students.

She’d worked in the forensic field, she really kmavat she said about it... She
could actually go I've done this with prisoners .e%ld case studies, it makes
such a difference when you know that what shdketpabout, is actually

with people and they’d done all this crazy scauoffstAnd she can relate all
her own experiences into the lessons. She carygiveeal life examples of
what it is that she’s talking about sort of thifgsy fg 2).

5. Challenging behaviours and attitudes

Many of the student quotations in this sectionratigthe characteristics of this category of

description where the lecturers talked about expgpsie students to emotional situations.

The students also discussed their emotions. Theyegiamples of when they felt truly
challenged and how much being on the course medhem. Students cite support from
their tutors, inculcating a mutually supportive gamment. They also discuss their values
and understand why it is so important to examireecrallenge their own values and

attitudes. Only the social work studetatked about these aspects of learning.

115



One student observed thatdu start looking in yourselflsw fg 2).Others spoke ahe
anxiety they experienced when they did not undedssmmething and how this some times
made them feel like an imposter.

And you sort of think ... shit maybe | shouldn’tieee ... | don’t know what
everyone is talking about agailt's been interesting to see how upset I've got
over it haven't I? (sw fg 2).

| wanted to run away, | just wanted to go and logfself in the ladies toilet to
be honest, phone me husband and say come andedst the back door
because I'm not stepping out I'm not facing nohthese people, I'm not
doing none of this agairfsw int 2).

Then the anticipation of receiving grades addettiécanxiety’'Waiting three weeks to get
that result and when | get it, I'm like shaking gutuysically sick looking for that mark”
(sw fg 2).But on receiving good results, this was replaced Bgnse of achievement

“So it’s really, really good and sometimes | delfquite proud of mysé{sw fg 1).

The students also voiced appreciation for lecturen® were supportive of them,
“I really received massive, massive support, | mpaaple who say... ‘We’ll do whatever
we can to help you let us know how we can helf(saug 1).

They also discussed how they looked after each bihiling a culture of mutual support

... if we don’t understand anything we talk to eatttepas well and then
someone’s bound to explain it, and I'll sit dowrdaxplain it and someone
else will come and sit down and explain it as willey help you and keep you
going. If you feel like giving up and they’ll say don't give up keep going!
(swint 2).

Reflecting what the lecturers said about challeggive students’ values, students noted
that:

We learned a lot about treating people with resext sort of using your own
values looking at your own values and thinkinghakt bne doesn't fit in this
situation - look at what he would do and try noptd my values on to them so
not tell them like oh you must do this just beealudo it that way. That's one
thing we did learn was how to look at our own sel@ed how we would do
things and not put it onto other peojftav int 1).
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This quotation and the following reflect the stutesensitivity and awareness of the
service user perspective that the lecturers stlasas so important.

We are going into their lives and we are tryingetapower or assist them.
You've got to take into account, you've got to egspphem. You'’ve got to not
come over as more powerful than them and you'véogioave an
understanding of what they are trying to tell ysa,if you've had that yourself,
you've been yourself in that situatifyou can understand]

If you can make them feel as an equal person tahguare more willing to
open up to you, more willing to give you, you krisw fg 2).

6. Focus on transfer

The students recalled teaching sessions wheredestuied to explain what or how to
transfer learning: We had to link assignments to our practi¢siv fg 1).Often lecturers
referred to the transferable skills they were mytio teach the students as a tool box of

interventions;They also kept referring to their invisible toobk of interventions(sw int
2); “Your tool box, they talk about us having a tookt{swfg2)

They’re talking about us having a tool box, a tbok of interventions social
workers go around with, you know it's invisible? i¢éhl was thinking that’s
quite funny, | sort of think to myself oh that’sreghing | can put in my tool
box now ... you know, that I’'m going to remember doimg to try and use
again on other familiegsw fg 1).

This little tool box that I'm supposedly carryingpand with me but ... practice
on this placement thing... and | think that's alté@an put it in my tool box!
(sw fg 2).

Going a little further the following student recall strategy and theory that helped her
support service users.

Our practice teacher talked to me about soluticcuttherapy and also has a
task centred approach which I've used quite a lithh weople, you are just sort
of aware that you know, somebody can come to ythuledds and loads of
problems and you're completely overwhelmed withuit,having that theory in
the back of your head can be helpfsv fg 1)
In this next quotation, a student recounts a tewcbkession where a fellow student related
how, having learnt about the mental health acptiesious week, she had to apply it
directly to her practice on placement the followday.

| remember sitting in one of the sessions with ...tghohes law and somebody
actually said to her actually you know last weekdid section 136 of the
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mental health act, she said they were on practiaegment the next day and
she used it, you know ...? It’s like wow that wadyfgiood then(sw fg 1).

This comment is supported by a teaching sessioaradtson in the learning as changing

behaviours/attitudes category of description.

The student accounts of examples of learning tesircgfncur with the lecturer category of
description, especially in reference to transferaiills and the tool box metaphor. The
reader may recall how one of the lecturers desdiitoev she wanted the students to stand
back and analyse a situation and then decide vdtietegies would be the most effective

to deploy.

Strand Two - Student Approaches to Learning

Student perceptions of their approaches to learning

When the students discussed their approachesrtorigan some cases it was possible to
recognize that these approaches reflected therégsticategories of description but in
others they appeared to learn in spite of the nastlod teaching. The outcomes of learning
as outlined in the next section seem to bear liég=mblance to lecturers’ espoused

experience of teaching.

The students presented many examples of their tteg@ipproach to learning. At first it
appeared that there was a significant range ofoagpes but exploring relationships
between them pointed to a dichotomy of experietie®mjgh this was not necessarily
exclusive. One way of characterizing this dichotamto say that instrumental approaches
which the students highlighted, were associatet sutface learning, memory techniques
and boredom whereas independent approaches amadsdavith deep learning, personal

interest and motivation, as discussed in chap{®a2nsden,1992).

Cognitive approaches to learning
The memorisers
The following psychology students referred to thearning as systematic repetition,

memorizing and learning by heart as the followihglents from the focus groups note:
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| write everything out so I've got load and loadsotes, | break it down into
loads of little points, like on little index cardshen they are stuck literally all
over the bedroom because then | just see it agdas in(psy fg 2).

I think I’'m more just kind of reading it, reading keep reading it! And then |
just try and memorise it. | didn’t use diagramsaorything(psy fg 1).

Then I'd learn each point until I've learned thdt by heart then I'll go on to
the next one then I'll repeat the first and second then I'll do the first again

(psy fgl).

The instrumentalists
The above comments were all from psychology studéritis was also the case for those

who adopted an instrumental approach to learnimly @sychology students took this
instrumentalist approach.

Some people purely do just turn up to get atteneldrecause it's attendance
based ... you know lectures you can miss any legturevant, but with
seminars, that's where they take your attenddpsg fg 2.

| think also now we know what they are like, we peadict what sort of
answers they want as well. Sometimes | feel I'nwmiting an essay on what
I’'m interested in and what | think, I’'m writing whthey think to try to get a
better mark(psy fg 2.

Both of these quotations are supported by the lerducomments referred to in the
category of description ‘teaching as taught’ regegdhe students’ choice of the ‘easiest’
assessment question and making attendance pae aksessment to ensure students attend

teaching sessions.

It's all about student interest

The psychology students also highlighted how thpproach to learning was all about
being interested. If the learning was perceivedasg then they took a surface approach
but if it was perceived as interesting then thekta deep approach. This suggests that
there are not types of learners but that diffeegaproaches to learning are adopted

depending on other factors, such as student intengsmotivation.

The following students said that they just repradlahat was in front of them rather than

give it some thought and analyses.
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If something interests me | can work on it for aged really enjoy it (yeah)
because if | find something boring then I just megate stuff from books and
think, oh that will do and just hand it in like th§psy fg 3).

Because | really can’t be bothered and yeah ifi&ally just not bothered |
will regurgitate what I've read but | find thatybu know, took a personal
interest or it catches something that | find th&étihk is quite interesting and
haven’t really thought about before then um yeabrt of put a bit more effort
into it (psy fg 2).

Conversely the following students described a hiolepproach, taking their time, reading
and thinking.

... if you are interested or you enjoy it a bit mgoa sort of think what you
know about it more and you look at it from diffdrangles. | think you sort of
take different sides into consideration and yourapph it more as a whole
thing, rather than just you know like an obstadevercome. You take it on a
bit more um you give it more tinjesy fg J).

And you do more reading around it because youtfiedsubject interesting
anyway rather that just doing the bare minimumeopu through it (just to
get it done) if its something that interests yoentlyou will read more (yeah)
(mmm) because you find it interesting to read maidise you have t(psy fg
1).

All the students above described clearly how thejkera conscious choice about how they

approached learning. Deep approaches were evidemtxample, in their descriptions of

approaching it as a whole, looking from differengkes, and reading around the subject.

The social work students did not describe theiregghes to learning in the same way as
the psychology students but they did discuss hay thoose the focus of assignments and
select relevant theories, concepts or information.

I think they did something similar but we got toase our own policy look at
one side of policy and apply it to our own experes) how have we used this
and look at the whole background and theory sidéard all, but when we
handed it in just after Christmas we had to looki¢ of our placements or
work placement the policies behind that work pland the theories behind
that work place as well so that's probably one likat(sw int J).

We've got to look at a case study, we have toelehe ourselves and like

analyse it ourselves and everything, can’t thihkmy now, sort of look at a
certain theory and analyse it sort of thing themget to choose which theory
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we want to do put our own experiences in to s@ewe've used it or things
like that that’s how most of it's usually dofssv int 1).

Necessity is the mother of independent learning!
The following two students from the two differemiuecses illustrate independent learning
was not covered by their course. The social warllesit does acknowledge she uses skills

acquired from the course, whereas the psycholaglest appears completely disengaged.

I’'m going from wanting to work with children to nteng to work with adults
with disability or mental health and we don’t rgatiover that a lot on my
course. I’'m going to actually I've bought a fewoke and I've got a few books
that have been recommended to me as well so ldug@nd look at them,
read about any legislation | can find and that'sahbll learn afterwards, sort
of use what I've learned here and applysw int 1).

I'll spend all day thinking and not actually doilgything, um so | kind of
study philosophy on my own and get my own bookstficbut | don’t look at
psychology anymore because everything I've lookddey have either
destroyed hefer] like made it so borinfpsy fg 3).
The above cognitive approaches to learning shovgeifisant differences between the
groups of students, except when it came to adoptitgpendent approaches. However

when it came to practical approaches to learnimgse were evident in both groups.

Practical approaches
These practical approaches fell into two major gsplast minute comers and

conscientious planners.

The last minute.comers

| just couldn’t really be bothered and | think tisatvhy my grades, | think | did
best in the first and then went down and thougbit more of this!! It's not
just keeping your interest... so | leave it urttg latest possible moment which
is what we are here for isn’'td{psy fg 2).

I think | sort of... a lot of what you sdicesponding to a fellow student in the

focus groupkounds like how | am as well I. | leave a lot ofkvontil the last
minute. | feel like 1 work better last minute adlweder pressure (mjr(psy fg
2).
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Normally I'm there the day before, got all my boakgady a few weeks
before hand and just sit down and write it the nigdfore it's due ir{sw int
1).
The conscientious planners
The conscientious planners from psychology saitll#@ving things until the last minute
would cause them to panic.

| can’t leave things to the last minute becausetlganicky so I'm always
setting myself ,targets for each day so I'll sa@ Sbrds today, 500 words
tomorrow all the way up until I've got it done atigén | start on the next thing
and that’s how | do i(psy fg 2).

I have to be quite well prepared | can’t leave gsruntil the last day and stuff
like that and you get a bit panicky when you knawkvihas got to be in and

stuff(psy fg 2.
The social work students were conscientious irffarént sense. They referred to getting
all of their assignments completed well in advaoicéhe deadline and attending all lectures
and seminars. By contrast with the psychology sttglthey appeared to take pleasure in
their studies and one of them, speaking for otlretise focus group commented that the
course'life changing. | must admit, we are very motivategty conscientious students not

blowing our own trumpets{sw fg 2)
Strand Three - Outcomes of Learning Identified by he Students

Asked what they had learnt from their course, wiad useful and what transferable, the
students noted a number of specific skills theyleadnt which they could use in the future
and some that were useful for their own personatld@ment. Not all the skills acquired

were enjoyable to learn but students valued haaaggired them nevertheless.

Acquisition and identification of skills during the course of study

The psychology students discussed the differefisgkiey had learnt of research,
information literacy and reading texts - and hoeytlcould adapt them. The following two
comments from a focus group first emphasize rebeskills

Research... especially like with the project youwjeeto research things in
serious detail, really learn where to look for infmation (psy fg 2).
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You have absolutely no appreciation of what it $alcedo psychological
research or anything like that and the practicallskhat you gain in terms of
conducting research | think are very valuafpsy fg 2).

One student reported how she could transfer héés siconduct market research

It's like my boyfriend does market research he’marketing manager and he
comes home say if | did a piece of research hig what would happen? And
then | know | can then think yeah if you ask ¢hkiad of questions you're
going to get this kind of effect (psy fg 2).

This second set of quotations refers to the skilly had acquired of critical evaluation and
information synthesis. Students described the Wway approached a problem now was

different from before; they could see things froiffiedent perspectives.

| think they focus a lot on how to critically evata things and | think in a lot
of jobs you need to be able to do that, not exdi&ythat but it does call for
stuff like that and just to be analytical and ke that(psy fg 1).

Again it’s like seeing both sides different viewm®t just mine I've got quite
strong views and you've got to look at the othema and then decide whether
or not you agree with it, not just one view iyg®logy you're looking all
around it as opposed to just one vigsy fg 2).

Thirdly, in relating to reading texts they descdl®mme ‘deep’ holistic approaches that

they would use in the future

Skills to use in the future 1 think I've been atdeead a book in a particular
way and things like that are really useful to marecting me together that's
developed that sidgsy fg 2).

Just with regards to reading critical reading rjost taking for granted

what’s written in the book and you sort of thifklbe able to criticise things

or be able to read/appreciate different points iefwthat might not necessarily

be congruent with your own ... sort of thifpsy fg 2)
The psychology students also referred to skilly theed acquired but really had not
enjoyed. They said that if the usefulness of tietssunits’ had been pointed out to them at
the time then it may have helped motivate thene&on.

The stats are important | think because when lisedl when | went to a job
fair that the government would take me on as fistteian because | had done
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psychology, that | realised how much we do knowaltbe general
population. (Absolutely) Now | don’t think anyoedd us that enough for us to
appreciate how much we have learnt h@ggy fg 3.

The social work students also described a ranggili$ they had acquired but these were
different from those articulated by the psycholstyydents and had more to do with their

own personal growth and the applied nature of thekwhat they would eventually do.

Some examples below highlight how they respondexittain situations in terms of

analysing a situation whilst also participatingtirin other words meta-cognitive abilities.

There’s lots of people out there who think theyldalo it but it's how you're
thinking or reacting in a situation all the timewce always thinking. You

know you can go to a party you're still thinkinguyknow what does that mean
what that man’s just said, wRy{sw int 2).

You are actually able to explain and give detaflsvbatever you are
discussing without having to think and that it jagtomatically flows out and
you think ... blooming hell where did | get all tfisom!! Where has that all
been stored, you know!! So that’s personally hdeel that’s how |
demonstrate that | have learnésiv, fg 2.

These students referred a lot to increasing thesgnal confidence and identified how they
had progressed and developed over the duratidreafdurse and had cortwereally
appreciate their achievements

[l looked atjlUnderstand Social Work’ by Neil Thompson and | ri¢ahd |
thought | ain’t got a clue what this bloke is goimg about!! And | sat there all
summer, | kept going over|ihinking] oh my God what the hell is he on
about, | really don’t understand this!! | can pitikat book up now and know
what he’s talking about and that is the big diffece(sw fg 2.)

Confidence, | think your confidence grows terriblgnean | suppose I've
always been quite a confident person but | supfitsskow to channel that
confidence and how perhaps in a meeting | migbt@ach an issuéw int
2).

Some of it is based on our past experiences okbus and, if you like, our
transferable skills. | mean | think if we acknowgedur transferable skills we
are able to use the fear really and you know awd, know, what you've been
taught when it finally comes to it, it does makessésw fg 2).
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The acquisition of communication and interpersakéls was also high on their list of
positives.

I think the communication probably because | tedt first essay | ever did |
failed on that one so that one | will take with toghe grave definitely, but it's
most important and | would say the listening slalsl the actual
communicating skill is the most important one @i could do really and it's
in the counsellingsw int 2).

When you think of all the communication stuff weleee. Yes. It's all
communication, counselling, and attachment | thiiskheightened our own
skills and our awarenegsw fg 2).

Applied to practice
Only the social work students gave examples ofyapglor transferring what they had

learnt into a professional situation;

| was part of a mental health team on placement al&érly there were a lot
of attachment issues and there’s a lot of new meteaut which | actually
found really exciting and when they first mentiortddhought ‘oooh! | know
what they are talking about’ and that was reallgiérg. And | did draw a lot
of that ... one particular child was presenting ADdDthe scale but upon
further investigation it became quite clear thatvds an attachment issue and
discussions with the team kind of validated my ghta(sw fg 2).

Our practice teacher talked to me about soluticcuttherapy and also has a
task centred approach which I've used quite a lithh weople. You are just
sort of aware that you know, somebody can comeuawth loads and loads
of problems and you’re completely overwhelmed wibluit having that theory
in the back of your head can be helg&w fg 1).

| could relate and | knew I'd learnt it becauseolutd relate some of the stuff

that | remembered from the past to what the childsere doing so it was kind

of nice to be able to think that makes me knowlttat learn it because if |

could relate it to something actually practigaiv fg 1).
The social work students identified when and hogythsed what they had they learnt and
they articulated real pleasure in noting when titisurred, what | have termed here ‘the

light bulb moments’.
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Those light bulb moments
Then all of a sudden you know, It's such a complé&h the epiphany moment
.. oooh(sw fg2)

And you know and what you've been taught whenatl§i does make sense it's
just a ‘Eureka’ kind of moment, you know... that yoe able to use it all, it is
just fantasti¢ (sw fg 1)

If there’s a discussion going on or I'm watching@umentary or something
and these words come up you know and they’re It Weall posh words
and I'm like WOW | know what that means Hsw fg 2)

Summary

In the first strand of student comments noted is thapter, students’ recollections of their
learning and teaching experiences reflected thegoaies of description held by the
lecturers to some extent. In the second strand,dbeounts of how they approached
learning reflected a range of different cognitippeaches. The psychology students
approached learning through attempts to memorisgenbor by tackling assessments to
match what they thought the lecturer wanted. Howef/éhey were interested, engaged or
motivated by what they were learning then they d@uid did adopt deep approaches to
learning. For the social work students, and pogslbk to the nature of the learning tasks
they had to undertake, they had no alternativedatiopt a deep approach. If either group
were not interested in what they were being taogfitthey felt it was being taught badly
they became interested in something for themseludsvere quite capable of independent
learning. Different practical approaches to leagnirere taken by both groups of students,
some waiting until the last minute saying they eredd to work under pressure and others
saying that they liked to plan and do work on aifagbasis.

In the final strand students identified a numbeowaicomes from their course. The
psychology students recounted several complex r@sead study skills, clearly
demonstrating how they could use these skillspnbt during their course but
subsequently and they gave examples of how theld epply the skills to different
contexts. The social work students talked moreiims of growing in professional and
intellectual confidence, their ability to commurntieavith people and having awareness and
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ability to analyse a situation whilst in it, (Schd®95) might call this reflecting in and on

action and others might call it meta-cognition (€&sGunstone, 2002). These students

offered many examples where they had used themitegor could see its relevance and

sometimes described these occurrences as ‘Epipbarfureka’ moments.

Despite differences in their learning experiendetha students demonstrated some ability

or appreciation of how to transfer their learnimgkills into different contexts. The main

difference was in the social work students’ abilaytransfer and apply their professional
skills, including reflecting in and on action or t&e&ognition.
The diagram below attempts to represent a sumniahgedearning approaches taken by

the students and the outcomes or different skiky felt they had acquired.

Table 5.2 Student learning approaches and outcomes

Approaches Psy | SW| OUTCOMES Psy S\
Cognitive Memorisers X Study skills Research and
information
literacy skills
Instrumentalists X Critical
Evaluation
Deep X X Synthesizing
information/ideas
Independent X X Meta-cognition X
Practical Lastminute X X Professional | Communication X
comers Skills
Conscientious | X X Confidence X
planners
Applied to X
practice
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Chapter Six: Seeing the Point

Introduction

The title of this chapter reflects its intent t@ $®w far this study has been able to
understand teaching for transfer in a way thatesttglcan be enabled to see the point and
enhance their learnindt discusses the analysis and findings of the stadyraw out the
main implications and indicate how far they addtéeskey research questions posed in
chapter one. It begins by briefly re-introducing fiurpose of the study and stating the
main findings. These are then compared with reletraories and concepts of transfer
highlighted in chapter two. The second part of thiapter discusses the implications
arising and opportunities for future developmewtuding some possible applications. A

short review of the methodology of the study codekithe chapter.

Restatement of the Purpose and Focus of the Study

This investigation was based upon the premisettigaé may be a link between lecturer
conceptions and their practice and if this wasctee, to identify which conceptions were
more disposed to ‘teaching for learning transféhe study first sought to elicit lecturers’
conceptions of ‘teaching for transfer’ and thembservevhether in their teaching practice
therewas any relationship between their conceptionsaoisfer and their practice. The
central propositionvasthat if ‘teaching for transfer’ is at the hearttedching and learning,
then lecturers would not only have conceptions lo&tthis meant but they would show

some evidence of this in their practice

In examining the literature and for the purposéhef study learning was defined as some
demonstrable change in learndsshaviour underpinned by ‘transferring’ knowledsje|ls
or attitudes to a different situation in which tearning originally took place. In other
words transferring learning from one context tothrocontext, using metacognitive

strategies.

