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Editorial https://doi.org/10.34074/scop.4010024

EXPLORING CONNECTIONS: OUR 0™ EDITION

David McMaster and Trish Chaplin-Cheyne

Welcome to the 2021 edition of Scope: Learning and Teaching. As with our last issue, this tenth edition issue also
has an open theme. Despite the disruptions wrought by the global pandemic, we received a record number of
submissions for this edition which address challenges and concepts relating to programmes, people and pedagogy
that inform contemporary understandings and practices of learning and teaching.

CURRICULUM DESIGN/EMPLOYABILITY

As educators, we understand the need for continual course and programme review and redesign to ensure that
our learners receive the best possible learning experiences, and that the capabilities and knowledges acquired
position graduates to meet the needs of key stakeholders, whether in industry, the professions or government
agencies. The curriculum design/employability nexus is explored in a cluster of papers that focus on the importance
of keeping abreast of relevant research literature and the importance of ongoing stakeholder consultation.

Amber Paterson provides a research snapshot of the outcomes of a major research project at Otago Polytechnic
investigating the alignment of the key learner capabilities embedded in its programmes with those identified by
alumni and employers as being the most important. The research found that the core capabilities identified by
teaching staff — “communicates effectively verbally,” “works in teams,” “solves problems” and “communicates
effectively in writing” — align with both employer expectations and alumni workplace experiences.

"o

As part of their five-yearly review of Toi Ohomai's Bachelor of Nursing programme, Judith Honeyfield and
Reghuram Ravindran undertook research which examined the mental health and addictions teaching, learning
and assessment components of the programme. Feedback from stakeholders led to important changes in the
programme including the introduction of mental health themes to all papers across the Bachelor of Nursing
curriculum. Also at Toi Ohomai, Cath Fraser, Judith Honeyfield and Mary White present an extensive literature
review of aged healthcare research with a view to gaining a deeper understanding of the capabilities that nursing
and healthcare students require in order to provide exemplary services to seniors in their care. They also explore
how iterative programme development can ensure that elder care is viewed as an attractive and valued career
choice.

Bradley Hannigan and Dilhan Athapaththu's contribution presents the findings of their research undertaken with
Sri Lankan international students who graduated from an applied management programme. The insights provided
by the research participants suggested a range of possible enhancements to the programme, but also prompted the
researchers to reconsider what is meant by vocational learning in the context of equipping international learners
with work-ready skills, particularly for graduates entering a new (work) culture. Helen Geytenbeek, Dr Lesley Gill,
Rachel Byars and Melissa Clarke-Fuller's research with learners in their Improving Organisational Performance
paper at Otago Polytechnic explores learner’s resistance to teamwork. While, as the authors emphasise, working
in diverse teams is a key employability skill for business majors, student reflections on their experiences indicate
that when faced with group conflict, they tended to avoid conflict rather than work through it with team members.
This insight led to the redesign of a paper, with a stronger focus on team management skills and an increased
emphasis on critical reflection.
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One of the criticisms often levelled at information technology (IT) education is that the knowledge and skills
students acquire date very quickly. However, as John Mumford demonstrates in his contribution, critical thinking
in IT is particularly vital today as we move from a mindset of knowing how to apply IT solutions to well-
understood situations to one of being able to think critically about problems and identify solutions to unknown
issues. As Mumford suggests, this requires shifting the focus away from whether something does or does not
work to thinking about why certain solutions work, thus leading to greater cognitive engagement with tasks. In
line with this thinking, Tara Malone’s article emphasises the importance of formative assessment to encouraging
deep learning and the building of work-readiness for new graduates. This mode of assessment, she argues, instils
a range of attributes and skills in learners including self-regulation and reflection, self-efficacy and self—other
interpersonal skills.

Roz Tocker’s fascinating article, “A Starry Starry Night,” rounds out this section. Tocker describes an innovative
approach to the teaching of indigenous knowledge and values to international food and beverage students,
explored through the design and preparation of a Matariki dinner/banquet. Reflecting on this experience, she
explains that the event led to “epiphanies” for teachers and students alike in preparing for this major cultural event,
an outcome which, Tocker reveals, “completely changed my own teaching pedagogy.”

EDUCATIONAL TECHNOLOGY/LEARNING ANALYTICS

In “Mining for Gold,” Claire Goode and colleagues highlight the increasing importance of learning analytics to the
design and redesign of online and blended courses. Through this data, educators are able to discern not only when
and how learners access courses but, crucially, which components of a course they access, and for how long. The
researchers also focus on the ethical issues thrown up by learning analytics and the need for transparent policies
and practices that protect user confidentiality. They draw our attention to the importance of the Oritetanga
learner analytics ethics framework (2021) produced by New Zealand's Tertiary Education Commission.

In her timely contribution, Terri Brian reminds us that although educational technology is a powerful tool that
can open up access to learning opportunities, particularly for marginalised and excluded learner populations, an
overdependence on edtech may also lead to (unintended) negative effects. She argues that it is vital that, as with
other sub-disciplines in education (curriculum studies, pedagogy, work-based learning), we adopt a critical theory
perspective. As Brian reminds us, “far from being neutral, educational technology helps to convey values and
biases that reflect its development and carries with it certain conceptions about learning and teaching.”

STUDENT EXPERIENCE FOCUS

As Amy Benians and Nathan Laurie point out, while developing employability skills in learners is important,
the social and personal outcomes of vocational education also need to be a focus of vocational education.
Through their collaborative work, the authors demonstrate the value of a pedagogical model of learning based
on teacher—learner co-creation as they worked together to organise a student voice symposium. This spirit
of co-creation is also explored in Amber Fraser-Smith’s article where she describes how, in the context of a
learner-centred approach, her classes with Syrian refugees became more collaborative as she moved away from
a general understanding of learner needs to a new learning environment where learners were able to identify
their specific knowledge gaps and have these addressed. Also with a learner focus, Trudy Pocock and Anthea
Fester advocate for alternative pathways to vocational education for learners who are in care and who may also
experience behavioural difficulties and/or mental health issues. Charlotte Chisnell, Mandy Pentecost and Sue
Hanna's research also examines the distinctive challenges and barriers to the learning needs of what they call an
“invisible population” — young carers and young adult carers. Their case study explores the motivations, obstacles
and coping strategies experienced by a range of 18-24-year-old learners undertaking tertiary study while also
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managing the demands of family responsibilities. They call for closer cooperation between tertiary researchers and
professionals in the field in order to enhance the learning opportunities and experiences of young carers.

Exploring how the COVID-19 pandemic has impacted on learner experiences, Emma Collins and Josie Crawley
describe the impact on Year 2 Bachelor of Nursing students dealing with interruptions to their clinical placements.
As the authors describe, the resilience and reflections of both lecturers and learners produced valuable insights
that were integrated into the programme.

TEACHER PROFESSIONAL DEVELOPMENT/COMMUNITIES OF PRACTICE

The next cluster of articles focusses on teacher professional development and also learner facilitation pedagogies.
Kawar Tani kicks off this section in an article provocatively titled “Those Who Can Do, Teach.” Tani argues
that vocational educators’ professional development should include their own continuing work-based learning, in
addition to maintaining their professional currency in learning and teaching and research.

Examining the approach to professional development at Otago Polytechnic, learning and teaching specialists Amy
Benians and Danny Fridberg explore how the delivery of professional development might move from a hierarchical
“transmissive” mode to a more bidirectional “transformative’” experience for both provider and recipient.
Interestingly, this approach to professional development is picked up in an article by David Woodward and
colleagues which describes their community of practice initiative, focussed on exploring the range of constructivist
theories and models that inform their respective approaches to learning facilitation. Marcia Johnson, Martin
Andrew and Glenys Ker also turn their attention to learning facilitation, arguing that professional learning within
self-directed educational frameworks is increasingly transdisciplinary, with each participant offering their particular
experiences and learning to form what they call “eclectic critical conversations.” This notion of eclectic learning is
further explored in Johnson's paper, which also emphasises the intersubjective nature of professional development
and the importance of trust and empathy to “constructive critical conversations.”

The final contribution to this edition of Scope comes from Trish Chaplin-Cheyne and presents a critical review
of transformational leadership. While this form of leadership is highly valued in higher education, particularly
in Aotearoa New Zealand, Chaplin-Cheyne points out that a significant gender gap remains at the executive
leadership level. This is particularly evident in the New Zealand Institutes of Technology and Polytechnics sector,
where only three women hold chief executive positions compared to |1 men. This imbalance will hopefully be
addressed by the wide-ranging Reform of Vocational Education initiative currently underway.

Finally, as always, we extend our gratitude to the contributors, the editorial board, editorial team, and the
production crew for their work and continuing support for Scope: Learning and Teaching.

David McMaster is a principal lecturer and academic mentor in the College of Work-based Learning, Otago
Polytechnic. He is currently completing a PhD on transnational higher education in the Persian Gulf.
i https://orcid.org/0000-0003-1041-999

Trish Chaplin-Cheyne is the director of Learning and Teaching Development at Otago Polytechnic, where she
is responsible for the learning and teaching development service team. This team is tasked with ensuring that
OP programmes and courses are designed to best practice standards; that academic staff have the full range of
knowledge and skills needed to facilitate learner success; and that learners enjoy an outstanding experience with
Otago Polytechnic. She is involved with facilitating on the Graduate Diploma in Tertiary Education and enjoys
being in the classroom environment. Trish joined Otago Polytechnic in 2015, as a learning facilitator involved in
the Designing for Learner Success initiative. Her areas of particular interest are curriculum and assessment design.
[ https://orcid.org/0000-0002-2709-572X
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Research snapshot https://doi.org/10.34074/scop.4010003

ALIGNING LEARNER CAPABILITIES TO INDUSTRY
— A RESEARCH SNAPSHOT

Amber Paterson

Otago Polytechnic’s aim is to produce the country's most employable graduates. The nature of work is changing
globally, particularly in our COVID-19 affected world. Many people are now working in work environments that
differ markedly from what they were before. Flexibility and fluidity to move across workplaces and different ways
of working is vital.

BACKGROUND

Learner Capabilities are also known as transferable skills, soft skills, twenty-first-century skills or work-ready
skills. They are a set of skills that can be used across a range of jobs. A nurse and a retail assistant need to
have interpersonal skills. An engineer and a teacher both need critical thinking skills. A builder and a hairdresser
both need the ability to solve problems. Transferable skills are developed throughout a person’s lifetime through
experiences at work, socially, in the community and through study.

The Learner Capability Framework (LCF) was first used in 2017 at the Otago Polytechnic’'s Auckland International
Campus. From 2018 its implementation in certificate, diploma and degree programmes has continued through
our Dunedin campus. A web-based tool called iamcapable, which is used by learners to upload evidence of their
work-ready capabilities, was instigated in 2019. In the first semester of 2019 the LCF and usage of iamcapable was
implemented in five diploma and degree programmes, which grew to a further 25 programmes in the second
semester. By March 2020, 12 more programmes had embedded both the LCF and iamcapable in their programmes.
This number has continued to grow through 2020 and 2021.

AIM

This research snapshot summarises research that has been undertaken on how Learner Capabilities (work-ready
skills) are important in study and in the workforce.

RESEARCH

A major research project undertaken by Otago Polytechnic staff on Learner Capabilities was launched in 2018.
There was a particular focus that year on what employers ranked as their top ten capabilities for their particular area
of industry. Over the subsequent two years, further research was undertaken with alumni and current students
and staff to assess what capabilities were important in their areas of study and work. This analysis snapshots the
findings of these aspects of the research project and compares our findings with research undertaken elsewhere.
This snapshot includes quotes from current students, alumni and staff about their experiences. (These comments
are unreferenced as the full research document is currently at print.)’
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During this research, the following groups were interviewed. Employers were initially interviewed to develop the
Employer Priority Index. Following on from this, and using the employer index, the Otago Southland Employers
Association, Kokiri Training Centre, current students, alumni (who had graduated within five years) and current
Otago Polytechnic staff who had been using the LCF, were all interviewed.