For many, including policy makernhose main agenda in the transfer of learning or

transferable skills arens economic growth and a skilled knowledgeable ayde, the
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assumption is that learning acquiring skills and accreditation of these, is omnsurate
with being able to apply that learning into new teoss. This view is widely held (DfEE,
2000c; Lord Sandy Leitch, 200&)nd for the most part has been left unchallenged.

Whilst the ‘bo-peep’ theory of transfer (leave thalone and they will come home) Perkins
& Salomon (1988: p 23) remains a common and comveEissumption, then much time,
energy and money will go to waste in the beliet #ducation can solve the problems of
the ‘knowledge poor’ and needs up-skilling workeconomy Coffield (2000). Some
recent studies into life long learning or transigesskills, question the suggestion that
current teaching practice promotes learning trarfefen one context to another, or leads to
real benefit for the workforce (Bennett et al, 20C0ffield, 2000).

Yet there is a growing body of research, see fangle the review of research in this area
undertaken by Batterfield & Nelson (1989), thatgesjs learning transfer can occlinis
research suggests thednsfer is far from an automatic response and ncaohbe done to
help learners achieve transfer more effectivelyweler the field of research remains
patchy, is sometimes contradictory, and lacksangttheoretical base. While this

continues to be the case it will inhibit opportigstto inform improved teaching practice.

Batterfield et al (1989) also suggest that ‘disdbte one could say limited, teaching
practices lie at the heart of a failure to transfiet at the door of the learner. Further they
indicate that The extent to which educational practices reflectent conceptions of
transfer is unknown(p.28) There is little educational research on this istuéact as
Bennett et al (2000) stat&iven the centrality of transfer in theories ofreiag, and in the

assumptions of employers and policy makers, itrigrssingly under-researched(p.177).
These authors stress that research into learnitig/sknsfer is urgent and one of their

recommendationwas for research into the differential impact ofational and non-

vocational courses, skills transfer and use —gbads examined in this study.
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Using a comparative design of two courses witheddht orientations towards teaching for
transfer, the intention was to explore how highiraation teachers conceived of transfer
and whether these conceptions influenced theittipeacThree different sources of data
were usedtecturers’ conceptions of transfer, their obsempeattice and students’
responses on the respective courses. Through plesrogmaphical analysis the study aimed
to characterize lecturer conceptions to enableeas®d awareness of those that lead to

teaching for transfer.

Main Findings

The main findings stated below address two of thestjons posed at the beginning of this
research: whether conceptions of transfer diftepeding to the perceived
purpose/outcome of the teaching; and how these ammpith what is currently known

about learning for transfer.

Finding 1

The first main finding was that lecturers do apgedrold different conceptions of teaching
for transfer. There was a marked difference betveenrers who taught on the different
courses. This was not unexpected, due to therréifit aspirations and orientations. The
social work lecturers clearly espoused their inthat, teaching for transfer was their main
goal. The psychology course aimed to prepare graduateg@meral way for further study
or for entering a graduate career path. The sa@ék course aimed to prepare graduates to
enter into a professional career associated spaltyfiwith that field. One of the premises
underlying this choice of courses was their diffee= while the main objective of the
social work course was to teach for transfer, piagastudents to go directly into social
work related practice, this would not be the maijective of the psychology course, as it

had a more generic academic orientation, wherasfeeamas not an imperative outcome.

This was borne out by the data and is evidentemthatrix based upon the
phenomenographical analysilecturer interviews in Figure 4:1, page Mor example
the only technique used exclusively by the psyowlecturers, was that of ‘Assessment of

pre-requisite declarative knowledge’ — attemptimgauge what information has already
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been understood and assimilated. This is also psngedictable as it is the only technique
specific to assessing prior ‘knowledge’ rather tdeswing upon experience, which was not
as readily available to the psychology lecturehslike the social work lecturers most of

those teaching psychology had little experienahlénfield as practicing psychologists.

In terms of this first main finding it seems thattiurers teaching on different ‘types’ of
courses at one institution did hold different cgoteens of teaching for transfer and to an
extent this was reflected in their practice. Howevevas limited in application. If, as is
posited in this study, transfer is the key to l@agnbeing able to apply this learning in any
new context, engaging meta-cognitive approachegrigal to the learning process. The
evidence from this study suggests that more coelddme by lecturers in higher education

in these subjects to enhance this process.

It is a common assumption that vocational courkeslsl focus on learning transfer rather
than all courses because they are preparing geslt@master specific skills and
knowledge for specific professions. In this studhere the focus of practice wasn’t upon
transfer some of the students expressed dissdiwsfagith their learning and one possible
explanation for this may have been that they cooldsee the point. Where lecturers did
explain how learning could be applied there wasigmresatisfaction expressed by the
students. This suggests that helping students stathel how to transfer their knowledge

from one context to another is an important fastdhe learning experience.

Finding 2

The second main finding was that observations @ftéaching for transfer’ techniques
occurred much more frequently in the middle twaegaties of description: ‘drawing on

the student personal experience’ and ‘teaching fpoofessional practice experience’. This
was true for both groups of lecturers, althoughpg$ychology lecturers focused more on
the former category and the social work lecturershe latter categoryt may be that the
characteristics of these two categories which blotlw from human experiences encourage
the use of a greater range of teaching for trarietdmiques. The most popular techniques

in the ‘outlying’ categories on both sides of tlemttnuum were hugging — reference to
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ground previously covered; bridging — generaliZirggn underlying principles; use of

metaphors; and encouraging self efficacy — helptngents believe in their own abilities.

What appears to be important within this findinghat lecturers seem to more naturally
adopt more teaching for transfer techniques whewn dlnaw on some type of experience.
Most of the lecturers did try to use the experievicéhe students or their own personal or

professional experience, although this was not ydwacognized by the students.

Encouraging lecturers to use the students’ or their experience in teaching would seem
to help lecturers naturally use more teachingrimmgfer techniques. The most commonly
adopted techniques were: hugging, bridging, useaifphors and encouraging self

efficacy.

Finding 3

A third finding, stemming from the observatign@as that the social work lecturers
adopted more of the teaching for transfer techrignamely bridging, encouraging self-
efficacy, drawing inferences from professionalengnce and practice, generalizing to
other contexts and encouragement of meta-cognitioelping students to understand why
and how they learn. The three latter techniqueparticular ask students to infer from
other situations, generalize a situation to otiteasons or offer an explicit explanation of
why they were being taught something in particuldwis observational data lines up with
the social work lecturers’ intentions noted abavéhe first finding to teach for transfer and

indicates that these conceptions did have someeinfle on their practice

It seems that using more teachfogtransfer techniques in line with holding a
conception tofocus on transferéven though in practice this was difficult to acgdish.
Developing meta-cognition strategies in particullae, social work lecturers said they did
not find easy. Helping students transfer and leaeta-cognitive strategies was also
identified as difficult by Marini & Genereux (1995)
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Findings from Student Data

With reference to the student data there werermain findings, related to the lecturer
categories of description from the first strand@apter 5, ‘teaching and learning
experiences’Not all the student data showed a correlation betwibe categories of
description relating to teaching and learning coreskby the lecturers, though the match
with psychology students was stronger. For exanpésr learning was focused upon
content; they noted lecturers adopted a traditietydé of teaching; and they found the
content boring and dry. This reflects the first tvategories of descriptioriféaching as

taught’ and ‘Boring and dryand supports the observations made in the classroo

The psychology students voiced dissatisfaction widir learning experiences to teetent
for someof adopting instrumental approaches to learningstdoing what was required to
pass, and for others actually taking control anddieg to teach themselves something of
personal interest - independent approaches. Tiseysald that when they could ‘see the
point’, for example, of being taught the ‘statsittand how they could use this later that

they appreciated the usefulness of this even thtughfound it difficult.

The third category of description contrasted wité student data was thetudents’

personal experienceThis category of description from the lectureradaas not supported
by the student testimonies. The social work stuslditt recount the use of case studies and
scenarios, and the psychology students indicatedthey had applied some of their
learning to personal situations, but in generatheeigroup cited examples of the lecturers
drawing on the student's experiences in their teachexamples of the lecturers trying to
do this did seem apparent in the observationgtheustudents did not seem to remember or
recognize when this was occurring. Perhaps thas imidication that using this technique
on its own is not particularly effective in helpistudents transfer learning and therefore
needs to be used in conjunction with other techesgtor example being explicit about

why the lecturer is drawing upon student persorpégence.

The fourth category of descriptiodrawing on professional practice experienegs

strongly supported by the comments from social vebuklents in interviews. Thiand
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challenging behaviours and attitudethe fifth category, were also evident in the
classroom setting, along with examples of thelem for transfer techniques ‘using the
same stimuli as a work setting’ and ‘offering maxamples for the same situation’. This
was only evident in the social work lecturer’s t@ag, and given that these techniques
relate to work experience, it is not surprisindina them in those two particular categories

of description.

One slightly surprising finding was that few exasgpbf specifi¢eaching for transfer
techniques were observed in the classroom relatd#tketspecific category of description, of
a ‘focus on transfer'though both students and lecturers’ recognizeddneept in the
interviews and focus groups. The students citeangtes of how they had used the
techniques of transfer that the lecturers used) agcthe intervention tool box” metaphor,
and of how they had dealt withsituation in practice, derived directly from theburse.

The fact that only a few observations were madeadhing for transfer techniques from
the lecturers belonging to this category of desicnipreflects the social work lecturers’
view that teaching for transfer is difficult. Yétet students definitely cited examples of
thinking in and on action during practice situaip8chon (1995), i.e. deploying meta-

cognitive strategies

In summary, from an analysis of lecturers’ concami student feedback and observations
in the classroom setting, there was some evideoece this research to suggest that the
characteristics of conceptions of transfer, orgashias categories of description, were
apparent and that these influenced teaching peatiisome extent. Studemigpeared to
learn more effectively when they couse the point’, though this was not the caselier t
psychology students. Drawing on some form of exgmee appeared to help lecturers adopt
more teaching for transfer techniques and some easier to adopt than others. Using the

student experience on its own did not appear éflead supporting transfer of learning.
Relationship of Findings to Previous Research.

In exploring the significance of the findings iretresearch reported here, it is useful to

revisit what others have said about teaching sondfer to see how these compare and
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contribute to addressing the research questioasgeral relevant studies were noted in
Chapter 2. In fact part dhe motivation for this study came from Trigwellad{(1994) who
had undertaken considerable research into studeceptions of learning and teaching.
These authors had concluded that it was not entiuggsearch student conceptions if the
aim was to improve student learning and that tkentions, conceptions and strategies of
lecturers also needed to be studied (p.@&)er studies conducted into lecturer conceptions
have adopted different aspects, such as: lectwwer€eptions of student learning (Bruce &
Gerbner, 1995); conceptions of teaching held biutecs (Samuelowicz & Bain, 1992);
conceptions of growing and learning as a univetsi&cher (Akerlind, 2003); and (Franz et
al, 1996) who compared lecturer and student cormepof learning. All these studies
identified a range of conceptions and some of éiselts from these studies are strikingly
similar even though the focus of the studies wateglifferent.

The findings in the study reported in this thesi$ect a similar pattern to that identified by
several of the above authors. They build upon aitehe previous research into
conceptions of learning and teaching held by lectuin higher education. The two tables
below show the main conceptions of teaching fardfer first that the studies above

identified and secondly, the research that thisishidentified.
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Table 6:1 Comparison of research into lecturer corgptions — categories of

description.
Samuelowicz| Teaching as | Transmitting Facilitating Changing Supporting
and Bain imparting knowledge understanding student student
(1992) information conceptions | learning
Bruce and Acquiring new | Absorbing, Thinking and | Competent | Learning as
Gerbner knowledge explaining and | reasoning beginning participation
(1995) applying professionals
-changing
personal
attitudes
Akerlind Transmission Student Student Student
(2003) focused relations engagement | learning
focused focused focused
Franz et al Memorisation | Understanding Developing| Taking Change in
(1996) professional | different attitudes,
competence | perspectives| beliefs or
behaviours

Table 6:2 Lecturers’ conceptions of teaching forransfer, categories of description

1.Teaching

as taught

2. Boring 3. Drawing on | 4. Teaching | 5. Challenging
and Dry the student from behaviours
personal professional | and attitudes
experience practice
experience

6. Focus on

transfer

One of the first observations in comparing tabldsa®d 6.2 is that that there is some sense

of progression across each of the categories peadog the different research. All the

outcomes of the above research are qualitativature, so the similarities discussed

between this study and other research are my oterpietation.
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The first categories in table 6.1 show learningasceived as content based or transmitted
information and in table 6.2 the first categorgdeing as taught was characterized by an
information transmission perspective. In the secgetdf categories in table 6.1 learning
has progressed to applying or understanding knayele8imilarlyin table 6.2 the lecturers
appear aware the material is dry and boring arattempt to aid student understanding by
finding ways to interest and entertain the studéfte third set of categories in table 6.1
identifies facilitating understanding and develagpprofessional competence and in table
6.2 it can be seen that the lecturers are attemptifacilitate understanding by drawing
upon the students’ personal experience. foheth set of categories in table 6.1 focuses
upon developing competent beginning professionadistiae ability to see different
perspectives and in table 6.2 the category is cheniaed by drawing on the professional
practice gained during student placements. Thé d$ietzof categories in table 6.1 implies
learner participation and involvement including miaag attitudes and this is also very
much reflected in table 6.2 as an outcome of #sgarch. The final category produced by
this researchfocus on transferéxtends previous research and suggests that megfcini
transfer is a previously undiscovered categoryasicdption that may support student
learning, further than, or different to, the cutrelimate categories of description that stop
at student engagement or involvement ideologiess tBlkes phenomenographical analysis

of conceptions of learning and teaching in highieroation one step further.

Further Outcomes in Student Data
The student data in this study, from strands twabtaree in chapter 5 did produce some
outcomes that were outside of the main investigabiat which also appear to support

findings from previous research.

There was strong evidence in my study that studentswhat has been termed an
‘instrumental’ approach to learning. This was appain the lecturer interviews where the
psychology lecturers said students appeared tosehibe easiest assignment question and
in the student interviews whergaychology student said'm writing what they think to

get a better mark”This is similar to the concept of ‘learning to bbatthe lecturer

expects’ as identified by Franz et al (1996), inmpdya surface/instrumental approach.
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Evidence of ‘deep approaches’ and independentiteasimilar to the category of
‘learning as the object of study’, also found bwrkz et al (1996) were also found in both

groups of students.

Secondly, the psychology students in this studyegasamples ofidoring lectures’and
traditional teaching approaches and described #pgiroaches to learning as memory and
regurgitation. This parallels findings from theeasch on student conceptions of learning
and teaching by Vermunt, (1996) and Ingerslev (2@dth of which showed that students
changed their approach to learning accordinglteir teachers’ teaching and knowledge
concept’(Ingerslev, p.5). Both of thesaithors concluded that current traditional didactic

teaching styles caused regression to a reproduetwveing style.

Thirdly in relation to skill acquisitiorpsychology students in this study stidt they had
acquired research skills and the ability to criticavaluate and social work students cited,
communication skills, meta-cognition skills and noyged confidence. Although these are
different ‘types’ of skills it could be argued thtaese differences reflect the objectives of
the course curricula and orientation. The studenisated that they acquired these skills
independent of the lecturer’s intention to focudramsfer. The exception to the above was
the social work student accounts of the meta-cogn#kills they had gained. This was an
interesting point as one of the debates in thealitee is whether the process of learning to
transfer itself, is the best way to achieve transée page 18. The social work lecturers and
students both offered examples of using meta-civgrstrategies. The lecturers said that
they explained to the studentbly they were learning something in particular aetped
them to ‘see the point’- one of the main strategieencouraging learning transfer
identified by Marini et al (1995) the studentsewthat they drew directly from the

teaching in the classroom to the practice setting.

In two other studies regarding student perceptidearning and skills transfeimilar
perceived skill acquisition was reported. In essdhe students on vocational courses felt
they had improved their communication skills, iatron with others and applied
knowledge, Burke et al (2005). Students on a dtstd@arning course felt they had
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improved their research and evaluation skills, camication and discipline specific skills
(Thompson et al., 2003). All these are what someaibnalists might term ‘soft skills’ in
that they are quite nebulous and difficult to meas8tudents in those studies were
unaware of how they had acquired or ‘transferregelskills, whereas the social work
students in this study could identify at least whad how they were applying their

learning.

Location in Literature Typology

From the analysis of the literature in chapter tivajas noted that research surrounding the
learning transfer and skills debate was difficalbtganise due to many factors including a
lack of stated epistemological stance. A relatiagablogy was developed to help me
understand and place my own research into conf@ettypology had two dimensions, the
XY representing the extrinsic value of skills/leagnhat one end, in other words learning is
a fixed entity and a measurable asset) &nd the other end representing learning antsskil
as being intrinsically valued and their meaningatiegied, co-constructed by the learner
and interested stakeholdéf)( This study was placed towards thend of this dimension
proposing learning and skills as being sociallystnrcted, locating it within a
phenomenological perspective of the typology. At tie the uncertainty was where on
the AB dimension to place this study. Now that the stisdyomplete it can be placed
towards theéB end of the dimension where advocates suggestetdraiing and skills can be
acquired out of context but that many strategiesbesaused to help learners transfer to
other contexts, significantly the use of encourggireta-cognitive approaches and being
explicit with learners about why and what the |@agns for, in other words helping them

to ‘see the point’. Se&ppendixFourteen for where this study is now positionedhen

typology.

Implications and Opportunities

The findings discussed in the previous sectioreraisumber of implications for teaching
and learning. The study has indicated that lecs$uneld a number of different conceptions
of teaching for transfer, and these conceptiongweftected in their practice to some

extent. While it is a common assumption underlymgch teaching that transfer will
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occur, the realization is much less frequent, gklighted in finding 1. Much of the

research as discussed in chapter two, on learrangfer also bears this out. Achieving

transfer of learning from one context to anothenifact very difficult as Marini et al in

Mckeough et al (1995) have pointed out.

The following bullet points firstly include genemiggestions that may help to redress this

situation and secondly offer associated ideasstiadit developers of higher education

lecturers may wish to consider:

Teaching for transfer of learning should be adogi®dne of the main goals of
all higher education courses, not just the couedasled as ‘vocational’(finding
1, p.129);

- Itis important to help lecturers consider hibwir discipline/subject area
and the associated ‘teaching culture’ relates @y to a ‘teaching for transfer’
approach. The teaching for transfer indicatorsa¢tal used as a framework for
a self and peer assessment tool in gauging hothdarteaching helps students
to transfer learning, this relates to the reseauthquestion 2.

Lecturers may need to think about explaining thieineeof pedagogy as well as
content, so students have a clear idea of how &ydhrey are teaching (that is
helping students to see the point, p.133);

- New lecturers should be enabled to understanddheept of meta-
cognition and the key role this plays in studeatslity to transfer and apply a
range of enduring approaches to learning and mfesits to recognize when to
invoke these strategies. Equally new lecturers neeaderstand the value of
explaining the pedagogical rationale underpinnim@rtteaching approaches,
this relates to the research sub-question 4.

Lecturers need to become aware (if they are neadlr) of the many different
ways teaching for transfer can be designed intchieg and assessment
strategies. The framework matrix and categoriedestription developed in
this study could be helpful in this process in ameging lecturers to identify,

reflect upon and modify their practice (p.75). Thaching for transfer
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technique criteria may also be useful in peer olzgems or as an aide memoir
in planning teaching sessions (p.62);

- By highlighting constructivist approaches to féiate learning new lecturers
should be given opportunities to consider how thewuld incorporate drawing
on their own experiences or alternatively the elgoees of their students in
their planning and delivery, including adopting teaching for transfer
techniques. In considering types of assessmenesd the requirements of
learning outcomes lecturers should be enabledrisider how to build in
opportunities for students to demonstrate leartriaugsfer, that is testing for
application of learning in a range of contexts siotply repeating facts or
information, this relates to research sub-questidaxamples of these types of
assessment can be found at page 94, such as:gieitiars, reflective
accounts, applying theory to practice or a pratsitaation.

This study has also suggested that the educatwbackground of lecturers in
higher education had an influence on their conoeptof teaching and learning
transfer (p.104). More attention to pedagogy mapdxxied in teacher/lecturer
training to emphasise the ‘how’ of teaching substarsubjects as much as the
content. A simple device in such training wouldtbeeview what the current
literature says about learning transfer and sugpairiees in identifying where
their current practice relates to the literatur&Ip.

- To establish the educational background of iretliad lecturers and enable
lecturers to reflect upon their own learning expeces and whether this is
reflected in their teaching practice. If their fdree reflects the findings
associated with the first two categories of desicnip it may be helpful for
lecturers to review the typology on p.51 to idgntifeir own epistemological
stance. The typology may be a useful tool in pravogkliscussion in a lecturer
training context, this relates to research sub-ipres.

The responsibilities of learners also need to lpga@xed and nurtured; learning
and teaching is a two way process. If teaching lset effective in terms of
enhancing how students learn, learners need tavaredow they could

benefit further from teacher practices. Equallydeers should be aware that
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didactic, traditional teaching approaches can catigent dissatisfaction

which seems to lead to instrumental learning apgres or disengagement
(Further outcomes in the student data, pp.136 8l 1

- To enable new lecturers to understand that dedholistic approaches to
learning are more likely to engage, interest antivate students, this relates to
research sub-question 4.

This study and others, see for example, Batter8elklson (1989) have suggested that the
failure to transfer should not be laid at the dofothe learner. There was some evidence in
this study, for example, to show that where leggiexpressly tried to connect with
situations of practice and from experience, learggd engage and retain the understanding
(Findings from the student data, p.133).

To understand more cleanyhy failure to transfer seems so misunderstoodaeting and
learningMckeough et al (1995: pp. 1-22) suggest that mesearch specifically into the

nature of transfer of learning and skills is urg§genteeded.

Reflections on the Methodological Approach

In adopting a phenomenological stance and chodsiegplore human conceptions of a
phenomenon, this research adoptethterpretative approach. The methods of data
collection, i.e., interviews, observations and ®guoups and the different sources of data
helped me to gain some rich insights into the éihmquiry. It was helpful to have chosen
two courses and differences were evident in tHerdifit subject approaches. Had it been
possible to gain access to two different institusicthis may have deepened the analysis or
offered sharper comparisons.

Analysis of the data posed a real challenge. Thialiflaying out’ of the data helped
identification of the main themes and categoriasfipding coherence proved difficult and
| tried a number of different approaches, suchraadthemes and modeling before
revisiting phenomenographical analysis which fosusere on representing variation and

conceptions rather than aspiring to generalizitnolight computer assisted qualitative
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analysis would help but in the end it was not dpfhkas | had envisaged, although | had
read through the transcripts many times before rtimgpto NVIVO. | wonder if the
software package made the process of analysigeartibre mechanical. The package did
enable me to explore the data but | seemed to watmbeit inductively, without finding a
direction.

Another issue which may have restricted the dewetop of a more grounded approach
was in the formulation of the framework for obseimas termed ‘the teaching for transfer
techniques criteria’ prior to undertaking the ola#ions. | did this to help operationalise
the research question and guide my observatiose®@ingwithout any pre-requisite
observation criteria may have yielded alternatibsesvations and explanationdowever
perhaps there were too many criteria and | foundatfiyat times in danger of observing the

criteria without perhaps really observing what \reese!

In identifying the categories of description antkeipting to incorporate the teaching for
transfer framework observations, | produced a mabrhelp me see where the observations
linked to the characteristics of conceptions anéttvibategory of description they could be
assigned to. Although this proved a valuable todielping me make sense of the data, it is

appreciated that this type of representation catliffieult to comprehend.

A Final Word

This was a small study that sought to elicit leetuaonceptions of learning and teaching for
transfer and whether these conceptions influeneetdiders’ teaching for transfer practice.
The participants in this study did have a rangeosiceptions and practices and there was
some evidence that these conceptions influenceddtaetice to a degree. There was also
some evidence that these conceptions had beeemnc#d by the lecturers’ personal
experience of teaching and their professional ezpee. Their teaching practices in one
particular course did appear to affect the stutearhing experience and the student
accounts reflected this. On the basis of theserfgsdand the data which supports it, it

seems that there are several ways in which teacharkelp learners understand when and
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how they can apply learning more effectively, tisdearning transfer. Conversely, as
evidenced in the other course, opportunities malydaeg missed in other subjects. A major
step forward would be for lecturers and educatrsderstand how and why to teach for
transfer enhances the capacity of learners. Théaations for further action indicate how

this could be taken forward in higher education.

Further research, on a larger scale and acrossbarwof institutions and courses may
reveal additional insights to this study. Howeveiren research may also be needed that
addresses issues such as the designing, deliaamthgssessing of transferable learning
opportunities, or purposeful transfer interventidfects or to test for the most effective
teaching for transfer techniques. Any of these s&ye to enhance the outcomes of this

research.
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Appendix One
Questions for tutors

Introductions and brief outline of the study
Professional experience
* How long have you been teaching? Background/vocatiexperience?
* Tell me a bit about you?
Understanding of learning
* What is your general understanding of student lagfhHas your
understanding ever changed? When/Why?
Teaching practice
* What teaching methods do you use? — presentatidb&iPer led?
» How do you generally go about planning and deihgeteaching (derived
from Akerlind) What are you thinking about duririgst process?
* —ls it different in different units or across &/
Expectations of learning process
» Do you expect students to be able to transfer tharning into: other
contexts; practice?
*  Why?
* If so how do you promote this through your teacRing
* What teaching methods in your view best facililagening transfer?
Prompts — examples/analogies/applications to other sitnatishat students know
already/generalisation?
» Can you think of any examples where you have wi#eedearning transfer?
* In yourself? In others? Why do you think this hampg?

Concluding comments — thanks for time /transcrggification/participant obs — focus
groups with students — negotiating access?
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Appendix Two

Spradley’s matrix adapted

Space| ObjectAct | Activity | Event| Time | Actor| Goal| Feelin
Space 1
Object 2
Act 3
Activity 4
Event S
Time 6
Actor I
Goal 8
Feeling 9
1. Note learning environment
2. Teaching aids
3. Teaching session observation
4. Student participation
5. Lecture/seminar/supervision?
6. Day, Date, Time
7. Teacher behavior — non-verbal, extralinguistic gpatial behaviours
8. Did teacher demonstrate TFT techniques?
9. How did the learning environment feel?
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Appendix Three

Teaching for Transfer Indicators - Participant Qtaagon Aide Memoir

Examples of:

Hugging (before and now)

Bridging (id underlying principles & generalize)
Metaphors/Analogies

Drawing inferences

Integrate and re-integrate examples

Use same stimuli as in work settings

Use many diff e.gs for same situation

Encourage multiple and critical applications
Instruct when NOT applicable

Encourage self belief/efficacy in learners to learn
Generalise to other contexts

Explicit explanation of how to generalize (Meta-AdgL)

Assessment of pre-requisite declarative knowledge

Shepherd

Analyse
Associate
Assess
Adapt
Apply

Appraise
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Appendix Four

Framework for student focus groups/interviews

Student focus group questions

Tell me a bit about you? Age, background, what ebk¢arner do you think you
are? Gauge learner motivation/efficacy/perseveracmecept v memory

Tell me about the ways you are learning on yourse?

In what ways will what you learn on your coursephgbu after university?

How do you know when you have learnt something¥vell

What teaching methods help you learn best?

Can you think of examples where you could use wbhathave learnt in other
situations?

Can you remember how you learnt that made you thindut other situations you
could apply your learning in?

What types of learning do you think will be usetimlyou when you go to work?
Why?
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Appendix Five

Seeing the point: Lecturers conceptions of learningnd teaching for transfer and

influences on their practice

Ethical Protocol

This internal research has adopted the followirag@dures and has:

Informed all participants regarding the naturehaf tesearch prior to data
collection and given them the opportunity to opt ofuthe research at any time.
(see email to lecturers and students at appeng)x Si

Included all those parties that have a stake imgkearch in an open manner so
that all views are represented, no deception wiltdguired of the researcher.
Gained permission from relevant parties in using@cumentation, such as
lecture notes.

Explained the purpose of the research and theipatic audiences, thereby
including participants in the data selection byrsizaresponsibility with them for
what is disclosed and alleviating any perceivedsguee in this respect.
Explained that due to the fact that this is a swedle study it is likely that
participants may recognize their own comments amroents of close colleagues,
so codes will be assigned to all individuals orug®to provide anonymity but
absolute confidentiality could not be guaranteedheyresearcher.

Maintained confidentiality as far as possible (@beve statement) and negotiated
any dissemination of data on the basis of relevamomuracy and fairness
Direct quotations have received explicit permissibthe respondents.

Issues in relation to power differentials did nesathrough interviews with
colleagues, as far as | am aware. In terms of atagewas not in a position to
assess their work but the lecturers interviewedladvba. However all students
interviewed were in their final year, and by thedithe research reaches the
public domain all students will have left the unisiey. Where specific names of

lecturers have been used by students, these hanadmoved.
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* In the case of external publication, content wdlregotiated in relation to the
criteria of relevance, accuracy and fairness attusfis not possible parties will
have the right to reply appended to the publication

» Deadlines have been openly shared and adheredtatsevery opportunity to
contribute to or change content has been afforded.

» All parties have been treated equitably and nogarey has had the right to veto
another.

* In the event of a disagreement an independeneanbill decide what is
admissible for the public domain.

* The principle and spirit of trust shall remain pacunt at all times according
space for further negotiation, apology or corrattio

» Lecturer participants will be invited to a preséiata session of the findings, once
the thesis is complete and most were very keett¢éadh?

» The British Educational Research Association (BEB#igelines have been used
as a backcloth to this research and have beenctesipend adhered to,
particularly in regard to the responsibility assbed with the integrity and

reputation of educational research.

2 Adapted fromsSimons, H. 1989, "Ethics of Case Study in Educati®tesearch and Evaluation,” in
Ethics of Educational ReseardR. G. Burgess, ed., Falmer Press, London, pp1B85
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Appendix Six

| am a doctoral student at the university and kthole researcher at ....... University.
The focus of my investigation is to explore lecturenceptions in relation to teaching
for transfer (by this | mean the transfer of leagifrom one context to another). | am
undertaking a small comparative case study coinigaene course within a
‘vocationally’ orientated subject and one coursi\&@ more academically orientated
subject. | am hoping to compare units of studylldeaels of the undergraduate
programme and | am particularly interested in l8;eds these students may be more
likely to be thinking about what and how they tf@ngheir learning, either into a job,
professional training or further post-graduate gtud

What would I like?

| would very much appreciate the opportunity to eaand interview you about your
views and methods of teaching (the interview vaitino more than one hour, and
will be audio-taped, with your permission). Theelk question guideline is attached.
If you wish/have the time | would very much appageiyou subsequently checking
the transcript to ensure it is fully and fairly repentative. If at all possible | would
subsequently like to observe a teaching sessigowfchoice.

Once | have my preliminary findings | would be véiappy to share these with you,
perhaps in a seminar setting?

| have signed and agreed with my supervisor arc&tprotocol. | will undertake to
anonymise responses but as you can appreciateswitha small study you may
recognize something you have said or a commenttlufse colleague.

| really hope you feel you can participate in thtisdy, if so, please could contact me
to indicate your agreement and | will contact yottHwith to arrange an interview at
your convenience. | am planning to have compleliediada collection by the end of
this semester if at all possible.

Thank you so much, | know you will understand hawportant this is to me.

Most sincerely
Roz Collins
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Appendix Seven — Example excerpt of participant olesver recording
sheet
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Feeling 9
1. Note learning environment
2. Teaching aids
3. Teaching session observation
4. Student participation
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6. Day, Date, Time
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8. Did teacher demonstrate TFT techniques?
9. How did the learning environment feel?
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Teaching for Transfer Indicators _ Participant Observation Sheet
Examples of:
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Appendix Eight

Initial analysis of lecturer interviews

Themes arising from the data
Lecturers’ expectations of students’ learning level

All the lecturers were either teaching or had tawginoss all levels of undergraduate
education. They articulated increasing expectatifrise students as they progressed
through the levels.

a) Level 1 Nuts and Bolts

From the interviews it is apparent that at levi#curers from across the two subject
areas appear to share similar views and expectatigsing terms such as basic, easy,
bringing them up to the same level, the prime fasum introducing the students to the
subject. The psychology lecturers centred on kegepts and offered lots of examples
or case studies with the intent of getting studéantsliar with the basic tenets of the
subject. The following quotations indicate thiseimit

At level 1 | would say | am much more kind of -ehisrthe basic, this is what you need to
know, | try to explain it with lots of examplesval/s but really trying to make sure
they've got the absolute nuts and bolts (P2)

Really all 'm expecting them to know in level visat do we mean by abnormal
psychology, what are the main schools of thoughirtokit and here’s a couple of
examples of psychological disorders (P3)

| get them to do personality questionnaires sonetiat level 1sort of easy ones like
levels of control which is a fairly straight forwéipone, and they find that quite interesting
or I'll give them case studies. (P3)

Two Psychology participants below highlighted tldguatment problems students had in
year one and the corresponding backlash on thdet@sers in terms of what they could
and could not cover. However they did not elabooat¢he nature of the problems the
students were facing.

At level 1 um, because in the intake essentiadlyetlare wide variations... the first
period of the teaching session is all about solitkaf bringing everybody up to speed
(P7)

Many of the students have great difficulty adjugtmthe first year especially in our first

year and that obviously is causing them problentd.aNot of problems but it does cause
problems for us and it causes problems for thematadt in the groups, in the student
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groups, it causes problems so they really have beging some serious teething
problems this first year. (P6)

The Social Work lecturers, while sharing similapegtations about starting with basic
principles of the discipline, seemed to highlighdarenthe emotional aspect of teaching
and learning. Or maybe it is HE in general to whioky are referring when they made
observations like:'It is like children almostthe first year you are not too sure if they are
going to stand up by themselves without wobblireg (83; and

We are having to re formulate and re-pitch our levstuff, um in a way that’s much
more fundamental of, 1 don’t want to say remedal, its like basic you know. That
sounds really patronising but we are having to stdf again with some basic principles
about our expectations (S2).

| can introduce them to the development of soctakvas a discipline and as a
profession, trace the history of it and introdubern to values and ethics, think about
social divisions and the importance of class rand gender, all of those kind of things
{but} at a fairly introductory level (S2)

b) Level 2: Skills, learning up a notch

At level 2 the language of the lecturers in thenmaews changed to words like analysis,
specialist, creativity, questioning, skills up aato All indicated that teaching at this
level was geared towards students taking a littleennesponsibility for advancing their
learning. Lecturers expected students to demoestraapply their learningor example,
through presentations, practice in communicatingetople in ‘difficult’ groups, and
improvements in their performance on assessments.

... in the middle year, the second yeare is hoping to see greater depth of analysis
when they are dealing with assignments and thaidson in seminars, (S3)

... | expect there to be a high degree of studeritglable to think about how they
communicate with people in particular groups, htveyt communicate creatively and
then to a certain extent, practice doing it. (S4)

This psychology lecturer outlines her expectatioutsalso voices her disappointment at
the performance of students in assessment

...maybe going into depth on more particular issugh am, they should really be
starting to sort of question things a bit more ahdias about to say their skills should
have gone up a notch, but having said that I'm nmaykheir essays at the moment and
they are absolutely appalling. (P6)

She also say&t level 2...they've obviously learnt something abthemselves, they
have learnt that the are quite capable and nobadyoing to chop their heads off and
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whatever else they imagine is going to happen wiheystand up to speak (Pgerhaps
observing that the students are beginning to detraiasa greater level of confidence.

c) Level Three Much less Direction - Towards Independent Learners

Most of the lecturers had high expectations ofstiuelents at level three. Sometimes this
was manifest in their reference to the ‘independksnner’, giving them much less
direction, raising the bar, enlightenment; at otitees they spoke of being ‘strict’ and
expecting a lot from them.

One Pyschology Lecturer sdidt level 3, yes, {teaching would be} much lesscted.

I do give a lecture but I wish | didn’t have to amslially it just dissolves into a debate’
(P2; Another commentédido expect a lot from them, the level 3s, im&of
supervision you know...because of the nature ofubgest ...(P% and athird observed
that'In the third year we should have the independarhier who is capable of
undertaking independent research and getting farento grips with um, the
understanding (S3).

A fourth commented that in the third year in hep@xence, the third years she had
taught had come badkith some kind of enlightenment (laughing) andythave been
really good and so that’s been quite interestin8)(And a Social Work Lecturer
observed that at level 3, teaching wasetty much on a counselling basis so it will be
those listening skills much more honed, much mpeeitc linked to a kind of more of
the therapeutic situation (S5).

In addition to these observations on student indegece and level of learning and
understanding they expected at level 3, severaldexs commented that they were
stricter at this stage on things like secondanyaes of literature for instancel find

that unacceptable at third level, certainly wheayttare doing their project so I'lbe a

lot stricter at that point. (P6)The same lecturer went on to say that the stristnes
important ‘so they get a sense of the fact that the bdrbeilraised each year and they
actually have to attempt to improve their leveability or whatever you want to call it,
performance (P6

The independence and deeper understanding exg®ctbd psychology lecturers is also
reflected in the following social work lecturer'bgervation that

‘In the third year we should have the independearnier who is capable of undertaking
independent research and getting far more to gwjgh um, the understanding (S3).

However the social workers also voiced expectataynsind student behaviour and
attitudes, an aspect which did not feature in tiberviews with the psychology lecturers,
when they said:

We have very high expectations about the condutbahaviour of our students you
know they have got to have the right value &)
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Of course in social work, punctuality, reliabilitypu know, time management all of those
things we are looking for evidence of that as piéésuitability for the professional side
(S2)

...S0 actually turning up on time, letting peoplewnehere you are, managing your
diary, not changing appointments at short natigau know, all the things as workers we
take for granted you know its really new for theithaut having to get to grips with?2}
(S1)

The social work lecturers seemed to have a strengesof awareness of what they
expected of students and a very keen sense ofsgrofal responsibility. They were very
aware that these students were soon going to eéased into the world of ‘service users’
and their {i.e. the lecturer’s} ultimate responétilay in ensuring that the students were
capable of delivering a professional service. Thagterstanding of what it means being a
third level student is perhaps best summed up &yditowing lecturer who observed,

in the morning and they’ve got to be up and go laicgment at 8 o’clock the next day,
you know. They’re caught in a sort of twilight webbetween being sort of hey ho have
fun, you know, university students and actuallyettging as professiona($4)

Lecturer views and understandings of learning andegaching

The views of the two subject groups appear to eansiderably and certainly it seems
there is a stark contrast between how the two grawjiculated their perspectives of
learning and teaching. The psychology lecturermseleto be focused upon external
factors such as: structuring the content of thermftion; students getting the materials
and resources and directing the student’s thinking:

Not how they learn but what — that is important

| see myself as articulating the syllabus and piimg the outline of the syllabus that is
being covered by the course and so nearly all ofeaghing will be initially lecture
..then to think about the things and direct thainking rather than them listening more
in the lectures. It's quite a traditional model alhoh relatively happy with that. | do
expect students to be fairly independent in thegring in terms of their going out and
finding material and to supplement the classes tlaafiver(P1).

Two of the psychology lecturers discussed issuaseckto the students attitude to
assessmentttierefore the choice of topic comes afterwardsiclvivas the easiest
guestion, which one am | going to find the easmstrite lots of stuff about, you know
rather than being interested in psychological depetent..?5)
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The quote above seems to be suggesting that ttlergtuare motivated to take the easiest
route and is related to the quote below sayingttieit [the students} main concern is the
actual mark implying that the students take arrumséntal approach to their learning

but for lots of them its just getting the markfs £nd so if they, so that’s the stick in
some ways that they know that the exercise thgtareedoing is going to be assessed
(P7)

Another psychology lecturer worried about studdtgralance is considering adopting an
instrumental approach herself, to attendance, gir@ssessment.

I have had concerns about attendance and if treeemything that | could do to change
the assessment that means assessing them all otiypskeough so part of their
assessment is to be coming to the semifixty

Brick walls and learning resistance’
Some of the psychology lecturers, went furthel, stiid expressed real concern
discussing the problems they had with helping tbhdents to learn

it caused me to dub a new term | don’t know ifigtexlearning resistance’ which |
didn’t actually know existed but I've actually expaced it in my studen{$6)

..... | know with some of them you know | can't isd going to be a brick wall for some of
them regardless of what you try (P7)

And in some ways he didn’t really see it as hipoesibility to help students learrtd be
honest with you | don’t think that much about theysvthat they learn .(P7)

And in particular he felt that theories about leéagrand teaching were unnecessary to his
practice of teaching

“Really, but there’s a lot of hot air about howdents learn and so on and | think
there’s in some ways too much emphasis on, or tathrooncentrating on the process of
teaching and learning rather than getting on witinisome way§P7).

Although he did articulate an awareness of diffefearning stylesrhaybe this isn’t

what you want to know, but in terms of the way thaach students, | know that its
probably not the way that some of them would likke taught or you know would be the
situation where they would learn probably mostaiely (P7). He just doesn’t see it as
being his role to help students adapt to diffefeatning styles or to vary his practice to
accommodate different learning styles.

Teach as taught
Other psychology lecturers also referred to undadihg how to teach from their own
learning experiencessSb my teaching styles are based around my own iexjgeras a
student(P1)

I think, well this is the way | learnt, this is thay that | know | can best deliver the
material to them and so in some ways its tougthoeéd people who don’t learn in the
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same ways that | did ...(P7) | just think more ahelt | think is an effective way of
delivering the material to them(P7)

Sometimes it sounds as though the psychology kectirased their teaching on their own
experiences due to a lack of confidence or anytbisg for them to draw upon

“... and so it's been very difficult to adjust, aistil was very rigid, | was determined this
is how | was going to do it... this is how | wasght(P5).

I think | had a sort of an idea of how students wdedédn because from my own
experience of how | would learn so you don’t, yoawk, you kind of bring that with you,
how | have learnt myself and this is what | wowgest other people to d®3).

This lecturer used her own experience to informgieas about her teaching, such as,
types of assessmetitut | did find that | was drawing on a very persd experience of
what worked for me especially when it came to degidow to what forms of assessment
to us¢P4)

Not what but how they learn said the social worketecturers

The social work lecturers seem to focus much margalking about how the students
learn and the internal change in the students dstraiad through the learning process.
One of the lecturers discusses how she sees tiedogewvent of the personal and the
professional as inextricable and that ‘superfics&dins of learning were not acceptable to
entering professional practice and essentiallyéisponsibility lay with the
educator/lecturer:

| think that’s one of the crucial tasks of sociarweducators to help students develop a
fully integrated personal and professional persof@2)...

social work students who don’'t engage in that sbdeep learning and who do that sort
of superficial stuff pay lip service to the rightd of theme you know they are not going
to be effective social worke{S2)

Learning can be scary:
Two of the social work lecturers explain how theyefully consider and take account of
student emotional needs and sensitivities duriaghiag:

I’'m very um keen that they are not scared of thesorgne of the things that | sort of
make sure | do in every week is help them undedsdiaw theory is another way of
explaining and because actually what the studeatstudents find difficult in practice is
relating theory to practic€S2)

A safe learning environment, | think is really iong@ant.(S5)

Learning is: the social work lecturers used terms like; refteg action,
integration, describing the processes they beliegestudents use to learn.
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| would expect the kind of action element to leagrsomething about doing and
reflecting and learning and then .. but | wouldséty all students learn best that way
some of them find it harder than others, don’t th8yp it's that mixture of opportunities
to have something go in whether it's somethingw®done or read or maybe listened to,
or an argument that you've participated in and theving an opportunity to reflect on
that and integrate that into your view of the wo{&#)

Also in supporting students to participate in thatt of learning it is seen as the
responsibility of the lecturer to support and eedhht learning process, not just ensure
they cover the materiakb if they don't naturally reflect on what theyd@ene then |

would want to enable them to do that and sqSB)

Styles? Responsibilities?
The social work lecturers also referred to ‘leagstyles’ and had some knowledge of
the theories in relation to this and how to heilmsnts ‘extend’ or ‘enhance’ their
abilities.