Through an analysis of relevant websites we found a number of transferable skills that are similar to the LCF, and
that directly correlate with our research at Otago Polytechnic. It is reassuring for us to know that our framework
and programmes are aligned with employers’ needs and industry practices.

The website Seek has identified a set of core transferable skills that people need in employment (Seek, n.d.).
These are:

*  Organisational skills (including creativity and time management)
e Communication skills (verbal, both written and oral)

*  People skills (interpersonal skills)

*  Teamwork (including critical thinking and problem solving).

“When you start working in an organisation the main thing is your communication with your
colleagues/boss/customer.” (business alumnus)

TradeMe have also listed their top ten list of most wanted transferable skills:

*  Adaptability — being willing to make changes and be flexible in one’s ways of working

e Growth mindset — being willing to better yourself and learn

*  Communication

. Problem solving

*  Emotional intelligence — recognising your emotions and those of those around you to assist with
building positive relationships with others

e Creativity

*  Cultural awareness

e Leadership

. Focus mastery — in a busy office or working from home there are many distractions: focus mastery
is the ability to tune out the distractions around you

*  Persuasion —the ability to persuade others that your ideas are worth pursuing.

“The lecturers in the BCA programmes really helped me identify my potentials ... during project-based learning
they helped me identify my capability and what | could be doing in the future.” (culinary arts alumnus)

Careers NZ emphasise the importance of transferable skills and have identified seven essential skills for the
workplace (Careers.govt.nz, 2020):

*  Positive attitude

*  Communication

e Teamwork

e Self-management

e Willingness to learn

*  Thinking skills (including thinking critically and problem solving)
. Resilience

Transferable skills extend across all walks of life, all kinds of vocations and all stages of the career path. When
comparing transferable skills across these three employment websites we begin to see a trend, with the same
skills popping up on all three lists. These include communication, teamwork, critical thinking, creativity and
personal organisation.
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OTAGO POLYTECHNIC RESEARCH

In 2018 many lecturers headed out into industry settings to interview employers about the capabilities that are
regarded as the most important in their fields. They showed the employers the full list of 25 capabilities (now 26)
on the LCF and asked them to rank them from one to ten in order of importance. The employers' fields or work
types were amalgamated into clusters and the data was then analysed in these clusters.

During the various stages of the research, it became clear that there were commonalities across the different
clusters.

“I'think for me, the prime selection would be if you were going to be a good team fit — that is why | have put

‘displays effective interpersonal behaviour.” (visual arts employer)
Across all the study area clusters we found that, out of the 25 offered, employers valued four capabilities the most
highly (in order of importance):

Works in teams
Solves problems
Communicates effectively verbally

Kooy =

Organises effectively.

Employer Top Ratings
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Figure |. Employer top ratings.

Similarly, having questioned alumni in a variety of areas, we found that they ranked the following as most important:

Communicates effectively verbally
Displays positive interpersonal behaviour and independence
Works in teams

HowoN —

Communicates effectively in writing.
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Alumni Top Ratings
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Figure 2. Alumni top ratings.

When we analysed the data more closely across employers and alumni, four capabilities emerged as commonalities:

I. Organises effectively
Communicates effectively verbally and works in teams
Displays positive interpersonal behaviour

HowN

Solves problems.

“If you communicate verbally, you will build relationships, you will build contacts, you will do a lot, you will
move forward very effectively.” (quantity surveying employer)
o
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IMPLICATIONS

When an analysis was undertaken of the Learner Capabilities that individual Otago Polytechnic programmes had
chosen as their core focus capabilities, we found that four factors —“communicates effectively verbally,” “works in

"o

teams,” ““solves problems” and “communicates effectively in writing” — were most commonly chosen by teaching
staff. This indicates that the capabilities we focus on in our teaching programmes are also identified as key by our
alumni and by employers. This suggests that, overall, there is a good match between teaching and learning, on the
one hand, and employment, on the other, and that this correlates closely with the capabilities that Seek, TradeMe

and Careers NZ have identified.

However, while most alumni questioned stated that they felt capability-ready, they would have liked more practical,
real-world scenarios in the classroom, as well as help with seeking work and networking opportunities.

While this project has now concluded, further research in this area is desirable including further investigations
into increasing the number of undergraduate certificate and diplomas and the long-term impact and usage of the
Learner Capability Framework and the web-based tool iamcapable.

Amber Paterson is a Learning and Teaching Specialist at Otago Polytechnic. Amber completed her Master of
Education in 2017, when her research focus was on educational assessment. Amber was a primary school teacher
for 19 years, with the last 12 years as deputy principal at a school on the Taieri Plain, Otago.

i https://orcid.org/0000-0002-4337-5334
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Article https://doi.org/10.34074/scop.4010010

DEVELOPING UNDERGRADUATE NURSING
MENTAL HEALTH AND ADDICTIONS TEACHING:
PRACTICE AND EDUCATION PERSPECTIVES

Judith Honeyfield and Reghuram Ravindran

INTRODUCTION

Undergraduate nursing education must prepare students in a range of settings where people may present with
mental health issues. The aim of this research was to consider if the current teaching and assessment approaches
prepare Bachelor of Nursing (BN) graduates to meet stakeholder needs. Mental health nurses and teaching staff
delivering mental health and addictions education were contacted to identify issues and good practice in the
educational preparation for mental health nursing (MHN). Feedback from mental health nurses identified four
key themes: (1) Normalising mental health is a health issue; (2) Active caring and compassion; (3) Learn the art of
assessment — what do you see? (4) Back to basics — you are new to mental health, but not everything is new.

Mental health and addictions educators identified the emergence of two parallel models in mental health and
addictions undergraduate education: (a) specialist content papers in mental health and addictions; (b) integration
of mental health and addictions education across BN curricula. The response to this research was the development
of a Year two mental health and addictions paper alongside integrated content in all papers of the BN curriculum
to best position graduates to provide safe and effective MHN practice.

BN programmes in Aotearoa New Zealand offer a three-year degree preparing students to meet the Nursing
Council of New Zealand competencies and successfully pass the national state examination to register as a
nurse. All programmes are required to deliver core MHN concepts and knowledge, supported by a range of
bio-psychosocial content and practice to support mental health and wellbeing (Ministry of Health [MOH], 2018).
All BN students complete mental health practicum experiences in a range of acute inpatient and community
practice settings. The bicultural BN curriculum at Toi Ohomai Institute of Technology confirms Maori as tangata
whenua (indigenous people of the land) and reflects the four articles of Te Tiriti o Waitangi as a founding document
of our country. Core registered nurse competencies (Nursing Council of New Zealand, 2016) are developed and
measured throughout the BN to ensure that all nursing practice is culturally safe (Honeyfield et al., 2020).

BN curricula are reviewed every five years by academic leaders and teaching teams for routine quality assurance,
and feedback is sought from a range of practice settings, health agencies, stakeholders and students. Strategic
policy reviews, professional body updates and current research is also analysed and considered in a review. In 2019,
as part of a five-year review outcome at Toi Ohomai Institute of Technology, the mental health paper was found
to require redevelopment and it was suggested that new pedagogical approaches be considered.

This strengthening of the mental health and addictions focus in the curriculum also responds to reduced
recruitment of BN graduates into MHN practice (Lienert-Brown, 2013; Stevens et al., 2013). A number of initiatives
have been instigated to reverse this trend (Cleary et al., 2006; Happell, 2008) and there have been reports of
improved MHN and sector performance (MOH, 2019). Nevertheless, the literature continues to report negative
undergraduate student experiences in practice and difficulties in recruitment (Hazelton et al, 2011; Hooper et al,,
2016; Honeyfield et al., 2020; MOH, 2018).
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THE MENTAL HEALTH CONTEXT

While most New Zealanders report good mental wellbeing most of the time, about one in five people will have
had a diagnosable mental illness in the previous |2 months; and of these people, about one in 30 will experience
severe mental illness and require specialist services (MOH, 2018). Over the last two years, the proportion of
people seen in primary care practice with a diagnosed mental health issue has increased by 22 percent. In addition,
an estimated 12 percent of New Zealanders will experience a substance use disorder in their lifetime, of whom
70 percent will have a co-existing mental health issue (MOH, 2018). Mental health and wellbeing are complex,
and issues such as unemployment, poverty, discrimination, misuse of alcohol and drugs, abuse and family violence
are further barriers to good mental health and wellbeing. These factors must be addressed, along with providing
accessible, high-quality, effective support for people who are mentally unwell.

THE MENTAL HEALTH AND ADDICTIONS WORKFORCE

Nurses make up the largest group of regulated health professionals in mental health and addictions services, as
shown in Figure I.

Adult mental health and
addictions workforce - vote
health funded

Bl €% Medical and other professionals 0 2% Cultural workers
I 14% Administration and management B 1% Support workers

I 17% Allied health professionals B 28% Nurses

Figure |. Adult mental health and addictions workforce — public health funded. Source: MOH, 2018.
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The Mental Health and Addiction Workforce Action Plan 2017-2021 (MOH, 2018) confirmed that all health and
social service providers are responsible for promoting and maintaining mental wellbeing, signalling a need for
collaboration and integrating a range of knowledge across the health continuum, which should be evolved in BN
curricula. This responsibility includes developing values and attitudes required of nurses and health workers to
create a culture where people’s voice, along with their whanau (family), are core to discovering what really matters
to the service consumers. The action plan (MOH, 2018, p. |) identified four priority areas in mental health and
addictions workforce requirements, creating a workforce that is:

I. Focused on people and improved outcomes
Integrated and connected across the continuum

Competent and capable

A wo

The right size and skill mix

The More Than Numbers (Te Pou o Te Whakaaro Nui, 2018) workforce survey, held in 2014 and 2018, reported
that while the workforce had grown by 7 percent, and there had been an increase in services, only a minimal
increase in funding occurred. Of note is increased staff turnover from 19 to 23 percent during the same time
period, resulting in a greater need for addiction practitioners, support staff and social workers. In addition,
improved representation of both Maori and Pacific peoples in the mental health and addictions workforce is
needed due to the prevalence of mental health issues among Maori and Pacific communities (MOH, 2019).

These findings reinforce the need for improved addiction and therapeutic practice content in the BN and a focus
on working in MHN as a career choice, as well as the need for a comprehensive mental health services review.

MENTAL HEALTH AND ADDICTIONS INQUIRY

A national mental health and addictions inquiry led to the publication of He Ara Oranga (New Zealand
Government, 2018), and identified significant unmet needs for mental health and wellbeing services. He Ara
Oranga presented 40 recommendations designed to set a clear direction for the mental health and addictions
sectors and the community, with the government announcing that it had accepted in principle or in full 38 of the
40 recommendations (MOH, 2019).

However, He Ara Oranga has been criticised for the invisibility of nurses’ perspectives (Cottingham, 2020) —
nurses make up 28 percent of the mental health and addictions workforce. O'Connor (2020) also takes issue
with the He Ara Oranga recommendations and progress made toward achieving them and, while welcoming a
shift toward better support for people with mild to moderate needs, suggests that a more pressing need is to
improve services for people with complex and ongoing mental health requirements.

O’Connor (2020) believes that He Ara Oranga lacks attention to a range of areas that mental health nurses are
concerned with. These include the need to support people who experience harm from substance use; improving
mental health and addiction services for pregnant women and new mothers, including more integrated care for
women and their babies, pointing out that suicide is the leading cause of maternal mortality, with Maori whanau
most affected; expanding the capacity of forensic mental health services, noting a 25 percent increase in the prison
population since 2013, vet little increase in forensic mental health capacity; ensuring that all mental health and
addictions services are culturally safe and work for Maori; reducing high rates of compulsion and the increasing
use of seclusion, especially for Maori, and increasing specialty mental health and addictions services, which were
under pressure. This lengthy list of service issues and requirements confirms that the mental health and addictions
nursing workforce is an area facing multiple challenges, and provides important strategic workforce development
pointers which and should be considered in content area in BN curricula.
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New initiatives signal important changes in MHN. In our region, Te Ara Tauwhirotanga has recently been established
as new model for care (Lakes DHB, 2021), co-developed with tangata whaiora (people with lived experience
of mental illness). This is a holistic model premised on tangata (people) experiences, their whanau, a caring,
well-supported workforce and connectedness. Its underlying values (tikanga) are based in a te ao Maori world view:
protecting and promoting wellbeing, access to help, and healing and recovery. The concept of taiao (environment)
requires a local service presence and equitable outcomes. Taken together; this model of care informs tangata
whaiora that their improved wellbeing is something they can expect in the future.