I’'m very aware that everybody has his or her owdividual learning style. That's not to
say the people can't gain skills so that they yoovkthey can use other approaches and
other styles to enhance their repertoifg7)

Unlike the psychology lecturer who ignores learrshges both of these social work
lecturers consider how they can help students atiffiptent styles “ert of different

styles of learning ....... that’'s on the one hand orclwbi course means that different
people respond better to certain ways of teachimdylaarning than others and you'd
want to encourage people to extend themselve®iartas they don't find so ea§h).

Lecturer background/experience - Comparisons

Straight from school to teaching

Interestingly all of the psychology lecturers ageosm one had come straight through the
educational system and most of them said thattédneyht the students in similar ways to

the way they had been taught. The picture thegaatited was very similar regardless of

age, either they had recently entered academe,

| came into teaching straight from PhD and wenbititat straight from my under
graduate degree. So very quickly into teachingas ¥eaching by the time | was 22
(P2)

Ok this is my first proper job, full time in eduicat. |1was doing my PhD at the Uni of
...... and whilst doing that | did some tutoriéib)

| finished my undergraduate degree at the Universit... | um started a course a

Masters course in psychology and culture part tand then part time | was also
research assistant on two projects. Now I'm hetergtist completing my doctora(e4)
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or they had been teaching quite a long time, bdbhatrayed outside of university
teaching.

| did my Masters at the University of ... in Soci@tStics and then | did my PhD at
the University of ... in social stats ...and as nsgaech funding dried up after the
third year, | started teaching part time... and agds completing my PhD a post
became available... which | started as a full tiredeer . So this is my 13th year
(P7)

The only psychology lecturer who did have vocati@xgerience in both teaching at a
primary level and forensic psychology still said think | had a sort of an idea of how
students would learn because from my own experiehlsew | would learn so you don't
you know you kind of bring that with you, how | é&sarnt myself and this is what |
would expect other people to do and that’'s probablgt more independent than they are
capable of..(P3)

This quote implies that learning for this lectuieeabout expectation of the way the
students approach learning which is still in costtta the way the social work lecturers
described learning in terms of how they suppordestis to demonstrate their learning,.

Teaching as entertainment

The other aspect mentioned by a few of the psygydiecturers, was that they wanted to
entertain the students or give them some fun. @tieedecturers saidl ‘even pretended

to be a horse last week to keep them interegted)

| have to have a bit of fun doing it as well, ifdve a little bit of fun maybe they will find
it interesting or something so | try to make thkisel of presentations a bit you know an
animation, a picture and whatever as much as youdmawith a fixed slide reall{P6)

but its being an entertainer although | don't thiftk a particularly good entertainer
but in terms of doing lectures, although a lotha# time the material is very dry | try to
get the information across in hopefully a fairlght wayP7)

One of the social work lecturers also referredrt@gainment and ‘taking the audience
with you’ (S6) but the rest of the social work lerers stressed that it was a serious
business where students were expected to expldrexgose their own values.

Straight from work to teaching

All of the social work lecturers had previous exiee and varied vocational experience
apart from one who had been a mature ‘access’ stud® had gone on to do a PhD in
sociology.

| was a mature student and did an access coursedird then from that got onto ...
University’s undergraduate programme in Sociolodyeve | was doing sociology and
industrial relations that was the degree. ... | woscholarship from the University to do
a PhD so that gave me funding for three yearsstarted my PhD in 932).
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Not only was their previous vocational experienegyvelevant and broad ...

| specialised in the area of family law, childreithin the legal system, but I'd also
worked as a social worker dealing with disableddsien, co-ordinating approaches
with social services etc so had some insight irddkimg with social worker$S3)

then went away and worked as a training officedl &neelance trainer for about 9 years
and then came back here in November 93 so quiterder of year$S4)

| worked part time in a psychiatric hospital foetlast two years then | went and got an
internship a paid practice in units for mainly delecence in young people and worked
there for about 5 years and did a masters degramumnselling psychology alongside of
still working at the unit. And then came over hanel worked as a psychologist for the
health service | was a counsellor in a well wonsaemd I've worked as a citizen’s
advocate with older people alongside my teachinges$so it's always been kind of a
mixture(S4)

...it was often notably senior experience in orgaiosa, too.

After that | carried on in a similar job, local geknment reorganisation Southampton
split off and Hampshire and | did a similar job f8outhampton but | was in a much
more strategic place in the organisati(b)

well I'm a qualified social worker. Qualified in 80. With a lot of relevant experience
before and since in the statutory sector and tHentary .... Secto(S7)

| teach, train and work in the court all around lthprotection and dangerous offender
management. | teach group work, but its mostlydciite, child protection and childcare
law that’s my area of expertise. I'm a qualifiecsd worker, qualified back in the early
80’s, I've worked for probation, NSPCC, educatiogial services both as a practitioner
and as a manag€S6)

Some had come to social work in the first instathceugh their own personal
experiences:

so it wasn’t until I was a young mum really thaott involved in community work, | was
doing a lot of community work and though | wantitosomething else and so | sort of
had a similar background to a lot of the studehts tome onto our social work course,
or used to come on anyway in the DipSW days untraméd at ...... University as a
social worker and | became a | was a educationavelbfficer(S1)

Lecturer approaches to planning their teaching - Catent versus Process?

The lecturers were asked what sorts of things thely into account or thought about
when planning teaching sessions. Again it appé@retare striking differences between
the psychology and social work lecturers. In plagrtheir teaching contact time the
psychology lecturers talked about: content; sy&alstructure, information and
assessment, often likening their approach to cdiaepof their own previous learning
experiences. The psychology lecturers said:
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Like now I'll just pick up things an hour beforen’going in and just have a skim through
...Syllabus and it’s just what's in that chaptertire text book, basicalr2)

essentially ... | just go through the process of @btjuresearching the area, collecting as
much information as | can about the area and thgimgj to put it together in a coherent
kind of story because that the way that | like ébver (P7)

Major thing I think about is probably the conteimhlled by the content that | want to get
across by the syllabus (P1)

I've just written an optional unit called Culturend the Dialogical Self ...but | did find
that | was drawing on a very personal experience/twét worked for mgP4)

In contrast the social work lecturers didn’t mentmntent or curriculum at all, only
really discussed aspects of the learning proced®ahow to engage the students in
terms of the most effective delivery methods.

apart from thinking of a range of different um gehly methods | suppose the only other
thing | think of is my own stuff like how I’'m goitggmanage it how am | going to do this,
what'’s the best way of delivering(8$2)

The social work lecturers also talked about themesemanaging the teaching and
thinking about what students had learnt alreadg,Elancing debate with reflection and
getting them from here to there, engaging the stisde a process.

it's about balance, an opportunity to examine idaad an opportunity to reflect on those
or debate or sometimes patrticipate in an activity piece of film or whatever it is and
being able to engage with that materigh4)

Then | would try and think about what people hasktigat they are bringing to us |
don’t just mean individually | mean in terms ofawthey’ve done on the programme so
far. (S7)

| also have some sort of systems approach, you koawant to get from here to there
and be very aware of what your outcomes are garget(S6)

Descriptions of actual teaching practice

Lecturers were asked ttlescribe the range of methods used in their teggtniactice.
Very commonly the psychology lecturers all seenteddopt a standardised structure of
small group discussion in seminars and usually eepethe students to have read and
thought about a particular paper or article they tiaected them to, prior to the seminar
so that they were prepared to discuss it in clHsis. is encapsulated in the following
guote:would be to ask them to have read a particularcdetor paper the week before
and then | would normally I normally structure theestions these days so | normally
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know what | want them to explore and again I'llgthem in small groups a set of
guestions which pertain to the article and get thieraddress those questions and discuss
those questions in their smaller groups and thahgges explore that in a larger group
perhaps later orfP1)

They also seemed to place quite a lot of emphasieaintaining control of the students
learning

they have a paper to read each week which they maadi | take a hard line if they
haven’t read what I've asked th€®2)

I don’t want to let it go too active because pemdbnl don’'t want to lose control of the
session so | do try to maintain a structure (P5)

I’'m trying to maintain something relaxed while alsgeping them controlled and directed
about it (P4)

It seemed, in the main, that lectures were deltv@rea didactic style and the lecturers
felt pressured into delivering as much materighay could get through.

anybody doing this kind of job its all about leargiabout how much material you can
get through, the level at which you are working(Rit)

you know you've obviously seen a lecture and that$ty standard format so l'ill give
them the information ... and I think that’s very camnrwith all of us that we do that.
(P3)

Most lectures were delivered through PowerPointhgisolour etc in the presentation in
order to maintain the student’s attention.

| always use PowerPoint, | like to use lots of cotojust because I think that if you have
to sit and watch a presentation and its all thensablank colours, black and white or
whatever ... | haven't used much video yet but Ilv@lshowing a documentary on
personality disorders when they come back from lor@26)

Learning resources are a plenty

The social work lecturers on the other hand citeahge of and many different examples
of their teaching practice, quizzes to explore studttitudes to poverty, ...T.V soaps to
examine societal stereotypes, video of self toyamaand reflect on personal behaviours,
in-depth discussion about issues such as suicideelfollowing quote the lecturer seems
to be first of all establishing what the studeeigel of understanding or knowledge is and
then to relate to their own [the students} valuegarding what may or may not be
essential tmther people

first thing | did was start off with an opening guind got them to you know write down
what they thought the answers were to those kinkimds, and then give them the facts
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and figures so that establishes how much you ktiswa base line for how much they
think they know because there is a lot of mythuandsort of anecdote about poverty(S2)
and in this sort of poverty quiz it asks them totamank really what they view as
necessities and which were are not really necessitut are quite desirable so its
amazing how students actually think that its pelfeadright for people not to have a
television or not to have a fridge or not to havieest set of clothes (S2)

After this the students are asked to keep a difatlyear own spending for the week and at
the next session the students collectively exptloeedifferences between what was OK
for them to spend money on comparedtizer (service user) people.

we started with an extract from East Enders actyallvideo extract where it was a stag
and hen night and we were looking at well whatkeakthe students to do was to watch
that extract and look at ways in which the men veeqaaining their behaviour and
explaining or telling the guy who was getting madri giving him advice about how to
manage the ball and chain and all that kind of fst82

so lots of kind of stuff about gender, lots offsbbut biological and natural
assumptions, sort of that psychoanalytic stuff alasiachment and | showed them that
and also an extract from Tricia | don’t know if yknow that um um don’t know what her
second name is its like a Jerry Springer (yes) prah Winfrey (yes) kind of thing British
version kind of you know not terribly sophisticabted what I'm trying to get with
students to do is see how everyday explanatiohstaviour and attitudes and
interactions and all the rest o f it are basedafijike on some kind of disciplinary
perspective it might not be terribly well informiegt social worker need to think about
their own common sense assumptions and try anddten@ore vigorous than Tricia or
Jerry Springer might be and you know think abouéngttheir own explanations are
coming from and be very clear about that(S2)

we film that over and over again and we then lootha tapes and analyse it and see
how actually what they do might not have beenltgrinelpful because all they’ve done

is ask a load of nosey questions and not realtgrisd to what the person was saying and
that’s a really powerful way of helping studentskh(S2)

Another major resource the social work lecturengetet their disposal are the ‘real’
people (service users) the students will be workiith so whatever they are learning the
reason they are learning it, it is very explicitlapplicable.

sometimes for example if we are having service ingpert there might be a presentation
from service users and an invitation to the stugliémtexamine the meaning of the
person’s experience with social services and sq$)

Drawing on the student’s experience and helpingthdents to generalise that
experience or gain a ‘helicopter view’

some experience and some tips for working in #ig difficult area with getting them to
share their experiences of where suicide had beéineat or a reality in their practice
not in their personal lives so it’s that mixturehere’s a helicopter or wider view now
what do you think what's it like how does it ptayt for you?(S4
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Learning can be ‘straight to plate’

Whereas the psychology lecturers seemed constrainedly having the use of
PowerPoint and trying to be creative with the pnésigon, the social work lecturers have
other learning resources directly at their disposal

with the communication unit people are going tabwially working with service users
so you know straight from the old PowerPoint préstons to an actual real life
situation (S5)

In assessments the social work students are agkediertake role play, write up
incidents reflectively, and write letters as advwesdor service users, for example.

they write four of those, they are 1000 words dre&ytare based on a piece of practice
that they have undertaken and linking it to therappate legislation, relevant theory
and reflection on what they did well, what theyndidio so well, what they’ve learnt
from the experience and so on, so during the pragpar for the practice they get to
practice doing that with a little role playing arldey write it up. So the two things are
continually linked. (S5)

On level 3 law for example they write a letter asdaocate | mean there are all sorts of
different things. (S7) .....

So assessments can be activities that will be redjun their vocational role. The use of
creative teaching strategies was also in evidenus.social work lecturer challenges the
concept of lecture = presentation by PowerPoint

I like to mix methods, blended learning as it iBezhnow, | like to think about using
artwork, video, direct lecturing whatever....so of¢hings we do is a big collage in the
lecture room and | ask people to bring stuff in d@imely build a collage of how children
appear in our society. (S6)

for instance, | gave them a whole portfolio of Spuftting either side of the MMR debate
and actually said right you are now the departmafttealth. You have to decide what
your policy is going to be over the next 10 yef$$6)

Focusing on the why and how

| was interested in whether lecturers ever thoaglout explaining to the students why
they were teaching them a particular aspect omgusiparticular method and if they
helped students to draw on their previous learpingake links to help them integrate
their understanding into the current learning eiqree.

There seem to be many more examples of social lgotirers doing this and trying
sometimes to relate it to social work practice
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| sometimes tell them that they might not seeelevance while we are doing some
theory but those pieces of jigsaw puzzle will halpefradually they will be able to see
how they fit togethe(S3)

but you need to know about housing policy in gehgoa need to know about asylum
seekers because some of you will be working fanplathere’s a project in
Southampton(S7)

These social work lecturers actually use the wexglicit’ in attempting to transparently
explain to students where the links are from presilearning or to assignments

to revisit some of the level 1 material and incogte it into their understanding of a
specific communication session so in those sdrs®aetimes make that expectation
explicit which usually results in a flurry of adtiwwhile they try and find their notes
from the past year (S4)

much more explicit because every piece of workttiet do they are using material for
their placement (S1)

A few of the psychology lecturers referred to beaxglicit with students and explaining
why they were teaching something but they didrttialty give any specific examples of
when they had done this and their comments alne@shgo rise out of frustration that
the students didn’t understand so they felt thed/tbabe explicit.

| think that possibly making them understand whe/\ae actually teaching them this you
know we are not doing this to torture you, we attually trying to teach you something
(P6)

They always say ‘ why are we doing psychology’ landhinking from my perspective as
having been doing psychology for years | can sgehmdogy applies to everything you
could possible do so how could you not understhatlit applies(P3)

Backward reaching teaching — social work lecturers

Getting the students to reach back to previousiiegrand using that to demonstrate
relevance in the current learning situation wasrrefl to on occasion only by the social
work lecturers.

I've gone out onto the placement where they brotigdrn all together and done a
supervision session I've done it to try and hegntHink previous theory to practice but
in a way we could probably do a lot more of {H&2)

part of the requirement for the level 2 assignmeno revisit some of the level 1 material
and incorporate it into their understanding of asfic communication session...so
assessment is one way if people know they aretexp® include some material from
another unit or from previous study and the othay s really everything we do is re-
examined and regurgitated in the practice settingegexplicitly so if they've learned
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something on human development the expectatitiaisome of that material and some
of that understanding will reappear in their writgs of the work they are doing in their
placements.(S4)

As another lecturer pointed out, by drawing on fmes learning and experience this can
build a student’s confidence and validate theirapph

actually when you point out to them how they'venhesing a particular model or a
particular approach that gives them a sort of sgatyou know this is real work (S7)

Forward Reaching Teaching — Social work lecturers

Again examples of how student learning might bema&nd/or applied to other contexts
or situations were mentioned only by the socialktecturers. The following quote
depicts how future situations are presented byipdathe students in similar situations to
prospective service users, ‘do unto others....’

we keep on saying to them no well you've got tmléaw to do it here and practise and
develop your skills in a safe place where you aregoing to damage anybody before we
let you out and do it with service issues. Aneitsrely consistent that in the training of
social workers that they have some experience af wfeels like to be filmed revealing
perhaps intimate or personal details so we areejhdrd on them because actually
social workers expect and require service usergveal stuff about their own lives so its
entirely consistent in their training that they’'ge some experience of what that might
feel like and in training they have the power thaye much more power because they
can choose how much or how little to reveal (S2)

The following comments highlight the use of backivand forward reaching techniques
in use

So it was ping-ponging back and forth from the gain®pic of parenting to parenting
when your child has a severe disability to, whaggithat mean in social work and what
about the professional side of that and wantingxplore that further as a
practitioner(S4)

Oh yes!” and then they can take that forward beedirstly it helps them be clear about
what's been happening and what they’ve been deinigeir lives and their work, also it
gives them validity, credibility.(S7)

The above quote serves as another example of thgnmethod to validate student
experiences

Teaching — drawing upon examples
Both groups of lecturers did refer to using exarmp¥éehin their teaching either from the

context they were using to illustrate a point awing from examples within the student
experience.
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Using examples related to social work practice

not all of them may choose to practice Social Wiutkthe vast majority its though to be
a more vocational course so one tries to give exesijpom a sort of setting that are
likely to meet (S3)ry to give them examples of how things are useudatice. Also
although we’re working within um prescriptive lisibf what we can set for assignments
to try and think about assignments, scenariosletthey could meet in practice. (S3)

Using little examples to demonstrate a systemaica@ach and to help build the big
picture

giving some examples from my own experience ofenhgas using a staged model
where you might be overlapping various stagesgthimight go wrong here, you might
have to go back here, you might have to do thid giving some very basic every day
examples of the different parts of the model sp small little examples, rather than the
great big wonderful piece you know | did this werfidl piece of work just little
examples of things that somebody might be doing (S7

and getting people to see that theories are acguadly practical things and not some
great frightening massive thing out in the distasomewhere. Its making it real making
theory real for people and showing how it appliesl @aow bits of theory apply, you don’t
have to take the whole thing but use bits of éxplain something that happened or
something you’re just about to do.(S5)

they will write a reflective assignment that incorgtes the theory that they've learnt and
how that applies to what they have learnt from altjudoing things and so

incorporating the feedback that they've had frorargetheir own reflections and
feedback that they will have from the service wsararer that they spoke to (S5)

This psychology lecturer uses an example of a reseastrument in the ‘real world’
| probably would give examples of the kinds of aled we do, the way that | teach it at
the moment is that students do an assessment heéyractually start on their own
projects, they do an assessment where they actaradllyse the British crime survey(P7)

And when the subject of psychology is about ‘dysfional’ behaviours in people then
examples/case studies are utilised.

Obviously where they don't have a particular typexperience | will use real examples
so like in one of the seminar where | wanted theomtderstand the difficulty of
diagnosing disorders | use two real life client eyade so that | could talk to them about
these people and how they were treated and howwhsey actually diagnosed (P6)

Teaching drawing upon experience/s
Relating learning to professional experience eithat of the lecturer’s professional

experience or that of the student’s was describgdeat length with detailed examples of
how and why the lecturers did this.
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Then this lecturer talks about how she uses hergrafessional experience when asked
about dealing with difficult cases and personamiinas

my personal experience comes in when we are taliddout all sorts of things like when
people ask you questions like how do you value lsodyeas an individual non
judgementally when they are a paedophile, a coeglipaedophile, how do you work
with that kind of thing, how do you reconcile yparsonal values with you know the
work that you have to do on professional valuesthed you know you draw on the
experiences that you've had and say how you've gethd (S5)

Another social work lecturer talks about drawingtlb@ actual experience of ‘service
users’ in helping students learn

You have to use a lot of case studies and theys®vee users and practitioners
coming in to talk to students about the real lgalty which helps them to make sense of
the knowledge they are gaining in relation to hau yctually use that in practice (S1)

This lecturer discusses how using a range of egpee, the student’s previous
experience, the lecturers professional experiendeygpical ‘service user’ experience all
help the students to stand back and look at anlgsacenarios through different eyes
or perspectives not previously considered.

or kind of experience general experience ancsey tan see the value of what they are
learning and see how it might be useful to themadad | think this is crucial if people
can make sense of what they have been doing aedexgng up to now they perhaps
have been going through a job going through lifed @aot being able to or having the
tools to stand back and look at life sociologicaltyfrom a social policy point of view, or
thinking about values in an explicit conscious way.

So what | tend to use is a mixture might be sonseolbimy own experience, but more
likely it would be case study type material andalseir experience. So sometimes it's
prepared case study that they look at and they bawain questions they’ve got to pull it
apart sometimes it might be something they’ve dginowith them obviously suitably
anonymised (S7)

This lecturer actually asks students to bring iotpls of themselves as children so that
they can relate to their own experience as a @nttithen to apply this ‘sense’ to
children involved in social service cases in thaliae

we talk about children quite coldly in a sense, gnaw this is childcare law this is child
protection law, but actually when you get peoplériag in pictures and you say to them
look it would be great if you brought in some ofiyown stuff but if you want to then
take something out of magazines and | think it makeeal. So you get this large collage
with people, some of their own stuff in there,fdtoin the media and they can look at it
and actually they see children and they can refbectheir own childhoods and so forth
so it makes it more holistic, it makes it more al teving thing (S6)
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Two of the psychology lecturers also talked abaintgithe student experience in some
way, either from personal past experience or grated roles they might play.

So | try to, yeah, its again by making it practiaad applicable to you know different
roles that they may have when they leave.(P7)

I've always tried to you know bring in their owrpexiences so that they can give their
own examples and | think that way integrating ibitheir own understanding a bit
better(P6)

Both of these quotes however seem quite generaleabehe social work lecturers cite
many specific examples.

Teaching for transfer

Towards the end of each interview, each lecturer agked if they expected students to
transfer their learning into different situatiormitexts. The social work lecturers said:

S0 everything we do needs to be either directindirectly fairly readily transferable to
working as a social worker. So yeah! That's a strerpectation (S4)

this has to be transferable or even the more gerstuiff like IT skills equally have to be
demonstrated in practice and then the impact oftiaetice experience has to be re-
demonstrated in the following level on the acadamits. So | suppose, is that an
answer to your question?(S4)

This same lecturer concluded by saying that this wiaere the effort of the lecturers was
really focused because students basically woufshss the course if they could not
demonstrate learning transfer

So there are lots of ways in which we would encgeithat transfer because it's
essential you can't through our degree withousdt we invest | think heavily in terms of
time and energy in doing our best to ensure that tlappens and if it doesn’'t people
don’t pass(S4)

Another social work lecturer referred to job prasggeand ability to transfer

I've been in agencies | can tell you that a loptafces absolutely prefer students coming
from here because they know that they will be hia general roll up their sleeves as
well as write an assignment. Yeah so its realljlyamportant that transfer of skilléS5)

This lecturer still thinks there is much more tthaty could and should be doing to help
learning transfer and acknowledges how very diffitueally is

all of that really is about what can they transfgou know what do they know, what do
they need to know all those sorts of things reatlgt they do that in their practice
analysis that they have to write to....

often it needs to be teased out and | wonder tfdlveghat we need to be doing more of
really getting them to think more about their yoow what they already have that
amounts to transferable skills real|$1)
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This lecturer refers to developing a consciousoés®w they [the students] are learning
and she doesn’t assume that transfer will simpbuoon its own. She seems to be
referring to attempting to inculcate a meta-cogeitawareness in students.

We don’t expect them to come in and be able td bl themselves just like that. What we
hope to do is provide people with the tools andatsljiy to transfer (S7instead of that
people will realise that they can always take g diack and analyse a situation and then
decide what else they need to know to do in tlvenat they can build on and what sort

of actions they can take so right through it's justt about the content of the knowledge
but it's about them developing a consciousnes®wfthey are learning and how they

are transferring their skills and how they are depéng their skills am I making ...(S7)

The psychology lecturers responded with a gene&s| they did expect students to
transfer learning across units, they expected stsde remember what they had
previously learnt but they bemoaned the fact thertet was little evidence of this in
assignments.

Penny dropping Light Bulb Moments

The lecturers were asked if they could remembaresging learning transfer and for any
examples they could recollect. Often these sitnatigere referred to as ‘penny
dropping’ or ‘light bulb’ moments. The social wdecturers reported how the students
found ways of telling them when they realised thaint’ of what they had been learning.

| was reading out the notes at a meeting todayiamwas minuted that the students
wanted us to know that the penny had finally drapp@d had realised what we’d been
on about in their level 1 units and in the firstfiaf level 2(S4)

look at what they’ve already got and then you seepenny dropping co’s that’s the
good bit when they say ‘Oh yes!" and then theyta&a that forward ... (S7)

Interestingly all the other examples of witnesdeayning transfer given by the social
work lecturers were ‘out in the field’ in some way

And it did and those sort of light bulb moment witieze all the time everyday in
practice really yeah.(S1)

on court visits which | have at the end of the &rait year are fascinating and its lovely
to hear them enthused about things that I've th&ht about but they obviously either
didn’t grasp or didn’t see the importance of andidenly they will be telling me about it
and of course that’s lovely(S3)

Except from when you know when I've been practiaeting really and I've seen people

they go ‘right yeah that’'s what you mean, that'svhbfits, that's how the theory fits with
what I’'m doing’(S5)
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And one of the psychology lecturers talked abagittlbulb moments in the context of his
lecture and seeing the student’s eyes light up unitterstanding.

| suppose the light bulb moment where they shoullthigg oh that’'s what it means’ so

in some ways | try to make the lecture in some wagging in some ways by sort of
keeping them maybe be through a lot of the ledgtutle dark about what the ... taking
them through the story about how we get to a cenpaint and then saying bing now do
you see what we mean at the end bringing it outthed hopefully seeing that their eyes
light up (P7)

Summary of lecturer interviews

In total fourteen interviews were conducted, sewéh psychology lecturers and seven
with social work lecturers, constituting the surtat@mployed by the institution to teach
these subjects. Initial ‘laying out’ of the datangparing and contrasting responses and
looking into the data for similarities and diffecers, anomalies and seeming coincidences
has resulted in a number of preliminary themes.

Narrative summary of themes arising from the intenrews with lecturers

All lecturers described their different and inciegsexpectations of the student’s ability
to learn as they progress through the levels of toairse. This ranged from an
‘introductory basic’ level at level 1 to being ctiea, specialist, analytic at level 2
through to independent researcher at level 3. dhalwork lecturers also stipulated
expectations in relation to student behaviour anofiegsional standards.

The psychology lecturers talked about student Ilegrm terms of the curriculum,
structure, content and complained about the gefarhalof interest and the student
propensity to take the ‘easiest route/assignmeikt fEhe social work lecturers described
the student learning in terms of process, reflectmd different learning styles and
stated that the students had to take a deep appr@dEarning encompassing changing
their values if necessary.

In building up a picture of conceptions it was alseresting to explore the educational
and vocational background experience of the lecturiéhe findings appeared quite
striking in this instance, all of the psychologgtierers apart from one had come straight
through the educational system to doctoral studlythan onto teaching. The social work
lecturers apart from one had all had a varietyoafational roles and experience outside
of their academic careers. Unsurprisingly thereé@rsed that all of the lecturers’ teaching
practice was influenced by previous experiencejqadarly in the case of the psychology
lecturers who said over and over again that their teaching was based upon their
experience as students, the curriculum they had éggosed to and the culture of their
learning environment. This was a particular frustrafor the psychology lecturers as
they expressed concern that the students theyttawggh lacking in motivation unlike
their own recollection of learning in higher educat

In planning, teaching contact sessions, significkfiférences between the two groups
were also apparent. The psychology lecturers wéverdby the subject area and the
amount of ‘material’ they had to get through anel $bcial work lecturers seemed more
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mindful of student comprehension and engagemengxample what type of learning
activities would help the students to understand.

Perhaps predictably the psychology lecturers asaribed their teaching methods as
‘traditional’ lectures and seminars, discussingcke$ and critiquing theories and models.
The social work lecturers appeared to be much mr@ative using a variety of methods,
such as quizzes, collage, video of self and T.\gmmes, etc.

Telling students why they are being taught aboytgarticular area and how this perhaps
relates to others areas covered in the courseder to help them gain an overview or
‘helicopter’ approach, in some respects seems aiob strategy for encouraging
learning. Unfortunately the psychology lecturerty@aw the need to be explicit about
this with students from a deficit point of view, @amthey thought the students just didn’t
understand ‘why’ at all. The social work lectureesv this as an essential component of
their practice because when students went oufpiractice situations they would need to
recognise the relevance of what they had learnt.

Building on this the social work lecturers tookrfrgrevious student learning and
brought it forward into current learning contexssveell as taking current learning and
showing where and how this could be applied in otinduture situations/contexts.

Both groups of lecturers used examples in thetotted to try and illustrate points or
concepts, from the student’s everyday lives, thdianand so on. Both also drew upon
previous experience either the students or their lowmt where they differed was the
social work lecturer’s ability to draw upon thewio professional experience from their
own or the ‘service users’ perspective.

When asked about teaching for transfer the psydydkxcturers seemed to assume that |
meant from one unit of learning on the course éortéxt and the student ability to
remember previous learning. Whereas the social veatkirers immediately volunteered
a lot of examples, voicing that it was essentidraosfer to qualify as a social worker and
was inherent in all teaching.

They were subsequently asked if they could giverptes of when they had witnessed
students transferring learning and this was ofteerpreted as a‘ light bulb moment’ or
seeing the ‘penny drop’. Interestingly the socialkvecturers gave examples from the
student placement or the students themselves @kptiaying so and the psychology
lecturers described it more in terms of ‘eyes lightup’ during a teaching session.

Teaching session observations — Findings

In chapter 3 the use of different frameworks toaidervation of participants was
discussed. Three different frameworks’ were devediopnd taken along to each session.
The first framework was developed from Spradleysdssion of grand and mini tour
observations and making choices about what theraditsens should focus upon. At the
beginning of each session, notes were taken itioelto nine different aspects adapted
from Spradley’s suggestions.
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Spradley’s matrix adapted:

Space 1 Note learning
environment

N

Object Teaching aids

Act 3 Teaching
session

Activity | 4 Student
participation

Event 5 Lecture/seminar
etc

(@]

Time Day/Date/Time

Actor 7 Lecturer
behaviour —
non-verbal,
extralinguistic,
spatial

Goal 8 TFT techniques
demonstrated?

Feeling | 9 How did
learning
environment
feel?

In approaching the findings from this particularfrework it did seem to produce a snap
shot overview or ‘grand tour’ perspective of thesens. Notable aspects of the social
work teaching sessions were: the teaching envirohmevery session was
uncomfortable due to the number of students andigeof the teaching space,
sometimes there weren’t enough chairs and windodsdaors had to remain wide open
to help air circulation. Most of the lecturers ugedver-point, handouts, role play and
small group exercises, as teaching aids at sorge diaring the session. The sessions
themselves were billed on the timetable as a mbeaiinars, lectures or workshops. The
students appeared to be very attentive, eithengakotes avidly or very quickly settling
into groups as requested and getting on with thlkestand activities. Most of the sessions
were timetabled as 2-3 hours and lasted a wholaingpor afternoon with an informal
break of 10 minutes at some stage and most ofeb®®1s seemed to take place on a
Friday afternoon or Monday morning. In generalldwurer’ behaviour was very
informal, moving around, chatting, listening atteely, sitting on the desk to present.
Sometimes the language used by the lecturers wgwvakiing of the students and warm
‘like to invite you to think about’ (S2), thankirggudents individually for their
contributions (S7 and S4). Where ‘teaching for $fari techniques (TFT ) were observed
in general this was noted, use of examples, ralg, pise of student experience and
application — all of these aspects were presentefadly the atmosphere felt relaxed and
informal, sometimes it felt quite challenging foetstudents as they discussed their own
views and tried out being different people, (soaiatker, service user,
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observer/feedbacker) There was also sense of pgrakpace present and students were
encouraged to keep moving forward in their actpgti

In the psychology teaching sessions the teachingaments seemed different to the
social work ones. The teaching sessions took pratiered lecture theatres, a teaching
laboratory — with P.C’s or in modern rooms withmagural light, students all appeared to
have enough space to work and be comfortable.fAlelecturers used power point and
handouts but one (P5) also used video streamimiip aecordings and a white-board,
another (P7) used a data projector and P.C.s &r €adent in using a particular
software package. Most of the psychology lectutes mentioned that the lecture notes
were available for students on ‘Learnwise’ the emsity’s virtual learning environment
(VLE).The teaching sessions were identified ontifmetable as lectures or seminars.
Students generally participated in all activitiesl &ook notes in lectures, a noticeable
difference between the groups of students waghieagocial work students initiated and
volunteered questions whereas the psychology stsid@has they were asked but
seemed to lack the ability/interest? to ask thein guestions. All of the teaching
sessions were timetabled as an hour in duratioma# finished within 50 minutes, the
days and times of the day varied throughout thekwBee psychology lecturers
displayed more variable behaviours than the sewmak lecturers. In one lecture (P3) the
lecturer stayed behind the lecturn and moved v#hy,Ispeaking in a quiet tone, in
another lecture (P2) the lecturer stayed on thgedtat moved around and laughed and
joked with the students. In the seminars two ofifoturers offered clear instructions and
explanations and adopted quite formal communicattgles and in another 2 seminars
the lecturers were joking, gesticulating and smgili§pecific TFT techniques weren’t
really noted as something that occurred througtiwiteaching session but were noted
separately in the literature review observatiomiaork. In general the atmosphere of
the teaching sessions was quite relaxed and soe®etjoite paced and focused but when
left to their own devices the students quickly esged into general conversations.
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Appendix Nine

Anonymised excerpts from student transcripts

So tell me a bit about that because you all seem to agree on that one -
Such vague essay questions that you’ve got to try and apply cognitive is like ..

Why didn’t you do cognitive behavioural therapy - | would have loved to do
something like that

Yes ... use cognition rather than just like .. memory .. applied - so dry

So sometimes the assessments don’t help you understand where this stuff
should be applied to or what

It’s not how you actually use psychology it’s like.. knowledge.. where if you
could actually like do something that actually uses psychology it would be
slightly more useful | think. Psychology is such a theory based course - if you
actually want to go off and do something with it - then you’ve got to be able to
use the knowledge you’ve learned and if you’ve just written down all you know
- in essays -

| think as well with this course it might have helped if we could have gone and
met some people who it affects like going with people with autism and things
like that - if it could have been built into the course it would have really
helped me

By encouraging people to think about how you can apply it - you know - you are
encouraging them to think for themselves. With theory it’s put there in front of
you and when you are reading about theories or research - you don’t really -
you have to yet understand it and interpret it in your own way - there’s no -

... 77 regurgitation whereas if you are encouraging pupils to think more about
applying things to the real world you are encouraging them to think for
themselves rather than come out of Uni - just being able to dictate this theory
- that theory - and this and that - but not really about how it works in the
wider context.

That was really really interesting - so in terms of your course - tell me a bit

about the ways that you do learn now. There are lectures, seminars, project
supervision -
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Used to have a thing about ... ??? They’d usually give you some sort of a task -
(lots of laughter) that nobody ever used to do though

It was an hour a week or something for each subject and then
Yeah it was just like time to do your homework

Do you think it would have been good if you’d had some sort of supervisor who
sat there and you had to come ...

Yeah .....in the classrooms ... 77

Were they - oh

This is like a contract - ?? you knew at that time you .. ?? grades ..
What sort of methods do you think - do they use now ?

Don’t really have individual essays - presentations - exams. | personally would
rather do everything? by?... myself. Like when you have to share your
responsibility with other people they can affect your grading - | understand
about ? sharing ? that in the real world you have to work with people - you
can’t work on your own, but | think when it’s affecting your marks and things
like that I think you should be able to do work by yourself and | think exams are
one of the worst forms of assessment because it’s just testing from memory
isn’t it at a specific time - and all you do is read from a book and write out -
personally | learn in parrot fashion - | mean - 2 months down the line | don’t
remember any of what I’ve learned - do you know what | mean. Because you
are under so much stress to learn it at the time -

And also three hours | think is too long for an exam - by the end of it my hand
is .. and in the end | just want it to be over and | can’t be bothered.

... 77 essays always like half the length -

That’s it you are doing really well on the first two don’t you and the last two
your hand’s struggling so much you just like - | can’t - and your brain just gets -
ooohh -

Specially if you’ve got more ... exam ?77?

| don’t know how anyone could ??

Specially if you are doing three essays about three different subjects - you’ve
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got to remember all three at the same time -
| always come out with really bad headaches - and have to take tablets

~We’ve got one like literally a month after our dissertation to do it - and then
one the week after in the middle of ... more spread out - can’t see how I’'m
going to have ... for the second one - at all

Only because last year - for our exams - | mean we had three in quite close
succession and | only had the time to - like one week to revise for each one
.. 17 ... ok were good so...

It’s like the last final thing - you don’t want to come back and re-take them..
But we don’t get our degree until the end - so it can be taken ... 77

... S0 you do presentations, you do group work, you’ve got exams - are there
any particular methods that any of the lecturers use that you think that’s really
helpful?

Yes | think like

Yeah it’s like some lecturers who really get you involved in the lecture - try
and get - and there’s others who just sit there and just talk for 50 mins and
you’re just writing it down and you then come out and go - what have | just
written - because you are not engaged in it - whereas if you are actually having
to give answers or listening to other people giving answers - sometimes you
take it more in because you’ve got to pay more attention.

| think the best method is just the method that’s organised. Some or one
lecturers in particular is very scatty and | can’t follow ..

And we haven’t got lecture notes so we have to write everything down and it’s
- you don’t take anything in - | know when | come to revise for my exam | will
not be looking at the notes that | wrote because ..

I’ve got like 5 pages for each lecture .. but God knows what are written in my
notes - what was actually said ..

And it’s always on the same sort of thing anyway - so maybe ??

Sounds like sometimes you find ways of compensating as well - for teaching
methods that aren’t helping maybe they are ...

.. get to know what the tutors are going to be like so you start doing research
for that lecturer - for that subject - already and I’ve got a pile of journals to
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read - otherwise you’d get to the end of it and think what on earth have we
done?

| think also now we know what they are like, we can predict what sort of
answers they want as well. Sometimes | feel I’m not writing an essay on what
I’m interested in and what | think - I’m writing what they think to try to get a
better mark

So you feel like you are being quite strategic about it almost?
Yeah

Turn back to your bear.. ?? so if that helped - because somehow | suppose that
kind of tried to illustrate something - did .. ?? so if they say for example - |
don’t know ... de de de de disorder .. you will see symptoms of this in such
and such a .. | know I’m thinking about abnormalities or whatever ... but .. do
they use examples or apply it to real situations ?

| think some do -

There’s videos as well that can make it seem more interesting to you what..
otherwise you are just hearing disorder, criteria symptoms, what they need for
diagnosis and it does seem kind of dry, doesn’t it? Whereas if you watch a
video you can see how it does affect peoples’ lives - or things like that

There was that autism lecture that one we did last year - it’s like there are five
or six different types of autism, but if you just sat there and learned about
autism you wouldn’t think .. ?? spectrum ..

Take you longer probably to sit there and learn those than to sit there and
watch a video and take it in that way..

Yeah -

So some methods like the video really help in terms of making it real because
you couldn’t see the symptoms - the manifestations and different categories
of whatever it is when somebody’s talking about it. Can you think of any ways

- while you’ve been here on the course - things that you have learned that will
help you afterwards?

So you can see how you would choose that - or you might have to call on it

Yeah
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.....Skills to use in the future - | think I’ve been able to read a book in a
particular way and things like that - are really useful to me - connecting me
together - that’s developed that side ...

What sort of cognitive abilities and skills you feel that you’ve developed and
honed and you can kind of take that with you ...

.. just with regards to reading - critical reading - not just taking for granted
what’s written in the book - and you sort of think I’d be able to criticise things
or be able to read/appreciate different points of view that might not
necessarily be congruent with your own .. sort of thing

How do you know when you’ve learned something really well?

| always know I’ve learned something really well if | can explain it to somebody
who hasn’t studies psychology or isn’t familiar with the research - if | can say it
out loud in a coherent way | know I’ve learnt it.

You kind of know then?
Yeah

If I can go home and tell someone that I’ve learned this today - one of the best
ways | revise is | go home and I’ll have pages and pages of notes and my mum
will go - right - tell me about such and such - and if | can then tell her, if she
understands it, then | know I’ve got it in my head

..When I’m revising for the exam - | pretend that I’m the teacher and | pretend
that I’m giving a lecture about the subject that | am going to write about and if
I know if | can get through without missing any of the major points, and explain
it out loud to my ‘bedroom’ - then | know | know it and that’s how | revise.
Once I’ve gone through and learnt it | just keep practicing saying the whole
essay out loud so that | know it pretty much and I’m not missing anything out. |
put my toes on the bed and pretend they are the audience - pretend.. well
today we are going to learn about ... sounds crazy but it works for me !!

Do you do like a power point thing as well on it?
If | was doing a presentation | would do that and | would clip through the points
to .. but if it’s just from my revision notes it would just be me ...

So saying it out loud

Yeah
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Looking at notes and summarising what’s there and then

| write everything out - so I’ve got load and loads and loads of notes - break it
down into loads of little points - like on little index cards - then they are stuck
literally all over the bedroom - co’s then | just see it and it goes in - co’s I’'m
constantly looking at it - | actually pick it up - read it - co’s it’s just there and
I’m not.. then I’'ll go home with loads and loads of little notes and go boing!??
And If | can just keep.. 7777

Anyone got any other methods that they use?

| just panic - | used to be really good in exams and these days | seem to be
really rubbish at them. Just panic - like got to learn it - got to learn it - got to
learn it - and | look at it again and again and it doesn’t sink in. But | can’t talk
to anybody because everyone else is just really bored when | tell them about it
- S0

END OF ONE SIDE
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Appendix Nine

Your tool box - They’re talking about us having a tool box - a tool box of
interventions social workers go around with you know - it’s invisible?? - which |
was thinking that’s quite funny, | sort of think to myself oh that’s something |
can put in my tool box now ... you know, that I’m going to remember - I’m
going to try and use again on other families .. or

So they kind of give you like a tangible, sort of mental

Haven’t heard a tutor use tool box - that must be in the ...?? | haven’t heard
of any tutors .... | haven’t heard it

.....talking about it and | read it in books

But | haven’t heard ..But | can’t say I’ve heard a tutor saying tool box

And | - do ... this little tool box that I’m supposedly carrying around with me
but ... practice on this placement thing .. and | think - that’s a tool! | can put it

in my tool box! You know!

I’ve heard ?? like key skills ... but actually in the reading | have seen tool box
or tools, you know

You know when you’ve been out on your placements and you’re in a situation
whatever that might be, are you aware that you are suddenly drawing on..

Definitely

This year more

Can you give me any examples?

Well | did a lot of work with attachment
Mine was attachment yeah

Which we studied here on the psychology unit in Year 2, haven’t we? and it had
in itself had a big impact on us anyway, but | was ... mental health team -
clearly there were a lot of attachment issues and there’s a lot of nhew research
out which | actually found really exciting and when they first mentioned it |
thought ‘oooh! | know what they are talking about’ and that was really
exciting. And | did draw a lot of that ... one particular child was presenting
ADHD off the scale but upon further investigation it became quite clear that it
was an attachment issue and discussions with the team kind of validated my
thoughts and led me to go off and explore that even further, so that was a
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definite aspect of something I’d learned that | drew on, used and kind of then
explored further upon. It was good.

| was in adoption and that was assessment based - prospective adopters and
children - the children and the adopters you looked at attachment issues,
because whatever their own attachment was as children the prospective
adopters would be how they’d parent the child or they could have issues
coming from that but I think the main thing within adoption that | would
have said I’d done was a lot of counselling. Because you are actually
listening to people, stories they are giving you, their life events, they are
giving you details of their education, their employment, their past
relationships, their present relationships and their family......