These recent publications, research efforts, professional positions and new models of care prompted this research
project, with a view to furthering our understanding of the preparation of BN students from a mental health
services perspective, and of the experiences of educators in developing BN curricula in national schools of nursing.

BACKGROUND TO THE RESEARCH

To prepare graduates for mental health and addictions nursing practice, and to equip them to respond effectively
to people presenting to any care environment when changes to their mental health occur, we need broad evidence
and stakeholder feedback in order to discover how our BN students’ preparation is perceived. In addition, feedback
from other nursing programmes, also responding to current and future BN education in mental health and
addictions, will assist our redevelopment. We also recognise the importance of curricula links, including developing
primary health care/health determinants, whanau/family-focused activities and collaborative multi-disciplinary
teams working in a broad range of services including health, social, education and justice, that impact student
understanding of mental health and wellbeing. Currently, many of these topics are covered superficially within
the various mental health papers (or not at all), yet are integrated strands throughout the BN. This suggests that
"a whole of BN approach to mental health needs to be considered, and will be informed by this project.

The overarching research question that guided this study was: How are the mental health and addictions teaching,
learning and assessment components of the BN programme positioning graduates to meet the needs of key
stakeholders?

The aim of the research was to seek robust stakeholder and regional mental health sector feedback in order to
inform curricula responses and to improve the mental health and addictions components of the BN programme.

Ethical approval for this research from Toi Ohomai Institute of Technology's research and human ethics committee
was granted in 2019 (Ref. TRC 2019.034).

METHODOLOGY

A descriptive, exploratory, mixed-methods approach was undertaken, using an online survey and telephone
interviews with mental health nurses/leaders from two district health boards (DHBs), two non-governmental
organisations (NGOs) and two Maori mental health services. We also interviewed and surveyed mental health
educators from six schools of nursing. Although the plan was to include all 16 schools, lack of timely contact,
consent and follow-up meant that this number was reduced to six. The survey used both open and closed
questions (quantitative and qualitative). Interviews were audio-recorded and transcribed. Participants were sent
transcriptions to correct and verify accuracy. Data was analysed using key word and thematic analysis. The data
was individually reviewed by two nurse educator researchers and one specialist mental health nurse to mitigate
bias and/or misinterpretation. The researchers subsequently met to discuss, compare and agree findings, to ensure
robust moderation and to select of pertinent quotations as evidence of our findings.
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FINDINGS/DISCUSSIONS

Mental health nurses were asked about preparation of current BN students including the extent of their
knowledge base, gaps in preparation observable in new graduates and ways to collaborate to prepare BN
graduates to meet workforce needs.

We found a high level of congruence between the six interview transcripts from service providers; most felt
that current BN students’ preparation was “better” or “improved over the last few years,” with two participants
agreeing that “we do get some very good students.”

Four key themes or needs emerged in terms of BN students’ preparation for MHN:
I. Normalising mental health is a health issue

As well as reporting concerns with recruitment, retention and the perception of MHN as “not very glamorous”
and that it was not prioritised in the BN, participants shared their perception that “students appear fearful of
MHN, yet demonstrate suitability on practicum.” One participant shared their belief that “students as non-mental
health nurses believe mental health patients need to be treated differently as we all know they don't” One
participant was adamant that “mental health is a health issue and lots of mental health issues impact on physical
health and physical health issues have a mental health component,” advising that BN curricula need to “normalise
mental health and take a holistic view.”

2. Active caring and compassion

While one participant agreed that “we had some brilliant students” — describing their attributes as "keen, part of
the team, how to be caring” — another participant suggested students were “unsure of what is a caring response,”
adding that “we shouldn't have to teach people that”” Another participant asserted that “demonstrating
compassion” and “active caring” are key models in the DHB.

3. Learn the art of assessment — What do you see?!

In this theme, one participant reported that ““they [students] have some idea of what they are observing, an
important interaction between nurse and patient,” suggesting that they “must have some understanding of what
they are seeing.” One participant asked, “who can be prepared for mental health?” acknowledging that “'students
have covered the first two years in BN so they understand practice.” However, another participant shared a
different perspective: “our assessment skills are different — around mental health Act,” yet concluded, "I haven't
found students that don't know about all this stuff.”

Another participant reported that an important feature of their model is “listening to her [the patient] tell you how
they will keep well,” summarising: “it's a lot about uplifting the person — it works.” Another participant asserted the
“the biggest [need to know] is holistic care, the whare [house] is honesty, life values and beliefs — thus a different
way of assessment.”

4. Back to the basics ... You are a new MHN practice, but not everything is new

One participant believed that we need to “go back to the basics,” described as being “non-judgemental, using
empathy, basic listening, receiving a warm welcome ... acknowledging distress and how your communication and
behaviour are received by other people.”

All participants identified challenges with the current curriculum, with one stating that “it is too pressured.” A
second practitioner suggested that MHN is “crammed into a few weeks.”
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The final question asked practitioners about ways to collaborate in order to prepare and attract more BN
graduates to meet workforce needs. The feedback received suggested that shifting the timing and duration of
MHN teaching to Year two in order to reduce pressure, change competence assessment forms (Nursing Council
of New Zealand, 2016) and work more closely with preceptors would be a good move. One participant reminded
us that “mental health is not for everyone ... we are all different people... but part of your job is to care.”

Mental health and addictions educators were asked to outline their beliefs about the strengths of their current
delivery of mental health and addictions content. Two parallel approaches emerged — the first, where specialist
MHN papers were delivered and the second, where MHN content was integrated across papers in the curriculum.

Model |: Specialist MHN core papers

Participants gave feedback on the strength of the mental health and addictions component taught as speciality
papers in Year two of the BN, alongside a Treaty of Waitangi course and rotating with six-week mental health
practicums. The strength of this approach was identified by participants as follows:

e taught by highly experienced MHN teaching staff

y hands-on approaches to learning

»  ‘using a range of videos of people presenting, then students completing mental health assessments of video”

e group work and group activities

*  strong online content with worksheets and quizzes, and using flipped classrooms

*  "hearing voices” sessions (audio resources on Moodle for students to add to their mobile device, then listen to
this material while they attempt to do a list of usual tasks including shopping)

e revisions in specialist mental health services including forensic

*  involvement of consumers addressing students.

For participants, Dedicated Education Units (DEUs) have “proved very successful,” with “good outcomes for
students;” specifically, “working collaboratively with clinical staff and students gives the best outcome — better than
one preceptor.” In addition, DEUs foster “really good relationship[s] with DHBs — regular meetings with mental
health services and organisation.”

However, participants believe that improvements are required: “‘students need more communication — every
psychiatric condition we present [to] them needs to spend time on how to communicate with someone.” Another
participant agreed that we “need more emphasis on communication rather than pathophysiology.” A further issue
was the clinical setting itself, where one participant believed that students are “not prepared for how burnt-out
staff are;”” they also identified staff shortages and noted that “it is hard to prepare them for a negative ward
environment — negative irritable staff.”

Model 2: Integration (no standalone paper)

In response to the first question about educational preparation for workforce needs and what could change, one
participant asserted that “mental health and addictions is slotted in the BN curricula, in recognition that mental
health is all inclusive of all other diagnosis.” This participant identified the importance of their institution’s bi-cultural
approach, noting that “our emphasis on Mate Maori and Maori perspectives were [models] covered in Year two
whaiora paper”

Another participant identified the outcome of a significant online component — “our mental health and addictions
content is much reduced ... we are skimming” — drawing on a particular example: “inclusion of policies and
legal consideration and overseas context is barely mentioned this year ... one hour each.” Yet they emphasised
the importance of mental health content: “the material aligns to Nursing Council competencies so students
understand why they have to learn it.”
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To another participant, “integration is required, which means all tutors have to be onboard with mental health
aspects and in that respect, it is quite good;” they noted further that while “de-stigmatisation was the rationale,
lecturers focused entirely on pathology [and] did not like it [integration].” The reason identified was that “They
[educators] had to widen their brief as holistic is more sensible, people have co-morbidity, mental and physical
issues.” Another participant asserted that “[integration] is best practice across a lot of issues — for example,
diabetes if it is really long-term, people might present with depression.”

A second participant noted that their integrated programme is “inclusive of different ways of knowing and includes
narrative and lived experience. The focus on recovery and human rights leads to the elimination of coercive
practice, and supported patient decision making”

For participants, the strengths of integration included smaller classes, more one-to-one time and an allocated
clinical practicum room onsite at the DHB for tutorials. In addition, the mental health team:

*  have currency — teaching is based on current literature and resources

e teach BATOMI (Behaviour and appearance; Affect and mood; Thought and speech; Orientation, cognition and
sensorium; Memory; Insight and judgement), a comprehensive mental health status assessment framework (Foster
etal, 2021)

e use cultural assessment: “watch and go out with psychiatric triage team and cultural assessment team [who] do
risk assessments”

e cover topics such as anxiety and depression in Year one

e connect shared knowledge and practice in an active learning environment using lived experience learning and
simulations

e ensure pharmacology and pathophysiology is taught throughout.

For this model, challenges were identified as “condensing a whole semester in a few hours” and reporting
“superficial” content. One participant, illustrating the need for ongoing development, noted that the integrated
case study across the life span in chronic care did not include a mental health focus.

Asked about meeting workforce needs, participants responded, "“we are fortunate to have good preceptors in
placements to fill gaps in student knowledge,” and are able to “incorporate more content workshops and refine as
we go.” Some topics required greater coverage; participants wanted “more on addictions, and trauma leading to
addictions and mental health issues — only two hours of alcohol and other drugs,” and wanted to “ask for increase
in hours, especially for suicide.”

One participant reported that their students did not really meet practice needs, a situation that “will change
with increased collaboration across the faculty (of health/mental health strand community of practice group) and
mental health sector” Further planning to meet workforce needs would include “more placements in inpatients
or community services in Year two,” confirming that DEUs are “used in inpatient, child and adolescent services,
rehabilitation, mental health and medical wards and one NGO.” This participant asserted that “preceptors do
most of work.”

One participant was positive about integration, summarising their views: “active blended learning, students use
mental health knowledge and skill in all clinical areas and those who enter mental health workforce report they
are well prepared for practice and ongoing learning.” Another pointed out that “the [mental health] workforce
can be institutionalised and do not always support supported decision making, to achieve less coercive practice.”

Participants also identified the importance of the relationships formed during their time in practice and supervising
students as important stakeholder engagement opportunities to assist curricula development.
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DISCUSSION AND SUMMARY

By sharing the voices of practitioners and educators, this research confirmed the strengths and challenges of
current practice and the need to carefully consider ways to further develop mental health and addictions education
in BN curricula. The two parallel models identified by participants each have their own strengths and challenges.

The Mental health and addiction workforce action plan (MOH, 2018), with its strong emphasis on integration and
holistic models, sets a framework to ensure that tangata whaiora experience high levels of care, compassion and
effective support in any health service they access. Mental health as a practice setting and nursing career speciality
requires further normalisation and destigmatisation. Students must be exposed to practice environments where
they can observe nursing role models sharing hope, care and compassion, and develop skills in assessment,
observation and therapeutic responses in settings that support their learning. DEUs are highly valued as
contributing to such a learning environment, developing education and practice collaborations, holistic care and
culturally appropriate models and strategies. In this environment, BN students can consider the impact of the
social determinants of health (World Health Organization, 2010) that contribute to mental health and wellbeing.

Lakes DHB's new model of care, Te Ara Tauwhirotanga, offers important values and approaches to develop
collaborative integrated learning and teaching strategies reflecting kindness and compassion in the curricula. As a
result, the academic leadership and teaching team responded to the findings of this research, designed to improve
BN students’ theory and practice experiences, in the following ways:

*  developed a year-long specialist mental health and addictions paper for Year two of the BN

*  increased curriculum hours for deeper exploration of preconceptions, destigmatisation and building confidence in
strengths/person-centered approaches, kindness and care

*  worked with Maori as tangata whenua, ensuring that Te Tiriti o Waitangi and cultural models and practices were
embedded.

e developed further case scenario-based online learning and specialist learning packages for experiential learning

*  facilitated whole-person assessment using holistic models

«  further developed role play in order to expand communication and active caring approaches

. built on student clinical placement and lived experiences with new language and therapeutic approaches in
learning activities

*  created more support in clinical placements using experienced preceptors/nurses and expanded DEUs in mental
health services

*  used a competency assessment framework between education and practice to share experiences, clarify
expectations and collaborate in supporting students and evaluation

»  contributed to specific mental health content in all BN papers across the curriculum.

These curricula and learning and teaching redevelopments continue to be embedded and enhanced in 202,
including greater involvement with the mental health clinical teams, including shared professional development and
specialist practice colleagues contributing to content.

CONCLUSION

By contributing essential perspectives from practice and MHN educators, this research has helped redevelop
learning and teaching in mental health and addictions in the BN curriculum at Toi Ohomai Institute of Technology.

Relevant clinical placements and the ongoing development of DEUs and collaborative relationships with iwi Maori
services, acute and community mental health service providers will all be essential to further develop the MHN
workforce. Appropriate values and care/compassion models designed to advance wellbeing for tangata whaiora
embedded across BN curricula will support the urgent need for ongoing service development summarised by
O’Connor (2020).
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Further research that captures the perspectives of students in their preparation and intentions to join the MHN
workforce is needed to monitor the impact of our redevelopment efforts and ongoing collaborative shaping of
our practice.

Challenges continue for teaching mental health and addictions in nursing as Aotearoa New Zealand moves to a
single tertiary education institutional model under Te Ptkenga, a shift which will facilitate curricula examination
and the evidence we use to develop our practice. Educational developments in nursing must reflect iwi Maori
perspectives and unique stakeholder needs to prepare nurses for the future.
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Literature Review https://doi.org/10.34074/scop.401001

REPOSITIONING AGED HEALTHCARE AS A PREFERRED
CAREER OPTION FOR NURSING STUDENTS:
LESSONS FROM THE LITERATURE

Cath Fraser, Judith Honeyfield and Mary White

INTRODUCTION

The global rise in longevity means that older people are making a growing demand on the health sector around
the world, yet specialist training in aged healthcare attracts fewer applicants than almost any other area (Gawande,
2014), and the supply of “personnel to meet the demand is not projected to keep pace” (King et al., 2011, p. 9). So
what do nursing and healthcare students need to know, and to be, in order to provide exemplary services to older
people? And, how should we be guiding higher education programme development to ensure that healthcare
of older people is viewed as an attractive and valued career choice! The drive to answer these two questions
became the catalyst for the research project reported in this literature review.

In Aotearoa New Zealand our healthcare services face this same challenge of a burgeoning older population and
a shortfall of qualified practitioners — but we can also make a significant contribution to the discussion, drawing on
an environment which promotes health, physical activity and wellbeing, as well as our unique bicultural heritage
which blends indigenous and Western perspectives on how we respect and support older people.

Aotearoa New Zealand is widely recognised internationally for its universal healthcare and culturally responsive
healthcare provision (Gauld, 2020; Ministry of Health, 2014). These are some of the reasons that our institute
of technology — as a subsidiary of Te Pukenga: New Zealand Institute of Skills and Technology — was recently
approached by a number of Chinese higher education providers, including universities and teaching hospitals, to
progress teaching, learning and research collaborations in aged healthcare education.

The plan is that, together, our respective organisations will develop a Sino—New Zealand programme to prepare
and credential students within a culturally responsive teaching and learning context, to address the challenges of
catering for this rapidly growing population segment. The first step towards this goal has been the completion of
a substantive integrative literature review of good practice reports regarding aged healthcare provision. The New
Zealand and Chinese partners identified three inter-related strands of particular interest, ‘Wellness,” ‘Culture’
and ‘Education.’ This paper reports on the lessons and good practice indicators outlined in the literature relevant
to the third domain — education — and the focus questions in the first paragraph above which guided our study.

METHODOLOGY

The integrative literature review research method enabled the researchers to summarise literature from diverse
sources, including published and ‘grey’ (non-academic) literature and contemporary commentary (Broome,
2000). This approach allows multiple perspectives in defining concepts, reviewing theories, considering evidence,
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identifying gaps in the literature and recognising the applicability of all of these to policy and practice (Whittemore
& Knafl, 2005). As Broome notes, “the primary purpose of a review of existing knowledge, usually in a large part
the literature, is to gain an in-depth understanding of a phenomenon by building on the work of others™ (p. 231).

Potential sources of accounts of good practice in aged care were largely identified through databases accessed via
the EBSCO Discovery search engine, which includes multiple medical, nursing and health databases and individual
e-journal subscriptions. Google Scholar was used to find full-text articles and others were sourced through our
organisation’s library interloan system. Most searches were conducted by first seeking Aotearoa New Zealand
and Australian studies. Keywords used in the searches related to wellbeing included terms like “aged health,” “aged

care,” “active retirement,” “positive aging” and “good practice.” In the sections relating to culture and education,
" "kaumatua”

these terms were often paired with other keywords, including “Maori,” "biculturalism,” “kaupapa,
and “qualifications,” “nurse education,” “career,” “carer,” “healthcare assistant.” Literature was generally excluded
if older than 20 years.

Sources were logged in an Excel spreadsheet, using a series of headings based on Booth's (2006) SPICE framework:
Setting; Perspective; Intervention; Comparison; Evaluation. Next, we added subheadings — for example, “Setting”
included "“country,” “population/ethnicity,” “private/public hospital,” “residential care/independent living,” ““‘community”
and “agency,” as shown in Figure |. This tool enabled easy access across the team and assisted us to cross-reference
accounts for document analysis, conducted under the three broad categories of “wellness,” “culture” and

"o e

“education.” Importantly, all this material was viewed through a cultural lens (Hardin et al., 2014), which separated
mainstream and Westernised accounts from indigenous and smaller population studies.

Setting Perspective Intervention | Comparison Evaluation Cultural lens | Strand
Country Nurse Clinical / Control group | Qualitative / OECD Wellness
procedural quantitative
Population/ Caregiver / Education / Cohorts — by | Sample size Western Culture

ethnicity healthcare training year or region
assistant
Private/public | Medical — GP, | Personnel Inter-agency Research design / | Non- Education
hospital specialist — buddy / methodology Western
mentor mainstream
Residential Student External Different Multiple Indigenous
care/ (including advisors providers participant
independent placements); (cultural, groups
living graduate language)
Community Management/ International Maori
leadership
Agency Pasifika

Figure I. The Sino—New Zealand aged healthcare research team'’s SPICE framework for collating review sources.
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RESEARCH DESIGN — THE CULTURAL LENS APPROACH

The overarching research design adopted for this review is the cultural lens approach, a model widely used in
psychology, which offers a way to evaluate how theories, practices or phenomena apply across cultural groups
(Hardin et al., 2014). The cultural validity of outcomes and/or models is therefore about “the extent to which
aspects of theories are generalizable across, equally relevant to, or equally useful to diverse groups” (Hardin et al,,
2014, p. 656). Another way of describing this concept is offered in a photography metaphor:

Culture acts like the coloured lens that a photographer uses to see a landscape in
a particular way, or the wide-angle lens that both captures and distorts reality. The
universal behaviour patterns remain, but they are coloured and bent by the cultural
environment. (Ryan, 2017, para. 5).

The cultural lens approach follows five steps (paraphrased from Dik et al., 2019) and Hardin et al. (2014):

I. Articulate how central constructs have been defined (implicitly or explicitly) and thus operationalised in past
research.
This step is about stating and exploring conceptual definitions and processes related to the topic — nursing
education curricula, nursing educators’ beliefs and student nurses’ experiences of learning about aged healthcare.

2. ldentify the groups (a) from which these definitions have been derived and (b) to which the constructs have
either not been applied or with which surprising results have been found.
This step identifies the cultural group(s) of interest and the group(s) from which the theory was originally
derived. It considers previous studies such as reviews of nursing education curricula development, recognising
that almost all have been situated in a Western healthcare system. The literature in Aotearoa New Zealand
which directly addresses the two cultural groups of Maori and non-Maori nursing students is still comparatively
small.

3. ldentify relevant dimensions underlying cultural variability: VWhat do we know about the cultural contexts of
Groups A and B?
This step begins by acquiring basic cultural knowledge and considers sources of cultural variability without yet
making conceptual connections to the theory, avoiding easy or ‘intuitive’ assumptions. In Aotearoa New Zealand
we are fortunate to have a large and growing body of scholarship relating to the enactment of biculturalism in
healthcare provision to draw on as we considered how best to explore the gap identified in Step 2 above.

4. Evaluate the definitions/operationalisations of the central constructs (from Step 1) in the context of broader
cultural knowledge about those groups (from Step 3): What do we know about the topic concept within the
cultural context of Group B?

This step entails a synthesis of the previous steps, seeking to connect and explain differences. What do these
differences mean? We were able to find several areas in which there appeared to be some tension between
the direction offered by a European tradition of aged healthcare and an indigenous sense of cultural identity. At
this point we were consciously moving from knowledge to implications, which in this study highlighted areas of
cultural safety — mostly but not always in practicum placements, rather than the classroom.

5. Derive research questions and specific hypotheses based on the questions and answers from Step 4.
This final step seeks to develop directions for new research and/or practice, based on the insights gained from
the cultural lens approach process. Directions indicated for the present inquiry include addressing potential areas
of cross-cultural misunderstandings with changes in curricula delivery, practicum placement assessment criteria,
and targeted professional development initiatives with host placement providers.
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The rationale for adopting the cultural lens tool to guide our literature review was multi-faceted. First, our Chinese
partners were keen to learn more about bicultural delivery and how to incorporate diversity into healthcare
delivery. Podsiadlowski and Fox (2011) describe how “New Zealand has a particularly unique and compelling
cultural landscape, with an indigenous population coexisting civilly if inequitably with the postcolonial European
population for two centuries” (p. 5). This situation means, they say, that Maori and non-Maori have very different
world views. In addition, we now have numerous other ethnicities, and so Aotearoa New Zealand must be
considered multicultural as well as bicultural — again, an area of interest to our Chinese association members.

Second, as noted above, Maori are disadvantaged compared to non-Maori in many spheres of life, including
healthcare access and outcomes. Maori have a lower life expectancy (a gap of approximately 7 years) a higher
incidence of smoking, hazardous drinking and obesity. Maori health status is also unequal across almost all chronic
and infectious diseases, as well as injuries, including suicide (Health Quality and Safety Commission of New Zealand
(HQSQ), 2019). Health equity is therefore an important governmental focus (Ministry of Health, 2014; Ministry
of Justice, 2016), and nursing graduates need key understandings of the causes and consequences of the cultural
divide to address this situation as registered practitioners in the workplace.

Third, reducing inequity is a core driver behind our tertiary sector's emphasis on ensuring that programmes and
qualifications model active and meaningful Maori /Crown partnerships, as described in Te Ptkenga — New Zealand
Institute of Skills and Technology's Te Pae Tawhiti: Tiriti o Waitangi Excellence Framework (Te Pukenga, 2020). The
five underpinning goals (greater relevance of provision, better equitable access, stronger Maori participation, more
equitable outcomes, and stronger responsive practices) all require an understanding of cultural differences and
cultural identity. In addition, Maori comprise 43 percent of our institute’s student body and usually 25-33 percent
of our nursing student intake (Toi Ohomai, 2021); in addition, the Bay of Plenty region, which is the setting for
this study, ranks third of the 16 regions in Aotearoa New Zealand for Maori population (Statistics New Zealand,
2014). Clearly, this organisation and our teaching staff in nursing and community health programmes have plenty
of reasons to be engaged in research which focuses on a cultural explanation of what works and what doesn't — in
aged healthcare and in aged healthcare education.