When you think of all the communication stuff we’ve done
Yes. It’s all communication, counselling, and attachment
| think it’s heightened our own skills and our awareness
Yes, definitely

And some of the stuff we’ve done around language and we’ve seen for
ourselves the problems of jargon and that makes you much more aware of - you
know you are going to put this different head on and think a bit more before
you speak when you are in that role - | personally think very carefully about
language I’m using..

Yes, definitely

...the choice of language and that’s based on my learning, you know | wasn’t as
aware as that before. | knew people got isolated but | hadn’t really specifically
pinpointed in my mind that it was the use of words and the power of language
and that kind of stuff so the reading I’ve done and the stuff I’ve been taught
here is really, really ? like that to me and then doing practice you can really
see... and having to feel ourselves when big words are thrown in to lectures and
you sort of think .. shit maybe | shouldn’t be here ... | don’t know what
everyone is talking about again... but how does that make our service users
feel? You know when we are coming...

It’s been interesting to see how upset I’ve got over it haven’t I?
Absolutely
Because you’ve got better vocabulary skills than what | have and you’ve

seen me ... ‘What are they talking about? .. ‘Oh | don’t know what they’re
talking about!’” ‘What does that mean?’ you know. ..I’m always saying to
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her and what does that word mean? And what does that word mean? She
explains it to me - so she’s seen how it affects me and that’s given her
another understanding on how to deal with people. And | myself as my own
personal experience find that that makes me much more aware when I’m
dealing with people

It’s really interesting because you - | think you are talking about empathy and
I think you are saying that because you’ve had an experience within your own
learning, that when it comes to somebody else, you are saying I’m not going to
let that happen to them because | know how that feels

And there’s a whole bunch of theory associated to that - because you are also
using your knowledge of theory and... that alongside your empathetic.. but
that’s what | think this course is trying to teach us isn’t it? It’s this whole
bunch of things and how to use this whole bunch of things at the same time

But as social workers we’ve got to go to these people - we are going into
their lives and we are trying to empower or assist them - you know - get 7?
it’s their private lives and also you’ve got to take into account you’ve got to
respect them - you’ve got to not come over as more powerful with them
and you’ve got to have an understanding of what they are trying to tell you,
so if you’ve had that yourself, you’ve been yourself in that situation

About power differentials

If you can make them feel as an equal person to you they are more willing
to open up to you, more willing to give you, you know

.. some of it is based on our past experiences ourselves and, if you like, our
transferable skills. | mean | think we ... quite well if we acknowledge our
transferable skills we are able to use the fear really and you know and what
you’ve been taught when it finally does make sense it’s just a ‘Eureka’ kind of
moment, you know.. that you are able to use it all is just fantastic!

So how do you know though when you’ve learnt something really well, do you
talk about being able to apply it in practice or is it assignment times in
particular when you suddenly have got to put things together and you sort of
.. say ooh | really get that, or I really - | mean are there particular times when
you’ve felt like that, and if there are, what has it been about - what’s helped
you to get to that particular point?

| think for myself, personally, when I’ve been talking to other people and all
of a sudden, | just subconsciously start going into stuff that I’ve learned
which you don’t automatically realise you’ve learned but you hold a
conversation about something and you are actually holding a conversation ..
you are actually able to explain and give details of whatever you are
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discussing without having to think and that - it just automatically flows out
and you think .. blooming hell where did | get all that from!! Where has that
all been stored, you know!! So that’s personally how | feel - that’s how |
demonstrate that | have learned

So it’s in discussion with somebody else or something and suddenly all this
stuff is just there

It’s just there - it’s in my brain and it all comes out - and obviously you
think | just didn’t realise...

For me | think it’s about the feedback - you know - feedback on your essays
and then feedback particularly in Year 2 - at the end of year 1 with that
practice and then getting our placement, you get a lot of feedback then, don’t
you? And | started to think, well everyone thinks I’ve learned a lot - you know
and that sort of ... that’s how it happened for me, | think. | had to think | need
to look at the endings - | keep slating myself but other people are saying this -
so maybe I’m learning more than I think | am and then you are little less harsh
on yourself, don’t you? And we discussed things and then we realised - then we
laughed - shit where did we learn all this lot from!! It’s amazing that we know
it.

Tell you this funny thing for me is as well, going back obviously to words
and things which I’ve got a real hang up about, but even when I’m listening
to the news now at home - they say a word and | knows what that means
but three ago | wouldn’t have known what it meant. If there’s a discussion
going on or I’'m watching a documentary or something and these words
come up you know and they’re like what | call posh words - and I’m like - |
know what that means now!

And ... 72 makes a lot more sense doesn’t it
Yes definitely

... kind of ... don’t know what they’re on about - suddenly you sit there thinking
well actually | do know what they’re on about - it’s not flaming Greek???

When they started the course they recommended some suggested reading
before we even came on the course and | went and bought - it’s called,
‘Understand Social Work’ by Neil Thompson and | read it and | thought | aint
got a clue what this blokes going on about!! And | sat there all summer - |
kept going over it - oh my God what the hell is he on about, | really don’t
understand this!! | can pick that book up now and know what he’s talking
about - and that is the big difference!!

That’s when you know that you know!! - yeah
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And | can pick up one of these books now and I’m not like - Oh what do
these words mean? What are they on about?... you know!!

And it .. you have to have the confidence anyway -

It’s a complete reverse, you know - I’ve never wrote an essay until four
years ago and it was like - oh my God - an essay | thought was like making a
story like once upon a time .. | didn’t realise an essay was researching
something and then putting it into your own words! | thought an essay was
like a story - once upon a time, you know, bla bla...

..but the Access was very valuable when teaching some of the basic skills and
then the Gateway built on the ... so real

It’s been a really major impact and a lot of information for me to sort of
take it all in and what | never got in my secondary education I’m sort of
getting all sort of now, you know? So it’s really, really good and sometimes |
do feel quite proud of myself

I think you should as well! What about when you go into practice, you know
obviously we all continue to learn hopefully, because we never stop, any of us.
Are there any particular ways that you think might help you to keep..

.. on our practice learning we done professional development, we went to
seminars every month and we got certificates for it! So we went to

..but I think basically the real definite mind set that we are slow learners??...
and we have a hell of a lot to learn....

Where have you got that from then?
| don’t know - | don’t know where it comes from

Maybe because we have been learning all our lives and now we’ve reached the
stage where we can reflect on our past life because our life - this has been very
life changing for us - so you do almost reflect on this past life but realise how
much you did actually learn during that period as well and then | expect you
are learning from positive and adverse circumstances - and also we are both
parents, so we’ve been actively encouraging our children to make the most out
of the education system because we didn’t. You know some of that kind of ....
past mistakes - don’t make the mistakes we did ... but you suddenly find that
you do buy into that - you genuinely do buy into that and I’ve identified how |
want to go on learning after this

And also | think the lifelong learning part of it is actually starting with my
Access course | learned stuff on that, obviously the essay writing - how to
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read, how to take stuff from books and put it in my own words and over the
time of the degree I’m also realising that every day I’m learning something
different so you know it’s always changing - there’s always something to
access, always something to learn. So it’s a lifelong process, not just a three
year process, so | think that’s where I’ve probably got that perception from
is - because obviously I’m doing it every day and like you can pick up a
different book. I’ll go to a shop and there’ll be a new book out and I’'ll want
to get that on a subject - I’m still learning - you know you’re never just
going to walk away as a social worker and think - well I’ve done my degree
I’m in practice now I’m not going to look at no book now. It’s going to be
something that you’re going to constantly going to keep updating, keep
looking at different legislation, keep looking - so it’s a lifelong process! So
yeah that’s probably where I’ve got that idea from..

Mmm interesting - you can look at my questions but | think you’ve answered
them all even though | haven’t asked them all - you’ve kind of

We do go on!
No you don’t!!

There’s a donkey sanctuary with a lot of donkeys with no hind legs on - talk
... laughter .....

Anything you’d like to add in particular - you know - particularly just about
your learning experience - about the way that you think maybe you’ve - you
know if there have been any other ways that perhaps the lecturers have used
that you wouldn’t - that most people perhaps don’t get in higher education?
Are there any thoughts in particular that you have about

My only thoughts about my experience here is that the help and support that
you need is there and there’s a lot of people who kind of sit there going oh
you’ve been given it - did you go and ask for it. There’s a lot of people that
would ... whatever you call it that need to think that they can’t be chasing you
And | dunno but
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Appendix Ten

Node — Theory to practice — anonymised

Document 'Psy - FOCUS GROUP Grp 2', 4 passa@8$, dharacters.

Section 0, Paragraph 144, 398 characters.

For me my boyfriend had a psychotic episode régesa | hadn’t actually learned
things from the course about that but it really vatk read loads about schizophrenia
because that's what | thought he had and all iato thing because I've got deferred
an essay to the summer anyway and so | can dehiwophrenia one now because |
know loads about it so that’s helped in that respe

Section 0, Paragraph 145, 352 characters.

The only thing I can think of is I've suffered frodepression before | studied psychology
so once | did study it | just had a greater un@ading for you can’t always understand
what a disorder will be like but you just have #mepathy there for knowing that it can'’t
be nice to have any kind of abnormality mentalaabrality that sort of thing

Section 0, Paragraph 147, 707 characters.

| have got depression | have a panic disorderadls which affects me really badly and

I am it's great fun!! It's made me understand hiot going completely stark raving
crazy there is a reason and there are thingsl wildget better. | think it really helps me
to have coping strategies like | haven’t donesitehbut when | did A level psychology
and we did health psychology with that and we didtla bit about ...?? control .. and

it's made me sort of think that there are diffenenatys of coping with situations I've
been able to help my sister she’s just split u Wwer boyfriend and stuff and | was able
to really really reassure her and ..??? oh Goddidhyve do psychology!!

Section 0, Paragraph 149, 282 characters.

When people say things sometimes you think ‘ohlthis in with that’ ... like reality tv
shows sometimes since we’ve been here they'vehose ...simbardo??

experiments on tv | actually understood what waagyon! | don’t think alot of people
would have done that without

Document 'Psy -FOCUS GROUP - Grp 1', 2 passa@8sciiaracters.

Section 1.34, Paragraph 94, 306 characters.
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think if you've got something in real life to réait to that sort of thing - ...?7? actually
got a video to see do you know what | mean unlesssee that person with a learning
disability .. how they react .. you know what laneyou can’t get that whole
understanding of it. That situation, yes.

Section 1.150, Paragraph 210, 432 characters.

interact with their autistic sibling...it's only a gstionnaire and research ..??..one.. and
one how they get on with their sibling - and jasjuestionnaire about what they
understand which is really really interesting sgehe response we’ve got??? I think it's
just made me realise how much there’s just no supgwatsoeverfor siblings at all

Document 'Psy- focus group 3', 1 passages, 3#adess.

Section 5, Paragraph 151, 373 characters.

Um | know that another thing to take away is thdarstanding of basic drugs that’s
quite useful and I've found various drugs arourellibuse which | wouldn’t have know
what they were but I've started to recognise thesit names and understanding how they
work and what they do to your body, that has beeteeducational about my family (oh
yeah that'’s interesting)

Document 'SW-, 4 passages, 1314 characters.

Section 0, Paragraph 43, 266 characters.

That was the harder part for me especially puttiegry into practice. Co’s | had limited
experience beforehand. Certain teachers were pisobatier than others especially if
they had social work backgrounds themselves dgthat been social workers recently.

Section 0, Paragraphs 68-69, 327 characters.

Yeah parents one side education and environnmehtiee child on the other side sort of
thing. Things like impacting the child’s life | gl use that one my first placement and
we used that quite a lot. Psychology definitelg anciology because it impacts on the
person itself. | can see quite a bit of that

In what ways

Section 0, Paragraph 74, 313 characters.

said to my practice teacher was | did this sorhotiel thing with a mum who was in her
40’s and | kept having things like yeah I'm tefliher to do this and I'm like a few years
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older than what her daughter was age is a bigtlinme thinking ok they probably
looking at me and think you are just a kid

Section 0, Paragraph 103, 408 characters.

No they are all trying to think of a question W#e'got to look at a case study we have
to define one ourselves and like analyse it ouesend everything can't think of any
now sort of look at a certain theory and analyseit of thing then we get to choose
which theory we want to do put our own experierinds see how we've used it or
things like that that’s how most of it's usuallgree.

Document 'SW- 1', 5 passages, 1156 characters.

Section 0, Paragraph 47, 462 characters.

eah even like with law that we’ve studied theueer there she was able to make it quite
practical and she gave us the situation the smeraaload of things that had happened,
and then we had to try and figure out which piexfdaw we’d use, what the pattern
would be, what was relevant and rather than julstgeus, you know, about the pieces of
law we actually had to try and think of it in alrée situation which we did and which
was good

Section 0, Paragraph 67, 345 characters.

Our practice teacher talked to me about solutien$aherapy and also has a task centred
approach which I've used quite a lot with peoplau yare just sort of aware that you
know, somebody can come to you with loads and loagsoblems and you're

completely overwhelmed with it but having that them the back of your head can be
helpful

Section 0, Paragraphs 91-93, 112 characters.

Ok but can you see how you are going to use whahwve learned over the past three
years?
Yeah (all three)

Section 0, Paragraph 209, 43 characters.

We had to link assignments to our practice

Section 0, Paragraphs 233-235, 194 characters.
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or even like .. management or even working withltsd2? - it all does fit around that ..
has to be very..

when you look at the service users feedback - éneall related to that kind of ...

Document 'SW-, 1 passages, 443 characters.

Section 0, Paragraph 15, 443 characters.

Yeah obviously with your theories putting yourdhes into practice and they used to
bang on in the first couple of years about thedvgsractice and you didn’t really get the
gist of it | think third year really jumped in aydu could see where your theories were
in doing your practice and what theories you weréing on you weren’t ever going on
one sort of like the behavioural method and thiilgsthat you were drawing on

Document 'SW- 1', 2 passages, 675 characters.

Section 0, Paragraph 234, 225 characters.

Well that was like .... Role plan a lot wasn'’t it’kkione has to be the client and one has
to be the social worker and you think about what gaid to the client and why you said
it based on what theory and that's how we got

Section 0, Paragraph 240, 450 characters.

But that got you thinking about ... your theory aadislation in ?? ... co’s you're kind
of taught it as a separate entity and then suddbelysay right now the two converge
together and you think... you know you feel thattkaf panic so they have kind of little
workshops where you kind of tried to do that iroke play type of thing which gave sort
of hints ready for that next bit, but | think adtyaloing it made that all the more clear.
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Appendix Eleven

Student focus group findings and themes

Process of analysis

All transcripts were input to Nvivo and a proce§sumalysis began. (Roz remember to
compare themes of tutors against themes of students

As themes began to appear relevant text was traedf® nodes. Initially 20 themes

were generated and then printed off for furthem@ration. Some themes appeared quite
quickly to be specific to social work students atigders to psychology students, for
example student background and intentions afteirigauniversity. Other themes such as
experience of teaching presented interesting cststia experience. Themes such as type
of learner; learner motivation and strategic otrummental approaches to learning seemed
more confused and sub categories were developeddbmed to better represent student
comments. Interestingly themes such as studen¢placts and learning is difficult were
surprisingly merged as students expressing disseiiien. The theme of meta- cognition
was merged with study skills as the researchemgrezed that the different student
groups had simply identified that they had acqudiigrent skills. In this way the data
began to ‘speak’ and patterns emerged in a venyngied way.

Each focus group or interview began with a littéerge to help the transcriber identify
voices and to promote a more relaxed atmosphere.

Subsequently each participant was asked to sdtjeadlit about their background and

how they ended up at university studying theiripatar course.

The focus groups and interviews were coded in tderahey were undertaken. So for
psychology 3 focus groups were conducted: psyZafhd 3 and for social work 2
interviews and 2 focus groups were conducted s and 2 and sw fg 1 and 2. Quotes
from the transcripts are referenced accordingle ffanscriber often had difficulty
identifying individual students and so it is nowvalys possible to attribute quotes to
individuals. In the spirit of representing groumtiidbutions the researcher has
systematically attempted not to use multiple quét@s individuals where this has
occurred this is made apparent in the referentieeagnd of the quote.

Student backgrounds and previous experience
The psychology students offered a mixture of pexyerience, from gap years to
traveling to work experience.

I've kind of had gap years within my years. I'veb®ff to Australia and worked for a
children’s company | just do things like takingportunities (psy fg 2)

I’'m 23 and from school | went to IBM and workedréhfor four years. Bit boring that's
why | studied continually (psy fg 1)

Others had come as mature students via acces®sours
| been working .. went to college and .. that aadied on working and then | decided

more to life and went to college to do an accesss®(psy fg 2)
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I’'m a bit different then because I'm 30 now ... Igat two children ... left 6th form
pregnant with my eldest child and then | had ayears just with him and then my
second child. Then | decided it was time to do $leimg with life and so went back to
college, did an access course (psy fg 1)

Nearly all of the others had studied psychologywimesly which had prompted their
choice at university although they all voiced theiperience of studying the subject as
contrary to their expectations.

Went to 6th Form there and stayed on with all myeséhere um did Psychology at A
level which I really enjoyed and that’s why | caameto do it here because it was the
only one that | enjoyed and thought it would Keri@sting enough to study over three
years (you were wrong, laughing) yeah | was vergngryeah.(psy fg 1)

Um yeah | came straight from college as well to.Ushidone Psychology at A level as
well. Again it was the only subject | enjoyed a#dn’t really like college very much but |
have to say | thought this degree wasn’t anythikg What we had done at A level (yes) |
found the A level more interesting (much more ggeng) yeah that’'s why it kind of
shattered my illusions of Psychology when we dlidnere but | guess its just the
difference in level really.(psy fg 1)

The social work students had either undertakewaetework experience prior to starting
the course or they considered themselves as haciopgred life experience as mature
students to equip them for this particular prof@ssind working with service users.

| did a previous degree before coming here, in pelagy, and | did a lot of support
work before starting this course support work andvith children | mean(sw fg 1)

did my A-levels and then went to Brazil for my gepr and then | worked with teenagers
with behavioural problems, and then | worked witlulés with Huntingdons Disease and
care work generally.(sw fg 1)

I mean I've worked with children I've worked wétults I've worked nursing | did
nursing as well, not as a qualified nurse but asipport worker.(sw int 2)

but we both experienced quite disadvantaged backgi® | would say, which has made
us bloody determined and motivated as adults tolabsy maximise the opportunities
you know, reflecting on your life .. you realisatthad you taken that path before things
might have been very very differdstv fg 2)

| never done no exams, no education at all. | didttend school, so, for the last sort of
two years, so I'm basically doing a degree withemam behind mésw fg 2)
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Student perceptions of their experience of teachingt university

A question that raised a very mixed response wasdtahe students experience of
teaching at university.
Many felt they had experienced poor teaching atetlaaumerous examples

| think the best method is just the method thatmoised. Some or one lecturers in
particular is very scatty and | can’t follow ..

And we haven’t got lecture notes so we have teveswrerything down and it's you don’t
take anything in(psy fg 2)

Oh God!!lt was the pits cos cognitive is prob bi@@dest I'd say. Obviously he knew it
and he just didn’t grasp the fact that we didn’otnit!! Very confusing at times (psy fg
2)

then there’s another lecturer who | completely gisésn’t explain it properly he will just
its like he is reading from a text book or someghimo humour just really dull and boring
and you just don't, | don’t learn anything like eft walk out let alone two weeks later

(psy fg 3)

......... does it you can imagine him sitting down andglbis lecture plan literally from
a text book. Just sort of its all theory theorydtye(there’s no examples)(psy fg 3)

there’s relatively few lecturers who actually batheteach and explain give and you
know not spoon feed you but point out why theydaneg something (mmhhmm) and not
just give you a list of references to go away and yourself which you could do anyway
you don’t need to turn up to pick up a list of refeces and I just think that there are a
lot of teachers that don’t know how to teach andeheaching jobs and lecturers aren’t
taught how to teach as wépys fg 3)

The social work course was not immune to criticather

Or one teacher I've got this year who actually readtdword for word - what's on her
hand out which isn’'t very helpful co’s we can jsstt of read the handout and not go to
class(sw int 1)

| felt it was showing offréferring to a particular lecturefye got a big vocabulary.. |
don’t need people who use them words now ifeéghing and learning, say teaching
and learning, don’t use pedagogic or whateveragdled, co’s | don’t know that word
and I'm sure none of the others did (sw fg 2)

Other aspects identified by students as constgwimimportant part of the teaching was
the support received from lecturers — this expegran also variable but the social work
students seemed to really appreciate the suppyrtviiere offered. First of all, the
psychology students:
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Cos at uni you've got to ask for their help becayse are not going to ... sometimes it
gives you the incentive to do it but at other tinvben you really don’'t understand
something and they say oh not going to help ysy g 2)

and she’d like if anybody admitted to not haviegd the seminar paper she’d be like -
out you go - and it scared them so much(psy fg 2)

Conversely the social work students said

The tutors have always made it perfectly clearesithe day | walked in here they are
accessible, their rooms are up there, their emddrasses you can contact them any
time and you will be given advice or whatever yeadto discuss will be discussed with
you and | can personally say from my own you krsal, | have used that and they have
been very helpful. So it's not as if they are lemtsiand we're not acceptable - they are
very accessible (sw fg 2)

The psychology students never seemed to mentiopanigular teaching methods or
approaches apart from standard lectures and sespaitrough they did mention the
sense of humour and approachability of one lecturer

The social work students however cited all sodke plays, board blasts; scenarios; case
studies, situation analysis

Board blasts were brilliant. Put up an idea up thdéike the contract of law and you'd
have to think what does that mean to you. It wasigbecause it stimulated enthusiasm
within the groups (sw int 2)

Totally we did the tape recordings feedback wastiwe and also where you could do
better we went away we’d done three tapes sothiatiside of things was fantastic. And
obviously getting your confidence going on the tggveint 2)

Thinking um and the way she’d say, you know shy®ur scenario, what would you do
...Staging an atmosphere.. really helped (sw fg 1)

So getting you to actually think what would yourdthis situation(interviewer)

they give you a sheet with like this man who igedrs old has learning disability
wants to get a job and it gives a bit of a scematout his life and you have to answer
certain questions. Like what could you do to heip? What law would fit in with it?
Things like that just makes you think about thig.int 1)

there’s nothing else for it she was inventive géee us scenarios to work through. She
gave us examples of things that she’d dealt witthere were all sorts of things that she
was introducing all the time pieces of paper extieces of paper that we could read
through or articles that she’d seen or whatevew (st 2)
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Theory to practice? Practice to theory? Student oif eacher experience?