Finally, in using the cultural lens approach it is important to recognise and clarify the ambiguity which can
accompany the use of the term culture. In anthropological studies, culture groups are often considered according to
geographic, national, racial and linguistic characteristics (Hardin et al,, 2014). In global studies, culture is more about
identity, or what Hofstede et al. (2010) calls “the software of the mind” and the United Nations (2012) see as
including concepts like social inclusiveness and rootedness, resilience, creativity and the use of local resources, skills
and indigenous knowledge. Cultural factors encompass the social, political and economic, influencing lifestyles,
individual behaviour, consumption patterns, values and our interaction with the natural environment. According
to Soini and Dessein (2016), multiple understandings of culture can co-exist simultaneously, and the context is all
important: culture can be “mono-, multi-, inter-, or transdisciplinary” (p. 8). Statistics New Zealand (2009) offers
a local and official definition:

Culture can be defined as a general way of life that contributes to national identity and
society. Culture can also be defined as the shared knowledge, values, and practices of
specific groups. People’s identity may relate to their ethnicity, gender, sexual orientation,
religious and spiritual beliefs, or physical, artistic, and cultural activities ...

Cultural expression and participation contribute to individual well-being and sense of
belonging. The expression of, and respect for, cultural practices, language, and beliefs is
part of a socially cohesive society. These expressions of culture are sustained by being
passed down generations, and through the protection of heritage. (p. 127)
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As this review draws on both governmental and academic documents, and focuses on the Aotearoa New Zealand
setting, the use of the term culture will most closely align with this last description. Considering culture as a way of
life within the cultural lens approach, then, allowed us to scan and sort the sources in our iterative literature review
according to their intrinsic it with our bicultural environment. From this starting point, we then derived a series
of broad fields of good practice within our three target strands (wellness, culture, education). The next section
outlines our findings related to education.

FINDINGS

Ten fields of good practice in higher education provision related to aged healthcare were identified. Each of these
draws on literature from across the various review sources, and is included, following consideration through a
cultural lens, in terms of its valorisation of equity, empowering learners, and strengthening the perception of
aged healthcare as a desirable graduate career path. The following summary briefly introduces each field, and lists
associated good practice indicators identified from the review.

|. Combating ageism

Age and ageism are socially constructed. Fisher (2018) describes how old age is frequently defined in one of two
ways: “either from a positive paradigm of wisdom, influence and worthy of respect; or from a perspective of
ageing as a deficit with significant physical and mental deterioration that is irreversible and undesirable” (p. 61).
An associated good practice exercise in higher education is:

e Structured sessions to raise student awareness of their own ageist attitudes / unconscious bias and potential
impact of these in the workplace.

2. Promoting aged healthcare as a preferred area of practice

Ageism is linked not only to the individual, but also to their treatment and environment. Healthcare students
frequently express concerns that community aged healthcare settings, with their low-tech character and lack of
rigour compared to hospital positions, will mean that their education and high-tech skills are underutilised and
potentially lost (Wilkinson et al.,, 2016). Recommendations from the literature to reverse such perceptions include:

e Challenging the concept of low-tech caring and compassion nursing as a less prestigious calling than high-tech,
acute hospital roles

. Having positive, enthusiastic and knowledgeable guest lecturers from the field as role models.

3. Ensuring that older adults are constructed positively in education curricula

Attitudes toward older people have an important effect on the quality of care provided by nurses and other
healthcare professionals, as well as on patient experience and employment preferences. Gerontological nursing
education has been reported as a key factor that influences students’ attitudes toward older people (Hsu et al,
2019). Good practice suggestions include:

*  Constructing the older person as a unique individual (not a stereotype) and emphasising diversity across this
demographic
. Offering an integrated approach in which healthcare for older adults is woven through all semesters and topics.
4. A holistic, rather than medicalised view of older people

People at all ages of the lifespan are the product of their culture, context and experiences and a discourse related
to their medical attributes is inevitably partial. Better practice identified in the literature includes:
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*  Modelling and exploring a postmodernist view of ageing as a social, rather than scientific construct

*  Providing holistic training which includes physiological, psychological and sociological dimensions of knowledge
about ageing

e Using surveys (including pre- and post-placement) about knowledge and perceptions of older people identifies
gaps and can challenge students’ stereotypes with facts, statistics and published study outcomes.

5. Teaching history to understand current practice

Teaching history as a designated topic area to healthcare students is suggested by several authors: first, to
strengthen and enrich a sense of professional identity and, second, to further develop critical thinking skills by
questioning myths and supposed truisms, including those about colonialism and settlement, from the past (Madsen,
2008; Podsiadlowski & Fox, 2011). Good practice indicators in education provision are:

*  Teaching a critical history of nursing to build professional identity and encourage challenging of stereotypes
*  Teaching Te Tiriti o Waitangi as a living document and supporting learners to make both a personal and
professional practice connection.

6. Teaching empathy and respect

The Nursing Council of New Zealand (NCNZ) (2012) emphasises importance of the healthcare worker-patient
relationship and communication — two further examples of soft skills which may not be science, but are
nonetheless essential to healthcare practice. NCNZ's (2012) Code of Conduct outlines eight principles
underpinning professional conduct; the first of these is “Respect the dignity and individuality of health consumers”
(p. 6). Standards 1.1 and |.3 relating to “dignity”” and active listening are particularly relevant to educating students in
ways that will combat ageism and support a positive construction of older people in the healthcare system. Suggested
good practice includes the following:

*  Educators must role-model and teach the components of empathy and respect — students absorb ‘bedside
manner’ from observation

*  Content should include the moral responsibility of nurses to ensure that older people’s needs and wishes are
respected, even when patients have diminished ability to express these themselves.

7. Twenty-first-century pedagogy

An important element of good practice in modern curricula design is the inclusion of a wide range of activities to
suit the diversity of learners in our contemporary classrooms; factors to be considered include cultural background,
learning needs and preferences, prior knowledge and learning experiences, goals and motivation. Rivierea et
al. (2019) advocate activities which focus on people, rather than conditions, to foreshadow clinical placements.
Examples are:

*  Teaching metacognitive skills — focus on how to learn, rather than content

*  Active and learner-centred, with a wide range of activities to suit student diversity

*  Preparation for placement with activities which emphasise communication: e.g., scenario-based learning, role
plays, analysing videos of patient—nurse contact, simulations

*  Using a thematic approach to interweave past, present, political and personal perspectives of a topic

. Use of tutorials for participatory group work

e Use of primary source material to promote critical reflection and questioning

*  Regular, condensed set readings linked to end activities.
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8. Effective clinical placements

As Fergusson (2019) notes, ““the lay person enrols on the programme to learn how to be a nurse and exits the
programme with a degree qualification. The subtle distinction of doing nursing or being a nurse is played out in
structure[ed] learning” (p. 124), including both classroom and practice settings, where the student learns “to
think like, act like, and be a nurse” (p. 125). Literature which specifically considers clinical placements in aged care
settings emphasises the impact that this experience can have in combating ageism and shifting students’ attitudes
towards older people (Rodgers & Gilmour, 2011). Identified good practice includes:

*  Aged healthcare placements often occur early in a training programme for all-round interpersonal and skill
development, but benefits are consolidated by a second placement towards the end of training

e Students already working in paid employment in aged care maximise the benefits offered by clinical placements

*  Assigned buddies can assist students’ integration into a healthcare workplace, so long as the informal ‘mentor’
has skills, experience and strong professional practice in the aged care sector

e The preceptor—student relationship comprises personal, interpersonal, organisational and policy dimensions, and
is a shared responsibility between educational institution, workplace site and student

. Placements are an ideal setting for interprofessional learning with students from other healthcare disciplines

e Prepare students for placement by teaching self-efficacy skills, including technical, practical and emancipatory
reflection models and critical thinking

*  Continuing professional development for new graduates working in aged care improves competence and
confidence, and should be promoted to both students and healthcare providers

. Reflective journals during placement assist with timely feedback and create a resource for post-placement peer
learning and debriefing

. Practical placements should be in student-friendly facilities, open to new approaches, where staff model
enthusiasm and people-centered care.

9. Promoting aged and palliative care as a specialism

Many studies cited in this review note the low level of esteem too frequently assigned to aged healthcare and those
who work there (e.g, Fisher, 2018; Parker et al., 2021). In consequence, there is a growing call by commentators
(e.g, Gawande, 2014; Rodgers & Gilmour, 201 I) for a paradigm shift. These authors advocate that aged healthcare
(or “gerontology” or “geriatric medicine”) be established as a specialism for healthcare students, with dedicated
instructors and collaboration with specialist care facilities. A summary of this position is:

*  Anemphasis on the advanced knowledge and specialist skills is required to shift negative perceptions of working in
this area. This can be addressed by creating nurse specialist training, qualifications and professional identity.

10. Embedding culture in the curriculum

Healthcare in modern-day Aotearoa New Zealand is committed to meeting its obligations under Te Tiriti o
Waitangi to achieve the best health outcomes for Maori. NCNZ's (2020) Te Tiriti o Waitangi Policy Statement
provides high-level direction for working with iwi and Maori, including the implementation of He Korowai Oranga
— New Zealand's Maori Health Strategy & Action Plan (Ministry of Health, 2014) and the concept of cultural safety.
This commitment is threaded through the Nursing Council's standards for the nursing profession, and is therefore
integral to education curricula preparing nurses and healthcare workers for professional practice. Some helpful
practice suggestions described in recent studies, including LILACS NZ (2017), are:

*  Cultural inclusivity and content are woven through the curriculum, rather than taught discretely

*  Cultural competence and cultural safety are deconstructed; students are able to relate these concepts to their
own assumptions and world views, and to understand the impact of these on their practice and workplace
relationships

e Active recruitment and retention of Maori students via enabling strategies including increasing the number of
Maori teaching staff, ensuring cultural relevance within the curriculum and providing safe learning environments
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*  Active recruitment and retention of male students via enabling strategies including increasing the number of male
teaching staff and challenging gender-based stereotypes about healthcare occupations and roles

. Ensure international students are treated equitably by providing enrolment, pastoral and academic support, and
dispelling stereotypes.

CONCLUSION

The shift from profiling older people as frail, needy and disproportionate users of health services to positive contributors
to, and participants in, their community has been building over the last two decades or so. Government policies
both reflect and drive these attitudes towards healthy aging and wellness, and higher education curricula must do
the same. This paper has offered indicators of good practice gleaned from an extended literature review, points
which are intended to inform programme development for an aged healthcare qualification, as part of a Sino—
New Zealand partnership initiative. It is hoped that these findings may also be of interest to other healthcare
education providers. The key contribution we hope that this paper makes to our sector is the application of the
cultural lens approach as a useful tool for evaluating strategies and suggestions from the literature. The ultimate
goal is that healthcare education related to care of the aged is built on a framework which advances equity and
respect — for learners, graduates and the people they will be looking after. In this way, we hope, caring for our
older members of society will come to be viewed as a rich and rewarding career path; a professionally satisfying
life-work which advances all of our wellbeing.
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SRI LANKAN GRADUATES’ PERSPECTIVES ON
VOCATIONAL EDUCATION AND POST-STUDY
EMPLOYMENT

Bradley Hannigan and Dilhan Athapaththu

INTRODUCTION

This research explores Sri Lankan graduate perspectives on vocational education and experiences of work readiness.
The creation of Te Pukenga — New Zealand Institute of Skills and Technology and subsequent developments in
the vocational education space in Aotearoa New Zealand hold the promise of new ways of envisioning how
the vocational education curriculum can work. The participants in the research were [4 Sri Lankan graduates
of a postgraduate applied management programme in one Te Pukenga — New Zealand Institute of Skills and
Technology subsidiary. Participants were interviewed and provided insights into their experiences, as well as
providing suggestions for the ongoing development of vocational education provision in Aotearoa New Zealand.