For the psychology students they often expressestrition when talking about their
learning experiences as not having the opportuaigpply their learning and therefore
finding it quite boring and dry.

yes cognition rather than just like .. memory plégd so dry(Psy fg 2)
the essay writing is really ... aren’t very appltedhe real world (psy fg 2)
Such vague essay questions that you've got tathapply(psy fg 2)

It's not how you actually use psychology it’s likenowledge.. where if you could
actually like do something that actually uses psyady it would be slightly more useful |
think. Psychology is such a theory based coursd{iy

and again it's all from my perspective again gpfrom the learning | learned from a
hands on point of view there’s no hands on ilf$egture based there’s no
attraction(psy fg 1)

regurgitation whereas if you are encouraging pupaghink more about applying things
to the real world you are encouraging them to tHimkthemselves rather than come out
of Uni just being able to dictate this theoryatttheory and this and that but not really
about how it works in the wider context.(psy fg 2)

as opposed to sit here and say well this is wiratfgposed to happen this is what they do
you know or to watch somebody be assessed fotlsogeyou know what | mean
actually see how it works not like learning itrfta book or a lecture(psy fg 1)

think if you’ve got something in real life to redat to that sort of thing —say we got a
video to see do you know what | mean unlessg®thsait person with a learning
disability .. how they react .. you know what lameyou can’t get that whole
understanding of it. That situation, yes.(psy fg 1)

What the psychology students tried to do with thigect matter being taught was to
relate it to their own personal experience in sovag:

The only thing | can think of is I've suffered frolepression before | studied psychology
so once | did study it | just had a greater undamsting for you can’t always understand
what a disorder will be like but you just have #rmpathy there for knowing that it can’t
be nice to have any kind of abnormality(psy fg 2)

| have got depression | have a panic disorder a wrhich affects me really badly and

I am it's great fun!! It's made me understand ot going completely stark raving
crazy there is a reason and there are things landl get better.(psy fg 2)
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Um | know that another thing to take away is thdarstanding of basic drugs that’s

quite useful and I've found various drugs arounel tiouse which | wouldn’t have known
what they were but I've started to recognise the&a names and understanding how they
work and what they do to your body, that has beeteeducational about my family(psy

fg 3)

For me my boyfriend had a psychotic episode régesa | hadn't actually learned
things from the course about that but it really maxe read loads about schizophrenia
because that’'s what | thought he had (psy fg 2)

Whereas the social work students did discuss applyie theory to practice and the
practice to the theory.

Theory to practice

| was part of a mental health team on placement alerly there were a lot of
attachment issues and there’s a lot of new reseaunthvhich | actually found really
exciting and when they first mentioned it | thouglobh! | know what they are talking
about’ and that was really exciting. And | did dravot of that ... one particular child
was presenting ADHD off the scale but upon furtheestigation it became quite clear
that it was an attachment issue and discussiorts tivé team kind of validated my
thoughts(sw fg 2)

Our practice teacher talked to me about solutioruitherapy and also has a task
centred approach which I've used quite a lot wigople you are just sort of aware that
you know, somebody can come to you with loadsaadklof problems and you're
completely overwhelmed with it but having that tigeo the back of your head can be
helpful (sw fg 1)

We had to link assignments to our practice(sw fg 1)
Practice to theory

Yeah obviously with your theories putting youmotiies into practice and they used to
bang on in the first couple of years about theot@epractice and you didn’t really get
the gist of it | think third year really jumped amd you could see where your theories
were in doing your practice and what theories yarexpulling on (sw int 2)

the lecturer there she was able to make it quitepical and she gave us the situation
the scenario a load of things that had happened,taen we had to try and figure out
which pieces of law we’d use, what the pattern dda, what was relevant and rather
than just telling us, you know, about the piecdawfwe actually had to try and think of
it in a real life situation which we did and whiwas good (sw fg 1)

Can the lecturers link theory to practice?
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Allied quite closely to linking theory to practieethe lecturers’ ability and previous
professional experience in enabling students tdrseeclevance of subject matter.
For the psychology students they cited only ontulec who brought things to life for
them:

because she’d worked in the forensic field shéy&aew what she said about it .. She
could actually go I've done this with prisoners ...

Did case studies makes such a difference whgtheknow that what she is talking
about is actually with people and they’d done kit tcrazy scary stuff And she can relate
all her own experiences into the lessons that agamised working in the prison and she
can give you real life examples of what it is thlag’s talking about sort of thing (psy fg
2)

The social work students quickly offered examptesif practice:

see how it does work especially Linda she wovikidddomestic abuse families you can
definitely see how that would fit in because itiste|a specific area. And | know | don’t
have any experience with a lot of domestic violesod’ve seen her point of view (sw int
1)

actually | remember sitting in one of the sesswiih .... who teaches law and somebody
actually said to her actually you know last weekdid section 136 of the mental health
act, or something, she said they were on practiaegment the next day must have been
level 2 and she said and | used it, you know ..8%ke wow that was fairly good
then!l(sw fg 1)

They used to give examples | think ..... she dgtwairks for CAFCAS so loads of
examples of her cases (swint 1)

Acquisition and identification of skills during the course of study

The psychology students discussed the many diffaielts they felt they had learnt and
how they could adapt them.

Research .. especially like with .. project youge# like research things in serious details
really learn where to look for information (psy2y

you have absolutely no appreciation of what it tateedo psychological research or
anything like that and the practical skills thatuygain in terms of conducting research |
think are very valuable (psy fg 2)

it's like my boyfriend does market research he’marketing manager and he comes
home say if | did a piece of research like thisatwwould happen? And then | know |
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can then think yeah if you ask those kind of tjres you're going to get this kind of
effect ...(psy fg 2)

So the ability to understand and undertake reseaashsomething the psychology
students definitely identified. They also refertectritical evaluation and synthesizing
information.

| think they focus a lot on how to critically evata things and | think um in a lot of jobs
you need to be able to do that not exactly like tha it does call for stuff like that and
um just to be analytical and things like that.(g\)

Skills to use in the future 1 think I've been atdeead a book in a particular way and
things like that are really useful to me conmegtne together that's developed that
side (psy fg 2)

just with regards to reading critical reading njoist taking for granted what's written in
the book and you sort of think I'd be able toicide things or be able to read/appreciate
different points of view that might not necessav#ycongruent with your own .. sort of

thing (psy fg2)

Both groups of students described the way theyagmbra problem differently than
before and trying to see things from different pergives. Although the social work
student shows she is transferring this abilitytteeo contexts like social situations.

Again it’s like seeing both sides different view®t just mine I've got quite strong
views and you’ve got to look at the other views thieth decide whether or not you agree
with it not just one view in psychology you'reking all around it as opposed to just
one view(psy fg 2)

There’s lots of people out there who think theyldalo it but it's how you're thinking or
reacting in a situation all the time you're alwatysnking. You know you can go to a
party you're still thinking you know what doestth@ean that man’s just said that
why?(sw int 2)

you are actually able to explain and give detafisvbatever you are discussing without
having to think and that it just automaticallywis out and you think .. blooming hell
where did | get all that from!! Where has that ladlen stored, you know!! So that’s
personally how | feel that's how | demonstratet thaave learned (sw fg2)

The social work students talked a lot about inéregagersonal confidence and
communication skills and really delved into howymtdhey were of their development.

‘Understand Social Work’ by Neil Thompson and Idésand | thought | aint got a clue
what this blokes going on about!! And | sat theltessammer | kept going over it oh my
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God what the hell is he on about, | really don’tlerstand this!! | can pick that book up
now and know what he’s talking about and that eslilg difference!!(sw fg 2)

Confidence | think your confidence grows terriblgnean | suppose I've always been
quite a confident person but | suppose it's howthannel that confidence and how
perhaps in a meeting | might approach an issueili$\®)

some of it is based on our past experiences owselnd, if you like, our transferable
skills. I mean I think if we acknowledge our traamable skills we are able to use the fear
really and you know and what you've been taughtnwhgnally comes to it, it does make
sense (sw fg2)

I think the communication probably because | tedt first essay | ever did | failed on that
one so that one | will take with me to the gravinitely but it's most important and |
would say the listening skills and the actual comitating skill is the most important
one that you could do really and it's in the couimge(sw int 2)

When you think of all the communication stuff weloae
Yes. It's all communication, counseling, and attaeht

I think it's heightened our own skills and our awaess (sw fg2)

They also kept referring to their invisible toolbaf interventions!

Your tool box they talk about us having a tool box

They’re talking about us having a tool box a tbok of interventions social workers go
around with you know it’s invisible?? which | wihgnking that’s quite funny, | sort of
think to myself oh that's something | can put intogl box now ... you know, that I'm
going to remember I'm going to try and use agairother families

this little tool box that I'm supposedly carryingoand with me but ... practice on this
placement thing .. and | think that’s a tool! Incput it in my tool box! You know!(sw fg
2)

Things that were difficult!

Both sets of students admitted to struggling wehy\xspecific aspects of the course, for
the psychology students it was the maths or statlsey called it. For the social work
students some had really struggled on their waakgrhents for different reasons. Yet
both groups also acknowledged the utility and tienability of what they had learned but
only in hindsight.

A psychology student said

| mean if someone said to me how much of it wasggoi be statistics (yeah oh) and stuff
like that id have been like its not psychologsttistics (I hate it) | know | do and if
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someone had said that to me | possibly wouldn’eldone the course. | probably didn’t
know what | was letting myself in for you know?(fos$)

But another responded:

The stats are important | think because when lisedl that when | went to a job fair that
um the government would take me on as a statistloégause | had done psychology,
that | realised how much we do know above the ggpepulation. (Absolutely) Now |
don’t think anyone tells us that enough for usgpraciate how much we have learnt
here (psy fg3)

The social work students either didn't feel reaalytheir placements

But | knew for a fact | wasn’t ready for my firdapement and it was | think it started in
April for 50 days (sw int 1)

I had the 8 weeks was meant to be sort of traintrigok someone 8 weeks to train to be
what they were and then by the time | did thatas wort of .. over .. and I'd just settled
in!! But yeah it was a lot harder not having a tdtbackground experience as well (sw
int 1)

Or felt they hadn’t been placed appropriately

getting them to do it themselves basically whatryeed is a lot of experience personal
and sort of more professional experience with tkigen what I'd had | was only 22 .. so
| was still quite young

I wouldn’t have chosen either one of my placemesaty but .. and | don’t feel that | got
as much from them as | could have (sw fg1)

Either way their conclusions were positive in tnele

don’t really regret my placements even though hdidhoose them ..there wasn’t much
choice but I'm quite glad I've done it now - goloé of experience (sw fg 1)

I think for me it’s | definitely learn by doing hds on, but | would have chosen a
different placement. So | think, yes definitelyphel(sw fg 1)

but I got my second placement which was with aduitsit made me sort of think ooh |

quite like this! oh that's quite interesting ardrnking maybe well I'd like to work in
that area or maybe I'd like to do something whihtttype of service user (sw int 1).

How did the students approach learning?

The students presented with lots of examples ragattbw they approached learning. At
first it appeared that there was a vast range ¢ciublly relational linkages are apparent
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that point to a dichotomy but not exclusivity ofpexience. Instrumental approaches
could be associated with surface learning, menexlrtiques and boredom whereas
strategic approaches could be associated with ldaeping, independent study, personal
interest and motivation.

The Memorisers- these psychology students referred to learningaetition.

| write everything out so I've got load and loasfsotes break it down into loads of
little points like on little index cards - therethare stuck literally all over the bedroom
co’s then | just see it and it goes in (psy fg 2)

I think I’'m more just kind of reading it reading keep reading! And then just try and
memorise it. | didn’t use diagrams or anything (f\)

and then I'd learn each point until I've learnedattoff by heart then I'll go on to the next
one then I'll repeat the first and second one thiédo first (psy fgl)

The instrumentualists —were found only in the psychology subject students

Some people purely do just turn up to get attengaats it's attendance based ... you
know lectures you can miss any lecture you wartwith seminars, that's where they
take your attendance (psy fg2)

| think also now we know what they are like, we paadict what sort of answers they
want as well. Sometimes | feel I'm not writing @say on what I'm interested in and
what | think I'm writing what they think to try tet a better mark (psy fg 2)

Approaches to learning is all about student percen - these psychology
students also highlight how their approach to leeyis all about being interested. If the
learning was perceived as boring then they toakfase approach but if it was
perceived as interesting then they took a deepoapjr— this suggests that that there are
not types of learners but that different approat¢bdsarning are adopted dependant on
other variables?

If something interests me and | can work on itsfges and really enjoy it (yeah) because
if | find something boring then I just regurgitageiff from books and think oh that will do
and just hand it in like that (psy fg3)

Yeah it's more a sort of approach as well if itg doesn’t really interest me you know
you just sort of take it on one level you just sdrapproach it and think right well I've
got to get 30% in stats I've got to get it donet Byou sort of if you are interested or
you enjoy it a bit more you sort of do that butrtlyeu sort of think you know about it
more and you look at it from different angles hthso you sort of take different sides
into consideration and it just sort of, you apprbatmore as a whole thing rather than
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just you know like an obstacle to overcome. Yotucfdake it on a bit more um you give
it more time (psy fgl)

And you do more reading around it because youtfiedsubject interesting anyway
rather that just doing the bare minimum to get yfmough it (just to get it done) if its
something that interests you then you will readen@eah) (mmm) because you find it
interesting to read not that you have to (psy fgl)

because | really cant be bothered and yeah if Eally just not bothered I will
regurgitate what I've read but | find that if yondw took a personal interest or it
catches something that | find you know I thinkugeginteresting and haven't really
thought about before then um yeah | sort of puit anbre effort into itpsy fg 2)

The social work students didn’t describe their apphes to learning in the same way as
the psychology students but they did discuss hay kad to choose the focus of
assignments and select relevant theories, conoepiformation which may imply that
structure of assignments set can promote deep agpes to learning?

| think they did something similar but we got teoase our own policy look at one side
of policy and apply it to our own experiences H@wve we used this and look at the
whole background and theory side of it and all when we handed it in just after
Christmas we had to look at one of our placementgark placement the policies
behind that work place and the theories behind thartk place as well so that’s
probably one like that.(sw,int1)

No they are all trying to think of a question Wée=got to look at a case study we have
to define one ourselves and like analyse it ouesend everything can't think of any
now sort of look at a certain theory and analyssort of thing then we get to choose
which theory we want to do put our own experiemcés see how we've used it or
things like that that’'s how most of it's usuallyne (sw int 1)

Necessity is the mother of independent learningthe following 2 students
from the two different courses illustrate indepemtdearning approaches due to their
interest in the subject not being covered by tbeirse.

especially now co’s I'm going from wanting to waevkh children to wanting to work

with adults with disability or mental health ane@ won’t really cover that a lot on my
course. I'm going to actually I've bought a fewoke and I've got a few books that have
been recommended to me as well so I'll go out anl &t them read about any
legislation | can find and that’'s how I'll learnt@fwards sort of use what I've learned
here and apply ...(swint 1)

I'll spend all day thinking and not actually doimgything um so | kind of study
philosophy on my own and get my own books anditiffdon’t look at psychology
anymore because everything I've looked at they kéler destroyed here like make it so

boring (psy fg 3)
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Last minute.comers-these approaches were also found across both courses

| just couldn’t really be bothered and I think tisatvhy my grades | think | did best in the
first and then went down and thought not moréhist! It's not just keeping your
interest.. so | leave it until the latest possitviement which is what we are here for isn’t

it?(psy fg 2)

normally I'm there the day before got all my beakeady a few weeks before hand and
just sit down and write it the night before it'sedim (sw int 1)

I think | sort of a lot of what you said soundlikow | am as well I. | leave a lot of work
until the last minute. | feel like | work bettestaminute as well under pressure (mm) (psy

fg 2)
Equally theConscientious planners-werealso found in both courses

| cant leave things to the last minute becausé pgeaicky so I'm always setting myself
um targets for each day so ill say 500 words to&&), words tomorrow all the way up
until I've got it done and then | start on the néxhg and that's how | do it (psy fg 2)

| have to be quite well prepared | cant leave tisingtil the last day and stuff like that so
and you get a bit panicky when you know work hasaybe in and stuff (psy fg 2)

It's life changing. | must admit, we are very mated, very conscientious students not
blowing our own trumpets (sw fg 2)

To know that you know that you know

Students were asked how do you know when you learatl something really well. This
was often met with puzzlement and thought befosparding, but in general they said if
they could articulate it in their own words theeyrknew that they knew!

| always know I've learned something really well¢in explain it to somebody who
hasn’t studied psychology or isn’t familiar withethesearch if | can say it out loud in a
coherent way | know I've learnt it (psy fg 2)

I'll have pages and pages of notes and my mungwiltight tell me about such and
such and if | can then tell her, if she understitdthen | know I've got it in my head

(psy fg 2)

| spend hours on the phone to my boyfriend juBhtehim what I've been learning and if
he doesn’t understand it then I've just got to tagain and he’s just listening (psy fg 1)

| put my teddies on the bed and pretend they aratidience pretend.. well today we
are going to learn about ... sounds crazy but it wddd me!l(psy fg 2)
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| think when you can teach something to someomeasld have them understand then
you know that you've got it. (yeah) (Mmm) If youn tarn it in a number of different
ways to suit someone else then you know that yeenttgust regurgitated it but you
have processed it and actually put your own thosigito it (psy fg 3)

when I've been talking to other people and all suaden, | just subconsciously start
going into stuff that I've learned which you doatttomatically realise you've learned

but you hold a conversation about something andayelactually holding a

conversation .. you are actually able to explainl give details of whatever you are
discussing without having to think and that ittjastomatically flows out and you think

.. blooming hell where did | get all that from!! &fie has that all been stored, you know!!
So that’s personally how | feel that's how | destoate that | have learned (sw fg 2)

Backward reaching transfer - Others mentioned being able to relate it to a later
experience

| could relate and | knew I'd learnt it becauseoutd relate some of the stuff that |
remembered from the past to what the children weieg so it was kind of nice to be
able to think that makes me know that | did leéabecause if | could relate it to
something actually practical (sw fg 1)

but then in the summer | started noticing wayspideple thought and things like that and
| started to think oh you can actually relate édh to the lectures (psy fg 2)

Thoselight bulb moments — The social work students also referreddo
they felt when they became aware of learning soimgth

Then all of a sudden you know
It's such a complex...
Ah the epiphany moment .. oooh (sw fg2)

and you know and what you've been taught whenatlji does make sense it's just a
‘Eureka’ kind of moment, you know.. that you arkedb use it all is just fantastic!(sw fg
1)

if there’s a discussion going on or I’'m watching@umentary or something and these
words come up you know and they’re like what | paBh words and I'm like WOW |
know what that means now!(sw fg 2)

Only the social work students—talked about certain aspects of learning, such as:
the emotions involved in the process; how theyfwgaported each other and how the
course had challenged their personal values.

Is learning — feeling?
You start looking in yourself (sw fg 2)
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and you sort of think .. shit maybe | shouldn'thieee ... | don’t know what everyone is
talking about agairt’'s been interesting to see how upset I've got aMeaven't I ? (sw

fg 2)
So it's really, really good and sometimes | do fpéte proud of myself? (sw fg 1)

| want to run away, | just wanted to go and locksetlin the ladies toilet to be honest
phone me husband and say come and get me by tkelbacbecause I’'m not stepping
out I'm not facing none of these people, I'm naihd none of this agair(sw int 2)

Waiting them three weeks to get that result andwitgeet it I'm like shaking and
physically sick looking for that mark (sw fg 2)

Looking after each other- Actually yes the other students especially tha go's
there’s a lot less of us. But definitely if we damderstand anything we talk to each
other as well and then someone’s bound to exptaand I'll sit down and explain it and
someone else will come and sit down and explais well they help you and keep you
going. If you feel like giving up and they’ll say don’t give up keep going!(sw int 1)

and really received massive, massive support Innpeaple who say.. ‘We’ll do
whatever we can to help you let us know how wehegmyou’(sw fg 1)

And we’ve both sort of learned that...? | know howdd of say, if she’s panicking, ‘..No
- well actually you've done this before ...” And eirenur personal lives | know I've had
times when I've been really upset and ... helpedmdeshe’s had troubles and I've been
able to talk to her (sw fg 2)

And Valuing others - We learned a lot about treating people with resgeat sort of
using your own values looking at your own valuesl thinking ok that one doesn't fit in
this situation - look at what he would do androt to put my values on to them so not
tell them like oh you must do this just becaude it that way. That's one thing we did
learn was how to look at our own selves and howvenald do things and not put it onto
other people (swint 1)

we are going into their lives and we are tryingetmpower or assist them you've got to
take into account you've got to respect them y®gat to not come over as more
powerful with them and you’'ve got to have an un@@ding of what they are trying to
tell you, so if you've had that yourself, you'vebeourself in that situation

If you can make them feel as an equal person tah@uare more willing to open up to
you, more willing to give you, you know (sw fg 2)

Life after University???? —none of the social work students specifically mamaid
any aspirations after their course apart from iggtéi job as a social worker but the
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psychology students nearly all talked about fur8tady and/or travel on the condition
that they had a break from studying before the neutse.