The recent and ongoing merger of Aotearoa New Zealand's 16 polytechnics and the integration of industry
training organisations into one organisation has been in the news since the Review of Vocational Education (RoVE)
was announced for consultation at the beginning of 2019. According to the Ministry of Education (2019), “the
world of work is changing significantly, and vocational education needs to adapt to stay ahead of these changes”
(p. 1). Vocational education is career-focused, with the aim of supporting learner mobility into work: “Vocational
education and training gives you skills that can lead to an exciting new career direction,” where learners are
challenged to “choose a vocation for a better future” (careers.govt.nz, 2021). This article explores the experiences
of a specific group of students who were enrolled in, and graduated from, vocational education and training
in Aotearoa New Zealand: international students — in particular, Sri Lankan students studying applied business
management.

The question used for this research was “What are the experiences of Sri Lankan students transitioning from
vocational education to work?” The aim of this research was two-fold: to explore experiences of this particular
group of students, as well as giving voice to the experiences of Sri Lankan graduates. The approach taken is
inductive and exploratory. This approach was selected to ensure that data collection and interpretation could
proceed unhindered by a theoretical framework. The value of this research lies in providing graduate experiences
as a reflection piece for vocational education and educationalists in Aotearoa New Zealand.

The marketing message of the vocational education industry raises a realisable hope that offers the promise of a
better future, not only for individuals but for the community and society at large (Tertiary Education Commission,
2021). However, is this the case for all graduates? This article offers insights into Sri Lankan graduate experiences
of transitioning into the job market after graduation. In 2019 there were 226,270 students enrolled in vocational
education and training in this country (Education Counts, 2021). Of this number, 16 percent were ethnicities other
than European, Maori and Pacific Peoples (Education Counts, 2021). The data includes not only international
students in general, but also Sri Lankan students in vocational institutions.
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International students are people who leave their homelands for higher education (Morris-Lange & Brands,
2015). Research has shown that a large proportion of those students stay in their host country post-training and
find meaningful employment there (Bryta, 2019; Wu & Wilkes, 2017). While international students may study
in a country for multiple reasons including gaining international exposure (Beech, 2018) and personal learning
(Mucsi et al., 2019), post-study employment is a major motivation (Le & LaCost, 2017).

While research on international students’ vocational experiences post-study in Aotearoa New Zealand is relatively
scarce, some similar studies to this research project have been carried out. Dyer and Lu (2010) reported the
experiences of ten Chinese students and their post-study transition to work. Although participants were not
enrolled in vocational education per se, this study showed that holding a New Zealand qualification and having
English-language skills, peer and work networks built up through study were essential to finding work post-study
for this group. Again in 2010, The New Zealand Department of Labour published its Life After Study report
(Wilkinson et al., 2010), which found that 68 percent of former graduates who stayed in Aotearoa New Zealand
found employment; that degree and post-degree qualifications were good predictors of post-study employment
success; and that language proficiency and work readiness were central elements for successful employment.

Researchers have shown that many international students study abroad for more reasons than gaining a foreign
qualification (Huang et al,, 2014). Employability (Gribble et al., 2017), practicality (Eichhorst et al., 2015) and
job-related experiences (Gautam et al., 2016) are all areas of concern for many international students. They are
the clients of an education sector that has long been dependent on the contribution that international students
make to the financial outcomes of tertiary institutions (Marshall, 2019). It is a benefit that therefore goes, or
should go, two ways. New Zealand has been quick to leverage this situation: international student numbers
doubled between 2007 and 2017 (Education Counts, 2020), with approximately 50 percent of doctoral candidates
being international students (Burns & Rajcan, 2019), and the income derived from international students in 2018
exceeding NZ$5.1 billion (Education New Zealand, 2020).

The New Zealand International Education Strategy/He Rautaki Matauranga a Ao (Ministry of Education, 2018) aims
to deliver “an excellent education and student experience” including student satisfaction and “alumni outcome
success” (p. 9). While the indicators of success in the strategy document all appear reasonable, for the most part
they are educational and nationally strategic, avoiding employability as an outcome — except to say that students
who choose to stay in Aotearoa New Zealand “are appropriately skilled and qualified” (Ministry of Education,
2018, p. 13). There is no indication of what “appropriately’” means in this general context, or in a vocational
education sense. The Te Ptukenga — New Zealand Institute of Skills and Technology (2020) strategic priorities for
internationalisation take this commitment into the vocational education space, with strategic objectives aiming to
develop and deliver high-quality vocational education, including a commitment to consider ongoing programme
and qualification development.

Since this research was carried out in early 2020 the COVID-19 pandemic has taken hold worldwide. Subsequent
border closures have meant that the international student market has dried up, having a disastrous effect on
tertiary education organisations in Aotearoa New Zealand (Blommerde, 2020; Kenny, 2020). In 2021 the country’s
borders openedto 1000 international students, only 135 of whom have so far arrived in the country, six months on
from the announcement (Wiltshire, 2021). This situation may well provide organisations with the time thay need
to rethink exactly what they are offering international students in terms of vocational education, and how courses
and other offerings can not only best meet academic outcomes, but also the employment aspirations of those
who enrol. This article adds the experiences and voices of a group of 14 Sri Lankan graduates from one vocational
education programme in Aotearoa New Zealand to the mix.
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METHODOLOGY

Data for this study was collected between 25 February and 16 March 2020 via semi-structured interviews.
Ethical approval was obtained before the research commenced (NMIT2020-1). Participants were selected using
the following criteria: they had come to Aotearoa New Zealand as Sri Lankan-born international tertiary-level
students; they had gained a New Zealand tertiary qualification; they had completed their education at a
vocational education institution; and they had gained (or were in the process of gaining) post-study employment
in Aotearoa New Zealand. Given the exploratory nature of this research, we followed an inductive strategy
whereby understandings are constructed from the data itself, rather than compared, contrasted or organised
using an a priori theoretical framework. Inductive thematic analysis was used to organise the responses of
participants and garner insight into their experiences. In reporting here, our aim is to let participants” words tell
their story with as little interpretation as possible.

FINDINGS AND ANALYSIS

When asked about how their vocational education supported them to gain employment, two thirds of participants
noted that they had gained good subject knowledge, but not the skills to be work-ready. This disappointment
experienced by participants was the first theme of the research. One participant stated: "It gave me the whole
background of, like, every subject. But | think those subjects were not really helpful to, like, adapt to a new
environment or a new job." Reflecting on the need to be more strategic in selecting a programme of study,
another participant stated:

| am strongly advising if someone wants to come to New Zealand, they have to go
through the skill list first, and then they have to find a program which is [a] skill shortage
in New Zealand, rather than finding a programme just to come to New Zealand.

Participants said that regardless of the qualification they had earned, they found it very difficult to get their foot in
the door of prospective employers: “I applied [for] nearly, like, a thousand or two thousand jobs and was really fed
up to apply for many jobs. The experience was really hard; | was really fed up of, like, applying for jobs.” All but one
participant said that finding work after their study was completed was a lot harder than they had thought it would
be. One participant was thoroughly disillusioned: “Unfortunately, there were not any internships or job-related
training opportunities for the qualification that | have completed.”

Aside from these disappointments, a second theme extracted from the data was the value that participants
placed on their study in terms of gaining a better understanding of Aotearoa New Zealand work cultures, and
developing skills that could be applied to employment contexts. For example, one participant said: “| think you
have to be open-minded and also understand those differences between work culture, respect different views.
If you have a better understanding, it is easy to work in the New Zealand workforce.” Another participant
agreed, stating: “If you keep on thinking [about] what you did in Sri Lanka, it may be very difficult to adapt to
[the] New Zealand work environment.” In terms of the skills developed through their educational experience,
one participant reflected that | developed lots of managerial skills and [skills in] managing everything together.”
Participants reported they developed communication and analytic skills from their study that put them in good
stead for obtaining future employment.

Athird theme that arose from the interviews was what worked for participants when it came to finding employment.
This theme encompassed both advice and reflection on personal experiences. All participants agreed that the
networks and connections they made through their studies were the primary means of finding employment; one
participant captured this theme nicely in this piece of advice: “Even while you are studying, you have to find out
ways and avenues, especially making connections with the business environment, people, managers you know,
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make networks — without networking you wouldn't be able to find a job.” Other participants talked about how a
part-time job held while studying had led them to find full-time employment, advising students to think carefully
about not only what they study, but also where they work while they are studying. One participant stated that
they got “a part-time job which is exactly the same job that | do now in full time”. Other participants claimed that
it was the skills and experience that they brought with them to Aotearoa New Zealand that landed them a post:
"My Sri Lanka experience also helped me a lot to secure this job.” Who you know and what you have done were
seen as key determinants in finding work post-study.

The final theme that emerged from the interviews was a willingness by participants to offer advice as to what could
have been done differently to enhance their vocational education experience, particularly in the area of finding
employment after graduation. Participants strongly advocated the need for more opportunities to engage with
the local business community through their study; one participant stated: “| selected the workplace elective ... So
it gave me a good idea to understand how New Zealand companies work.” This participant used that experience
and the connections made to quickly secure full-time work at the end of their study. Another participant was
quite pointed in their advice: “The job market should interconnect with the studies. What | mean is, unfortunately,
there were not any internships or job-related training opportunities for the qualification that | have completed.”
Another participant echoed this sentiment: “| think they can give more internships and experience focus training
for international students,” and another suggested: “At least have a strategy to support migrant students not only
to complete their studies, but for things to support after their studies.”

This radical idea that vocational education institutions have a responsibility beyond the provision of a programme
of study was taken a step further by another participant: “Helping them to find a new job in New Zealand
after they complete their studies would [be] beneficial for them, to find jobs easily and quite fast.” Another
went further and took aim at the wider context in which vocational education is provided: “If you're getting
lots of international students into small cities, it's important to have the infrastructure built and to develop
more jobs. So that students won't move out, they will stay here and look for work.” This last point underlines
that the transition from vocational education into employment can not only be unsettling and fraught with
uncertainty but, conversely, could potentially be planned in advance as part of the course provision. This
last proposition poses a particularly interesting problem for an education system that separates training from
negotiating subsequent employment.

DISCUSSION

Similar to the research undertaken by Dau and Lu (2010), our research found that students gained linguistic and
cultural capability and technical skills from their education experience. Dau and Lu (2010) studied university
students, whereas our research focused on graduates from a vocational institution. While it might be expected
that those enrolled in vocational education would have higher expectations of employment post-study, given the
organisation’s name and function, both groups had similar expectations of employment at the conclusion of their
study. Like Dau and Lu (2010), our study found that participants voiced a mix of responses — disappointment,
success and also hope. The benefits of vocational education outlined in our findings also resonate positively with
Department of Labour research on the benefits of local education for international students (Wilkinson et al,,

2010).

The experiences and hopes of Sri Lankan graduates outlined here highlight two particular opportunities for
curriculum design in vocational education: providing opportunities to connect with local businesses through the
curriculum itself, and encouraging a shift in the role of the institution towards supporting employment (after-sales
service). This could be done through internships being built into the design of papers and the teaching and learning
programme itself. Postgraduate study programmes in management and business are traditionally more academic
than experiential in their design. To integrate an experiential component in terms of internship or a practicum
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scenario requires not only design changes to the structure of programmes, but also significant logistical investment
in terms of managing these components. Furthermore, there may be further difficulties in terms of getting local
businesses to welcome students, particularly in small centres where demand may quickly outstrip supply. That said,
the call to support graduates into paid employment at the end of their study is perennial (Gribble et al., 2017; Le
& LaCost, 2017; Wilkinson et al., 2010).