Yeah if | do one I'll do it in forensic psycholodiyn taking a year out next year co’s (psy
fg 2)

I’'m taking a year out first of all to adjust my rdin and then I'm going to try and get
some work that’s going to give me some experienpsychology .. and then I'm
interested in doing a masters under ...?7? in coumgepsychology which is another 4

years (psy fg 1)

in London which I/I've applied for any vacanciest bwould like to go on and do
masters -?? 2 years but at the moment | can’t tageg any more (psy fg 1)

| was going to go on to do a masters but | thine IEhanged my mind probably going to
go and see a bit of the world and get a job prdpalot related to anything I’'m doing at
the moment because | don’t want to settle in aipgdace at the moment (psy fg 1)

Not a lot with next year, a year off with my kisishool is starting for the eldest one so
(psy fg 3)

Um er sort of take a bit of time out | think umtjget some work to get some money up
for um I'm planning to go travelling next year fat least a year um just you take a bit of
time out really. | feel like although its not yoo inmense pressure I've been in some
form of education since I've been 4 or 5 or whatexge it was so yeah just sort of take a
step back from it all really and see. Maybe theradoasters (psy fg 3).

Summary of focus group findings

Both sets of students had very mixed previous éapees and backgrounds but the
social work students all had previous relevant wexerience prior to undertaking their
course. In terms of the student experience of tegdioth groups reported some negative
experiences. The social work students praiseduppast offered by academic staff and
also commented on the range and innovative teachetbods. The psychology students
expressed their frustration at the lack of applicato learning in their course. Examples
drawn from lecturers practice to the teaching vegtied by both the psychology and
social work students. The groups both felt they &eglired skills from their courses but
for the psychology students the emphasis was @arels and critical evaluation type
skills whereas for the social work students the leass was on building confidence and
communication skills. Both groups gave examplesitofation analysis and meta
cognitive abilities they felt they had gained dgrtheir courses. Both groups struggled
with specific aspects of their courses but botleotéd that these areas would be very
helpful to them in the future. When talking abdwit approaches to learning the
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psychology students described themselves as: mesngrinstrumentalists and clearly
demonstrated that learning is not a function ohviadial approaches or styles. Both
courses also had individuals who identified theneshs independent learners; last
minuters and conscientious planners. When the stedeere asked how they knew when
they had learnt something it seemed the key wagykadle to interpret, translate and
communicate ideas and sometimes incorporate rglttalearning to previous
experience and having the odd ‘Eureka’ moment. sdwéal work students exclusively
discussed: learning as feeling or emotion; learamgnutual student support and learning
as respect and valuing others. The psychology stadclusively discussed their future
aspirations in more detail usually referring tauhet post-graduate study.
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Appendix Twelve

Psychology Student — Blue
Psychology lecturers - Red
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Appendix Twelve

drawing from exanples esp practice

Social Work Students — Orange
Social Work Lecturers - Purple
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Appendix Twelve

_ 2 of sustained student engagement

Drawing inferences focus on prof practice ‘ _

—\

Many egs sane situation =] Generalise to other contextxs

X\ |\

ta
e ‘ drawing from exanples esp practice

AT

N\

G onte s

\

egrate egs - focus on prof practice ‘

‘ Same stimuli as work setting

Social Work Students — Orange
Social Work Lecturers — Purple

Participant Observation - Yellow PR ———— ‘

e
[——

226



Appendix

THE s P s

. = — nnonn
s

Psychology Students — Blue
Social Work Students - Orange

227



Appendix Thirteen

Framework 2 derived from the review of the literatue
{Jones, 1996 219 /id} emphasise that the researenls to be clear about what they are
observing: that the chosen index measures reldateetactual investigation and that the
concepts can be operationalised in different wayachieve ‘multiple operationism’ (25).

Drawing on the findings and theories from

empiricgkestigations into teaching for

transfer the following criteria were developed dsaaework for observation of

examples in teaching practice of:

Criteria 1 - Hugging (before and now)

Most of the lecturers made use of referring to jmes ground they felt they had covered,
often, quite recently in the last lecture or presgaveek. The social work lecturers seem
to be able to refer to specifics, in two cases tisg referred to an issue covered by the
media and in one case the student said that shadbaally used what she learnt the
previous week about section 136 of the Mental Hieattt with a service user on

placement during a recent shift.

Psychology lecturers

Social work lecturers

| did mention kindling in the lecture (P1)

remember in the first year an exercise
did. Let me re-cap very briefly — 10
statements (S2)

we

building on last weeks experiments (P2)

‘We well@ng this morning about old
people and crisis’ ... Today NICE
announced cost of certain types of
medication (S4)

Linked to previous lecture — | will set conte
— we will explore later — (P3)

xtThis did have a mention in the lecture’
kissing/kiss chase” Does this make ser
compared to the lecture? (S5)

1Se

Linked to example referred this morning re
ADHD (P5)

We've been talking about this already
e.g. SW under going change, child law
encouraging agencies to share info
And I've already said because of data
protection act - ...

Student said they got called out on an
emergency re section 136 and they kng
what it was because of lecture last wee
about Mental Health Act (S3)

BW
K

‘Remember before Easter’ ANOVA within
design and last week we highlighted
differences ‘remember homogeneity of
variance tests’ remember from the lecture
(P7)

‘In the past several weeks’ I've talked
about ‘drift’ we’'ve talked about initial
and care assessments

‘Remember the Children Act — where
possible make decision in partnership
with parents
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Do

cot death in the press this year (S6)

you remember 5 cases of disprovec

Criteria 2 - Bridging (identifying underlying prin

c iples & generalize)

All of the lecturers demonstrated in their practieeamples of bridging, that is, referring
to context and/or the underlying principles or cgpts. There was evidence in all the
teaching sessions that the lecturers were trying vard to ‘relate’ or connect the

learning to a broader picture. The social worku

e@mts often tried to use the previous

experience of students or pointed to expectatibtiseon in future practice using very
specific examples. The psychology lecturers algol o ‘flag’ real situations

Psychology lecturers

Social work lecturers

‘This demonstrates theory of primacy and
recency’ — the lecturer built up the complexity ¢
the experiment and then referred to the
underlying principles (P2)

What is S.W?’ ‘Intervening where
bfpeople interact with their
environments’ It is differentiated
between psychology and S.W and
S.W adapt the methods of
psychologists

‘Social systems and individuals are
surrounded by social
systems/networks’- context was se
with this (S4)

t

Video - interview psychologist and people with
APD, cites experiment to test stimuli and
response. MRI scan comparison between brai
of patients and ‘normal’ brains - scan showed
very different responses to emotive words — sa
concludes this fits with psycho-dynamic theory
and failure to develop super ego (P5)

Hand out - asking students to refer
specifically to their own experience
n®lay as an adult - apply to now - ha
do adults play? What is the functiof
of play? (S5)

w
N

“All children are capable of learning” (P3)

In geakterms - the route map

is your research, the chronology of
the case — your professional
judgment (S6)

Judges want S.Ws expert opinion — i

What is DV? Dependant variable remember
something we can’t control

‘So no difference in people and number of
peanuts eaten’ the significant difference deper
on the nut type that is the dependant variable

Students were asked to discuss
positive and negative experiences
from their own experience of
dmmunities (S7)

P7)

“there’s a name for this effect “conformity” (P1

“Generally you would expect anxiety to go dow
- sometimes takes quite a few times - can be
combined with other therapies e.g. relaxation

n

techniques” (P6)
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Criteria 3 - Metaphors/Analogies
Most of the lecturers used metaphors or
student understanding. There is quite an

analogissiall ways to help trigger the
intergsdinge, many of the psychology

lecturers used famous stories or characters

Psychology lecturers

‘People were called crackpots because t
behaviour had changed due to lead
poisoning’

Huntingtons Chorea — like dancing
choreography

‘Mad as a hatter’ (P1)

heir

‘Remember Hannibal Lectar he showed
emotion and would be diagnosed as APL
(P5)

10
D

Some lecturers used previous or the current expegief the students:

Psychology Lecturers

Social Work Lecturers

Asked students to participate in a memot
experiment(P2)

yAsked students to recall and discuss hov
they used play as a child to help
management of fear as part of cognitive
development e.g. ‘Murder in the Dark’
‘Hide and seek’ ‘What'’s the time Mr

Wolf (S5)

Some lecturers used role play and/or prospectieamational situations

Psychology Lecturers

Social Work Lecturers

Asked students to participate in a role plz
as client/therapist in the use of ‘graded
exposure therapy’ (P6)

1Asked students to participate in a potenti
occupational situation by playing out cas
studies involving community developmer
scenarios (S7)

— (D

Explained the experiment may be releva
for a psychologist researching eating
disorders — average weight of adults eati
shelled versus unshelled peanuts (P7)

ntn discussing the implications of the

‘freedom of information act’ the lecturer
ngted a case where an adopted child has
right to medical history information of the
biological parents. (S3)

no
ir

The lecturer used the television program
‘Judge John Deed’ and the mock up of a
court room for the students to understang

me

}

their professional role in a court. (S6)

Criteria 4 - Drawing inferences
Asking students to draw inferences, mak

e deductiassalso practiced by most

lecturers but the differences were that the seetak lecturers mainly asked students to

infer from professional experience or pra

ctice:

| Psychology lecturers used external or

Social weckurers used practice to draw
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individual examples

out inferences

Asked students to use certain memory
technigues and consider the most effecti
e.g revision for exams —eat chocolate an
eat again just before exam (P2)

Different now kissing is banned in schoo
ven case children become de-sensitized
dExamples of how toys can be used to ad

to different social environments e.g

skipping rope What toys did the students

remember to serve this purpose (S5)

apt

Asked students from the other theories tf
had learnt what other ones could be app
to psychopaths — Freud displacement
theory. (P5)

1¢yas anyone experienced service user
ieedquest for info? Yes much confusion

cannot be included when releasing
information (S3)

around FIO and DPA 3rd party informatic

Offered a range of alternative explanatio
regarding the outcomes of a research st
comparing SN children with ‘normal’
children (P3)

nsots of this from each activity -'So what
idhyappens when there is a clash?’ The
dangerous social workers are those who
not aware (S2)

are

You need to apply sophisticated
communication skills that you are learnin
for these working situations (S4)

Criteria 5 - Integrate and re-integrate examples

Both sets of lecturers attempted to integr

ate exasripto what they were trying to

explain to students drawing upon their own persempkrience or examples in the
literature but it seemed that the social work lesmtsioften took it one stage further by
offering practice examples or asking the studemtshfeir practice examples:

Psychology Lecturers

Social work lecturers

Used self as an example — short and lon
term memory loss (P2)

gUsed many e.gs to demonstrate theory -
gave explicit explanation of definition ‘In
real words’ used case examples of ‘crisi
of individual’ ‘Where is the crisis point in
this case - pick out the elements - where
would intervention be required?’ (Small
group activity) (S4)

1%}

Used a handout to illustrate the type of

criminal activities associated with APD —
damage to property, promiscuity — what
was the experience of the students? wha
criminal activities did they associate(P5)

Regarding Freedom of Information Act:
Tutor e.g. My child accident, you know
they're asking questions - maternity
tservices, A & E

Student requested own copy of medical
notes and was surprised to see opinions
assumptions (S3)

and

Gave examples of both sides,
disadvantages and advantages of specif
special needs education (P3)

Your interventions will need to focus on
cunder privileged communities can you
imagine even being welcome in a middle
class community? Some communities hg

ve
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community action teams (S7)

Examples from your own experience and
development as a child and play . (S5) u
examples from her own childhood about
games that used to exclude other children
“You can’t play because...”

2]
D
o

Students asking questions using practice
examples eg child in care (S2)

Criteria 6 - Use same stimuli as in work settings

This criteria can be differentiated from practiedtiegs in that the students are being
asked to apply or understand something in a péaticituation in a particular
occupational role.

In the case of the psychologists only two of thefiemred to actual situations. P5 asked
the students to devise a checklist of criteriadiagnosing APD and what methods they
might use as a psychologist to assess the pageains the criteria and P6 asked the
students to role play being therapists and takeltbat through the process of graded
exposure treatment for someone who was phobic dlymu — she too participated in
this exercise and supported the students.

Virtually all of the social work lecturers outlingdrticular instances where the students
should be applying this bit of ‘knowledge’ and offgrovided detailed accounts of when
and how:

When in court, feet towards the judge and turm&dourt

Inter-agency cooperation so important S.W haveauadte’ for each case that is every
piece of recording and paperwork

‘As a S.W you will have to’ It will need to demdreste objective evidenced based
practice

You should have a senior there, you should nohbeeton your own (S6)

Remember as a S.W the community will see itsefedghtly to the way you see it
Lots and lots of e.g. of different ‘communities’daconflicts - ‘another job | did’
Community Dispute Service (S7)

‘Have any of you found issues in the field in redatto Freedom and access to
Information? Yes form to fill out now every timechild enters care. Another student
volunteered a very real example from her practicine last few days where she was
shocked at the implications of not being able ®) (S

Asked group to identify in the case the differstaiges ‘steady state’ ‘attempt to restore’
‘problem has no solution’ ‘CRISIS’ mother dies S8led in. ‘So in Paula’s case for
example’ (S4)

Criteria 7 - Use many different examples for sameitsiation

All of the lecturers drew upon as many differenamples as they could to help the
students ‘see’ the problem from different angles.

The psychology lecturers gave examples of : houtitize ‘elaborated’ memory and how
to help yourself remember complex information (B&sson); how psychopaths and
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sociopaths are portrayed in the media (P5 sessbd)fferent stakeholder perspectives
of special educational needs (P3 session).

The social work lecturers ALWAYS used different gifee situations: “In many cases
you get CAFCASS officers involved in divorce, adopt care orders and you will have
to have a plan of care in all these cases”(S6@®sdRemember all the different
interventions you have just used and each commuilitrequire different
interventions”( S7 session); In discussing thelioapions of the freedom of information
act the students said “We have to share all infdonavith other agencies including the
hospital, so even when the hospital tells us, wehha create a file, even though the child
is in no danger” — “I had a situation last week wehieecause of the legal requirements |
think a child was left even though she was abu§gd’session)

Criteria 8 - Encourage multiple and critical applications

Similarly with asking students to think about tharmg and different ways theories and
understandings can be applied, the psychologyrerstarew from the student experience
and the social work lecturers drew from differerdqgbice scenarios.
Psychology lecturers Social work lecturers
Neurochemical abnormality - students
realised both cognitive and behavioural
explanations for abnormality (P5)

Link to own experience, link to T.V prog,| Are the mechanisms in use too stringent?
peadophiles - relate to themselves - ‘do || You will have to bear in mind when
possess any of these characteristics?’ on writing that it could be used in the future.
checklist handout. How many criteria Any other changes in recording? What
would you need to meet for diagnosis? Didther situations will require to record and

any of you think about categorizing why? Yes most recording is electronic sq
criteria?’ Social norms/ impulsivity =3 | out of hours service cannot now access
major categories for diagnosis (P5) records (S3)

Asked students to apply to their own Lots of e.gs of communities - local
experience - drawing on student community, community of interest, virtua
understanding of ‘central executive’ part pEommunity,

the memory (P2) e.gs of perspectives of use and abuse of

word community - questioned underlying
messages - all imply ‘good’ and ‘local
control’ (S7)

Criteria 9 - Instruct when NOT applicable
The literature suggests that this is very importarielping students transfer learning but
it is difficult perhaps for lecturers to point ouhen something is not applicable as in
most cases its probably obvious to the lecturessis€quently not many examples of
lecturers doing this was observed and it seemedtth groups of lecturers attempted it
on occasion:

| Psychology lecturers | Social work lecturers \
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Made it clear it was not applicable to FreuBemember an intervention that worked in
and displacement theory (P5) one community won’t necessarily work in
another (S7)

Only use a statement for complex needs| What about when its injurious to the
(P3) individual? e.g. children not knowing of
previous rejection/impaired cognitive
function -Police and court records do not|
have to be made available in those cases it
doesn't apply (S3)

Criteria 10 - Encourage self belief/efficacy in leaners to learn
Nearly all of the lecturers found ways of encounggihe students and helping them to
believe in their own abilities

Psychology lecturers Social work lecturers

Well done you all got it right You've been thinking very creatively and
Correct well done that consultation must involve everyone
You know this (P1) ‘Good Point’ ‘Interesting point’ “You - |

was going to say that, sure’
Encouraged students to summarise the
session to each other

‘I've heard some really good ideas’ (S7)

“You know this already” “Just wordy You should be strong now regarding the
stuff’(P2) nature of significant harm’ ‘Bet you can’
Who can remind me who is ‘exparti’
making application in secret

If you get this right the rest will follow (S6)

Students discuss and question each othen,.ecturer gave her own example and stated
lecturer careful not to say when students| she was ‘much sadder’ than the rest of the
were wrong (P5) students — so building up their self esteem
(S5)

Encouraged students to ‘have a go’ (P7) Practicegleereal S.W in role play (S4)

Criteria 11 - Generalise to other contexts
Examples of this are virtually exclusive to theiabwork lecturers:

“Have you ever got to that crisis point?’ ‘Have yexperienced that in yourself or
colleagues?’Think about a crisis you've experienitésla process not a single point”
(S4)

Students discussing their own examples - fear stégy house
Adults doing bungee jumps is a way of experienfgagin a controlled environment (S5)

Different professions are trained in different waysecord information so this leads to

resistance to share
Students saying everything lecturer said is so imygractice (S3)
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Drawing on her own professional experience indestial care NIMBY
Provided tangible other contexts by students aabuiigcase study(S7)

“When you are in court show the barriste

rs you Hre expert” (S6)

Criteria 12 - Explicit explanation of how to generdize (Encourage Meta-cognitive
approach Show the students how to learn to learn)
Again nearly all lecturers demonstrated examplésyofg to help the students

understand why and how to learn

Psychology Lecturers

Social work lecturers

Explained how she was building on the
students existing schema (P2)

Explained why reflection was important
and why it can be difficult

‘The point of this exercise is to explore p
conceptions’(S2)

e-

Explicitly said ‘Now a critical thinking
guestion' Is psychopath an emotive
term?(P5)

That's how I'd like you to think about it’
I’'m asking you to do this because the ide
is you work through the beginning stages
of the model (S4)

a

Explained process of how to become an
educational psychologist and why this
lecture was important (P3)

This is what we're doing and this is why-
each group to discuss examples of
social/cognitive development or fear
management in play (S5)

What's important is your ability to interpre
the meaning of the results - reinforced th
many times

‘The point of what we’re doing

=i’m encouraging you to have a questionir
sapproach. Listening like a S.W actually
practice this (S7)

today..."(P7)

'9

Criteria 13 - Assessment of pre-requisite

declarate knowledge

In the main it seemed that the psychology lectuseesned to check the most with
students, regularly trying to gauge where the studaderstanding was:

Started lecture with ‘what do you want to
about the assessment (P2)

know’ wHa you know already? Tell us

Asked/checked what students could remember whechi¢ls are relevant?(P5)

Asked students intentions - how would they usartfidoday? Did they want to teach?

Did they want to become an educational

psychold¢s)

Lots of checking of understanding - at each stageryone ok?’ Everyone keeping up?’
‘Does everyone understand?’ ‘Anybody unclear?(P7)
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Summary of observations from the criteria elicitedfrom the literature

Most of the lecturers made usehfgging referring to previous ground they felt they had
covered, usually in the last lecture or previougkvéll of the lecturers demonstrated in
their practice, examples bfidging, that is, referring to the context and/or the uhgieg
principles or concepts. There was evidence imalltéaching sessions that the lecturers
were trying very hard to ‘relate’ or connect tharl@ng to a wider context. The social
work lecturers pointed to expectations of futuragpice using very specific examples.
The psychology lecturers also tried to ‘flag’ redlations.

Most of the lecturers usedetaphors or analogiesn small ways, it seemed, to help
‘trigger’ the student understanding. Many of thggb®logy lecturers used famous stories
or characters. The literature suggests that therieriof nstructing when NOT
applicableis very important in helping students transferéag and both groups of
lecturers were observed attempting it on occasion.

Nearly all of the lecturers found ways of encounggielf belief/efficacyin the students
and helping them to believe in their own abilitéesl nearly all lecturers demonstrated
examples of trying to help the students understamgland how to learn encouraging
meta-cognitive approaches.

Something the psychology lecturers seemed to ddvrmare than the social work
lecturers wasissessing pre-requisite declarative knowledgegularly trying to gauge
where the student understanding was at.

Where the most apparent difference lay was indlewing criteria and all of these are
where the social work lecturers harnessed thecpéati teaching method/observation
criteria and used it directly to refer to practsiiations.

Use same stimuli as in work settingshis criteria is where the students are being asked
to apply or understand something in a particularasion in a particular occupational
role. In the case of the psychologists only twoheim referred to actual situations.
Virtually all of the social work lecturers outlingdrticular instances where the students
should be applying this bit of ‘knowledge’ and offgrovided detailed accounts of when
and how.

Asking students tdraw inferences make deductions was also practiced by most
lecturers but the differences were that the seetak lecturers mainly asked students to
infer from professional experience or practice.

Both sets of lecturers attemptedritegrate examplesinto what they were trying to
explain to students drawing upon their own persempkrience or examples in the
literature but it seemed that the social work lemtsi often took it one stage further by
offering practice examples or asking the studemtshfeir own practice examples.
Similarly when asking students to think about thengnand different ways, theories and
understandings can be applied, the psychologyrerstarew from the student experience
and the social work lecturers drew from differerdqgtice scenarios.

In the case ofieneralising to other contextshis criteria was observed exclusively in
social work lecturers.
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So at this stage a question might be whether bitgiausing different methods in
different subject/vocational areas or harnessiegiithod by anchoring it in practice
where this is possible?

Shepherd’s taxonomy (reference) of the six A’seaiching practice that encourages
transfer of learning are: analyse; associate; asadapt; apply; and appraise. This was
part of the framework used in the observationsasugxplained in chapter three this was
not found to be very helpful in this instance andsequently little data was ascribed to
those particular criteria
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