The idea of including internships in vocational business studies programmes is not new and exists to some extent in
multiple organisations. However, the idea that vocational education providers also have a responsibility to support
graduates into work at the end of their study is more radical. It stretches the notion of vocational education from
merely providing skills leading to exciting opportunities (Careers.govt.nz, 2021) towards an education system that
really has skin in the game of supporting students into vocations. This is a shift from a curriculum premised on the
hope of employment to one premised on the promise of employment. At present, this proposition seems outside
the realms of what is possible, given the structure of tertiary education in Aotearoa New Zealand. However,
for the participants in this research, the prospect of their education provider having a more active role in their
subsequent employment was a distinct possibility. At a time when all the cards for vocational education have been
‘thrown in the air," this idea could well be put on the table.

Ourresearch provides feedback from end users of vocational education just prior to the 2020 COVID-19 lockdown.
The respondents’ views challenge vocational educators, particularly in subjects like business studies, where there
is no clear progression into work (as opposed to trades, nursing and hospitality), to consider precisely what the
vocational component of the education they are offering may be. If it does not end in a vocation, or provide
experience that not only results in skills, but also connections in the field of management, then how does this differ
from the theory-focused curriculum of universities? Furthermore, what are the challenges for tutors when it comes
to not only being subject experts, but also experts in finding and maintaining workplace placements? Do vocational
institutions need to include another department when it comes to placing and maintaining placements during a
course of study, and securing employment opportunities post-study? The implications are many.

Our research gives reason to pause at a time when vocational education in Aotearoa New Zealand is being
reconsidered. Structural changes in terms of the merger of 16 polytechnics into one nationwide Te Pukenga —
New Zealand Institute of Skills and Technology are only one part of the change. What the curriculum looks like
for different subjects across the organisation is another. This particular shift opens the door to new thinking about
vocational education when it comes to subjects like business studies. VWhat is the vocational element that is being
incorporated in the design? Is it a set of skills and practices that the student takes away with them to apply to
future employment? Is it the provision of practical experience in businesses alongside the development of skills,
integrated as part of the formal curriculum? Or do we go a step further and develop employment opportunities
as a necessary outcome of vocational education and training in the business domain? Or a blend of all these
approaches! Now may be the time to have this conversation for, as the feedback from these graduates shows,
what counts as an excellent student experience and alumni outcome success (Ministry of Education, 2018), and
what counts as high-quality vocational education (Te Pukenga, 2020) are still contested and contestable terms.

Scope: (Teaching & Learning), 10, 2021

37



38

Bradley Hannigan is a principal academic at Nelson Marlborough Institute of Technology where he teaches
research methods and international strategic planning and supervises research students. Bradley has research
interests in pragmatic philosophy, critical education theory, and strategic and change management.

[ https://orcid.org/0000-0003-2940-3914

Dilhan Athapaththu was a student at Nelson Marlborough Institute of Technology where he completed his Master
of Applied Management. In his home country of Sri Lanka, Dilhan held multiple senior management positions as
well as being a trained lawyer. Currently he is an area manager at Seen Safety for the Asia-Pacific region.

REFERENCES

Beech, S. E. (2018). Adapting to change in the higher education system: International student mobility as a migration
industry. Journal of Ethnic and Migration Studies, 44(4), 610—625.

Blommerde, C. (2020, July 3). Uni enrolments spiral down as international students numbers plummet. Stuff. https://www.stuff.
co.nz/national/education/12195303 1 /uni-enrolments-spiral-down-as-international-students-numbers-plummet?rm=a
Bryfa, P. (2019). International student mobility and subsequent migration: The case of Poland. Studies in Higher Education, 44(8),

1386—1399.

Burns, E., & Rajcan, A. (2019). Publishing outputs of sociology PhD candidates at New Zealand universities, 2013-2017.
New Zealand Sociology, 34(1), 51-74.

Careers.govt.nz. (2021). Vocational education and training. https://www.careers.govt.nz/plan-your-career/get-ideas-for-your-
career/vocation-nation/

Dyer, S., & Lu, F. (2010). Chinese-born international students’ transition experiences from study to work in New Zealand. Australian
Journal of Career Development, 19(2), 23-31.

Education Counts (2020). Tertiary education enrolments by international students. https://www.educationcounts.govt.nz/__data/
assets/pdf_file/0020/6437/Tertiary-education-enrolments-by-international-students-indicator.pdf

Education Counts. (2021). Participation in vocational education and training programmes. https://www.educationcounts.govt.nz/
statistics/vocational-education-and-training

Education New Zealand (2020). Annual report 2018-2020. https://enz.govt.nz/assets/Uploads/ENZ-Annual-Report-2018-2020.
pdf

Eichhorst, W., Rodriguez-Planas, N., Schmidl, R., & Zimmermann, K. F. (2015). A road map to vocational education and training
in industrialised countries. LR Review, 68(2), 314-337.

Gautam, C., Lowery, C. L., Mays, C., & Durant, D. (2016). Challenges for global learners: A qualitative study of the concerns and
difficulties of international students. Journal of International Students, 6(2), 501-526.

Gribble, C., Rahimi, M., & Blackmore, J. (2017). International students and post-study employment: The impact of university
and host community engagement on the employment outcomes of international students in Australia. In L. T. Tran, & C.
Gomez (Eds.), International student connectedness and identity: Transnational perspectives (pp. 15-39). Springer. https://doi.
org/10.1007/978-981-10-2601-0_2

Huang, R., Turner, R, & Chen, Q. (2014). Chinese international students’ perspective and strategies in preparing for their future
employability. Journal of Vocational Education & Training, 66(2), 175—193.

Kenny, L. (2020, May 29). Almost half of Lincoln University's students from overseas, report says. Stuff. https://www.stuff.co.nz/
national/education/|21652267/almost-half-of-lincoln-universitys-students-from-overseas-report-saysirm=a

Le, A.T., &LaCost, B. Y. (2017). Vietnamese graduate international student repatriates: Reverse adjustment. Journal of International
Students, 7(3), 449-466.

Marshall, S. (2019). Are New Zealand universities underperforming? An analysis of international enrolments in Australian and
New Zealand universities. Compare: A Journal of Comparative and International Education, 49(3), 471-488.

Ministry of Education. (2018). International education strategy/He rautaki matauranga a ao 2018-2030. https://enz.govt.nz/assets/
Uploads/International-Education-Strategy-2018-2030.pdf

Ministry of Education. (2019). Reform of vocational education: Information for staff of institutes of technology and polytechnics (ITPs).
https://conversation.education.govt.nz/assets/RoVE/ Infosheet-ITP-Staff-Reform-ofVocational-Education.pdf

Scope: (Teaching & Learning), 10, 2021



Morris-Lange, S., & Brands, F. (2015). Train and retain. Career support for international students in Canada, Germany, the Netherlands
and Sweden. The Expert Council of German Foundations on Integration and Migration.

Mucsi, A., Malota, E., & Torok, A. (2019). International student motivations and satisfaction with the study abroad program.
In L. G. Chova, A. L. Martinez, & I. C. Torres (Eds.), EDULEARNI? (pp. 3175-3179). IATED Academy.

OECD. (2019). OECD economic surveys: New Zealand, 2019. OECD Publishing.

Te Pukenga. (2020). Mobilising for internationalisation in a new world. https://xn--tepkenga-szb.ac.nz/news/category/News/
mobilising-for-internationalisation-in-a-new-world

Tertiary Education Commission. (2021). Reform of vocational education. https://www.tec.govt.nz/rove/reform-of-vocational-
education/

Wilkinson, A., Merwood, P, & Masgoret, A. (2010). Life after study: International students’ settlement experiences in New Zealand.
https://www.mbie.govt.nz/dmsdocument/2743-international-students-settlement-experiences-pdf

Wiltshire, L. (2021, June 19). Half a year after 1000 international students were allowed into NZ, just 135 have arrived. Stuff.
https://www.stuff.co.nz/national/education/125457652/half-a-year-after-1000-international-students-were-allowed-into-
nz-just-135-have-arrived

Wu, C., & Wilkes, R. (2017). International students’ post-graduation migration plans and the search for home. Geoforum, 80,
123-132.

Scope: (Teaching & Learning), 10, 2021

39



40

Article https://doi.org/10.34074/scop.4010018

EXPLORING INTERVENTIONS THAT REDUCE LEARNER
AVERSION TO WORKING IN TEAMS

Helen Geytenbeek, Dr Lesley Gill, Rachel Byars
and Melissa Clarke-Fuller

INTRODUCTION

A real challenge in today's classrooms is learners’ resistance to working in teams. This paper explores some
of the factors that inform this phenomenon including societal factors such as greater independence, isolation
and self-reliance. Given an increased need to be able to work in teams in organisations, employability skills
required to successfully transition between the classroom and the workplace are paramount. This paper
presents a problem-solving approach using case study methodology, based on the compulsory Level 6 Improving
Organisational Performance (IOP) paper, part of a suite of papers in Otago Polytechnic’'s Bachelor of Applied
Management, which aims to develop learners’ research skills and teamwork as well as employability skills. Implicit
in IOP’s learning outcomes is the expectation that learners develop these team skills. As a result, a new emphasis
was placed on effective team formation, cohesion and performance for the purpose of reducing learner aversion
to working in teams.

IOP is a paper where learners work within a team setting in collaboration with a host organisation (for example,
a local restaurant, supermarket or gym) and their academic supervisor (lecturer) to identify and investigate a
problem, challenge or opportunity and then propose feasible, implementable outcomes for the organisation.
Groups are designed by the lecturer and generally consist of four to five members. The purpose of the paper is
to develop the learners’ competencies by applying a range of management concepts, theories, frameworks and
key analytical tools used in business research. Skills such as problem solving, effective business communication,
conflict management and project management form an additional skill set that complements the requirements of
the learning outcomes.

The outcomes of the learners’ research investigation informs the host organisation's managerial decision-making.
Learners apply appropriate research methods to investigate and identify the root cause of the problem or
opportunity at issue within the organisation. This course aids in developing learners’ employability skills by fostering
their ability to critically assess scholarly management science literature, as well as enhancing knowledge creation in
real-time business environments, in addition to gaining other skills such as emotional intelligence.
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EMPLOYABILITY SKILLS

Employability skills are abilities and skills that reduce the gap between theory-filled learners and those who are
able to apply their learning directly to the workplace. Carrying out research in Scotland and elsewhere in the UK.,
Lowden et al. (2011) identified ten employers who had participated in identifying their top employability skills.
These employers sought staff who were/had/could:

strong communicators
capable of independent work
time management skills

presentation skills

lead when appropriate

I

2

3

4

5 workas part of a team
6

7 networking skills

8

form relationships and get to know people
9  commercial awareness/awareness of the industry
10 willing to learn and taking responsibility for their own development
Il reflective about themselves and what they want out of the job
|2 motivated and enthusiastic
I3 self-confidence

4 work-readiness: awareness of appropriate work behaviour.

One of the key factors that Otago Polytechnic's research identified in its Learner Capability Framework: Employer
Priority Index was teamwork (Otago Polytechnic, 2019). Indeed, teamwork was top priority in the Otago
Polytechnic School of Business, as identified by industry, which sought graduates who could “build trust and
collaborate [and] plan and complete projects by deadlines” (p. 18). According to Schultz, Wilson and Hess (2010),
teams outperform individuals. They point to the advantages of team-based assignments that “incorporate skills
necessary for employability like collaboration, problem solving, communication, and shared vision” (p. 17). McCann
and Selsky (2012) point out the importance of building adaptive capacity for handling chaos and change. Teams
provide a wider span of skills and experience that affords greater flexibility and symbiotic co-operation.

However, Shultz et al. (2010) also acknowledge that many students feel burdened and disadvantaged by non-
productive peers, resulting in poorer academic outcomes. Velinov et al. (2019) noted that many students had an
aversion to online team assignments, given that most assignments were team-based. They found that students’
aversion to teamwork varied depending on their level of autonomy, based on whether working in a team was
mandatory or optional.

THE IMPROVING ORGANISATIONAL PERFORMANCE FRAMEWORK

In the IOP paper, learners present a proposal for their intended research project, which includes the aim, research
question(s), methodology, research methods and literature review. They undertake empirical research following
successful ethical approval. Based on the data they have collected and analysed, learners produce a report and
present their findings to a panel of assessors made up of host organisation employees and lecturers.

One component of the paper requires learners to undertake a 360-degree review of their performance and that
of others in their team including a reflection on the team process as a whole. This review creates an opportunity
for self-reflection as well as reflection on working with others, an important element in closing the loop on the
experiential learning experience. According to Stefano et al. (2016), once a person has some experience of a task,
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gaining further experience with that same task is not as beneficial as discussing and reflecting on the numerous
experiences associated with it. They argue that until time has been taken to truly reflect on a given task and
articulate and organise it for future improvements, other immediate experiences may fail to be reflected on, as
“individuals largely prefer doing to thinking” (p. 4).

The 16-week delivery of the paper involved a team of three lecturers, who delivered four two-hour classes per
week. The workload was heavy for learners, so dividing them into teams of four to five, with the work equally
shared, helped address these challenges. According to Cole (2019), teams can achieve more together than they
can alone and, on the whole, people enjoy being part of a successful team.

Of the four classes per week, one was concentrated on data skills, two others on research design and the
fourth was a tutorial. In the first two weeks, learners complete a team agreement to establish team behavioural
guidelines, expectations and accountability. This process is overseen by the lecturer involved, and all teams are
alloted a supervisor to meet with on a weekly basis. The first eight weeks are lecturer-directed and involve team
formation and problem-solving skill acquisition, while learners work with a business. Learners spend the next two
weeks collecting and analysing data associated with their project and writing a report. At this stage of the course
design the lecturers take on the role of supervisors, meeting with the teams on a weekly basis.

According to Oinam (2017), using the student-centred approach to teaching and learning focuses on innovative
methods of teaching, with an emphasis on effective communication and students actively participating through
problem-solving, using critical and reflective thinking and being involved in their own learning. According to
Educational International (2010), student-centred learning comprises the following elements:

e The reliance on active rather than passive learning

*  Anemphasis on deep learning and understanding

* Increased responsibility and accountability on the part of the learner
*  Anincreased sense of autonomy in the learner

*  Aninterdependence between teacher and learner

e Mutual respect within the learner-teacher relationship; and

*  Avreflexive approach to the teaching and learning process on the part of both the teacher and
the learner. (as cited in Oinam, 2017, p. 29)

Reflection processes are built into the structure and layout of the paper and are intended to inform and guide
the learners to analyse, digest, learn from and articulate their experiences by linking them with the theory relating
to emotional intelligence, experiential learning and personal growth in team environments. This approach is
supported by Schedlitzki (2019), who asserts that the lifelong process of critical reflection is an opportunity to
evolve the leadership practices and decision-making processes that managers and co-workers engage in regularly
and that are beneficial for learners in their daily practice.

FINDINGS

At the end of the |6-week process, it became clear through reading the learners’' reflections that there was
discontent and resentment in some teams where conflict had been avoided and not confronted. According to
Cole (2016), avoiding conflict ignores one's own and others’ concerns. Often the team agreement is completed
at the start of the course, but is not referred to again, meaning that meetings may not maintain structure, based
on a lack of expectations. As a result, there can be a lack of accountability and responsibility both for individuals
and team tasks. This new semester paper had been taught three times to date, and it was evident that the biggest
challenge learners faced was working successfully in their teams.
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The IOP paper also focusses on teaching emotional intelligence skills, using the Goleman and Boyatzis (2017)
model (See Figure I). Goleman and Boyatzis (2017) focus on individuals with an array of emotional intelligence
capabilities that are well balanced and targetted to help leaders face tough challenges. These capabilities need to
be learned to enable the development of professional performance as a leader, at work or in an applied project
situation. In addition, Pipera et al. (2019) demonstrate the relevance of emotional intelligence development during
university studies to enhance the learner’s prospects of a successful professional business career. While developing
emotional intelligence is not a specific learning outcome of the paper, it aims to further learners’ skill development
and capabilities insofar as it applies to knowledge creation and awareness.

Emotional Intelligence Domains and Competencies

SELE-
MANAGEMENT
Emotional Influence
self-control
Empathy
. Coach and mentor
Adaptability
Errllztional Conflict
self-awareness _ management
Achievement
orientation
Organizational Teamwork
awareness
Positive outlook Inspirational
leadership

Figure |. Emotional Intelligence domains and competencies (Goleman & Boyatzis, 2017).

One of the learning outcomes of the IOP paper specifies that learners will participate effectively in a variety of
team roles, and the role of lecturers and supervisors is to help the teams to learn how to manage themselves.
According to Dyer et al. (Dyer et al,, 2013), four factors are required to manage teams to achieve superior
performance, as shown in Figure 2.
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CONTEXT

The need for teamwork, type of
team, and the culture, structure
and systems that support
teamwork.

CHANGE COMPOSITION
The team’s ability to TEAM Team members, skills,

monitor its performance PERFORMANCE experience and motivation,
and make changes as as well as team size.
needed.

COMPETENCIES

The team’s ability to solve
problems, communicate, make
decisions, and manage conflict.

Figure 2: The four C’s of team performance (Dyer et al., 2013).

By managing the characteristics of each ‘C’ of the model (Figure 2), the team can develop high-performance
behaviours. All these behaviours are desirable aspects and outcomes for the learners.

DISCUSSION

We have seen that discontent and resentment within teams is a common factor. According to educational
psychologist Bruce Tuckman (1965), teams must move through specific stages of team formation in order for
them to develop high-performance behaviours. These “forming, storming, norming, and performing” stages are
all necessary in order to create team synergy, a concept wherein “the whole is greater than the sum of its parts”
(Federer, 2013, para. 2). The leader has an important role in utilising the powerful combined effort of the team
to achieve its goals. According to Black et al. (2019), tasks and interpersonal relationships are more effectively
managed by high-performing teams, demonstrating team performance and effectiveness. However, in our study, a
number of factors during the teaching process stalled the teams, and many of them were not able to move beyond
the “storming” stage, or fluctuated between "norming” and “storming”.

Refering to Figure 2, Dyer et al. (2013) assert that teams need competencies in order to clearly articulate the
team’s goals and metrics, communicate effectively, give appropriate feedback, build trust and commitment, and
resolve disputes and disagreements in the team.

Aversion to working in Improving Organisational Performance teams

During the delivery of the paper we observed that some learners disengaged with other members of their team,
thereby avoiding communicating effectively; they did not give feedback and were unable to meet deadlines or
produce high-quality work.
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Change without consultation

One particular problem was observed when team members were contributing individually to the report. Different
levels of academic ability were displayed, with some students having a poor understanding of academic writing,
APA referencing, giving and receiving feedback and handing in their draft work on time. Evidence from reflection
undertaken in the groups led the lecturers to observe patterns of behaviour within the teams. Poor individual
performance only becomes evident once the first draft of academic writing is presented. Learners who have spent
their first year in the Business School are more aware of the academic expectations required by Otago Polytechnic.
The diverse academic abilities within the teams create immediate concern from high-achieving students who strive
to do well. Based on feedback received from their reflections, their first instinct is to correct and rework the draft
submissions from the other learners’ contributions. These changes, often corrected without consultation, cause
polarisation and resentment within the group. According to Barnett and O'Rourke (2011), team members who do
not feel included often withdraw, create subgroups or become inactive. This act of undermining within the team
is two-fold in nature — it indicates a lack of social awareness and empathy on the part of the team member who is
changing colleagues’ work; and a lack of organisational awareness, teamwork and expectations on the part of the
learner who has had their work rewritten.

Missing in action

The lecturers also observed the effect of team members’ absences on the dynamics of each of the teams. The
teams are instructed to have a weekly face-to-face meeting, take minutes and record their action points in a shared
document. Team members inform each other via Microsoft Teams when they are absent. Those diligent learners
who consistently attend classes often take on a tutoring role and bring other learners up to speed on missed
content. This often leads to confusion through misinterpretation of the work missed, delays in completion of
work and general discontent from those learners who attend conscientiously. Depending on the diligent learner’s
self-awareness of their “relationship management” (Figure 1), they will take on a mentoring and coaching role to
some extent. Often the diligent learner resents this additional workload until it is pointed out to them, on an
informal basis, that their own personal growth and development is benefitting. Goleman and Boyatzis (2017)
note that learners may be sensitive to others’ needs and be problem-solvers, but may not yet have developed the
emotional intelligence to give critical feedback to colleagues, “the courage to ruffle feathers and drive change, the
creativity to think outside the box”" (p. 3). This is not their role within the team either.

The new design for the paper

The paper redesign is focused on the teams “learning by doing and reflecting” on the learning process. The
lecturer’s role is to observe the group dynamics, the interactions, and actively listen to the learners’ questions,
offering advice and assisting them to problem-solve their challenges. Lecturers need to recognise the personal
growth opportunities that occur for learners who step up into leadership roles and articulate this, so that learners
become aware of the links between their own practice and the theory that is being taught.

The revised paper structure and new learning opportunities for the learners are based on the lecturers’ reflections
on the learners’ resistance to working in diverse teams, as well as on the work of McHann and Frost (2010), the
PDSA Model for Improvement adapted from Deming's PDSA Cycle (Langley et al., 1994), Otago Polytechnic’s
Integrating Experiential Learning into Business courses, and the Four C’s of team performance (Figure 2). The
Teaching as Inquiry model (Ministry of Education., 2007) (Figure 3) helped the lecturers to reflect while they
were facilitating and to come up with better ways of helping the learners process their learning, and for lecturers
to enquire about the impact of their teaching on their learners. The concept of ako (“to teach and to learn”) and
the contributions the learners bring to the class environment were also reflected on by the lecturers, as the value
of ako lies in the reciprocal and integrated relationship between learner and whanau (Hikitia, 2008, as cited in
Ministry of Education., 2020).
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Teaching as Inquiry

Teaching Inquiry Teaching )
What do | need to ' z -
know and do? Learning
Learning Inquiry
Focusing Inqui What is the impact
gingary of the teaching and
What do students learning?

need to learn?

Is there something else | need to change?

What are the next steps for learning?

Figure 3. The Teaching as Inquiry model. Source: New Zealand Curriculum, Ministry of Education, 2007, p. 35.

Deming's Plan, Do, Study, Act model and structure (The W. Edwards Deming Institute, 2021) was used as part of
the redesign of the IOP paper and will be adopted as part of learning processes. According to Chicquette (2010),
learners can apply the model's planning stage to assessment and data analysis, adding a plan of action based
on their limited evidence, using milestones to assess if their goals and objectives are tracking well and adjust if
necessary. The model could also be applied as part of their project management plan to keep track of and assess
their own quality improvements.

The Plan cycle stage (see Figure 4) could be used to develop a quality development plan or project management
plan. In this stage, the teams are “forming” — setting out their expectations, designing a team agreement and
assessing individual strengths and weaknesses. Meeting times are set up, with role allocation and delegation of
tasks. The cycle continues in the Do stage and the plan is implemented; this stage could be the “storming” stage
of Tuckman'’s (1965) theory. The Study stage allows for a review of the plan against the assessment criteria and
criteria set by the supervisors in the weekly meetings; at this stage the teams should be “norming” and starting
to become productive. The final stage is Act, where the plan is modified to meet the assessment criteria, with
feedback from the supervisors; there may be some movement back to the “storming” stage here, or a shift to a
state where the team is "“performing” well together (Chicquette, 2010). Much of this progress is dependent on
individual motivations, levels of self-awareness and previous academic experiences.
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If the School of Business can implement the strategic move of preparing students for academic success prior to
IOP commencing each semester, then this could assist with their self-confidence and adjustment to a new learning
environment.

Act Plan Model for Improvement
* What changes e Objective. What are we trying
are to be » Questions to accomplish?
made? and predictions. How will we know that a
* Nextcycle? < Plan to carry out change is an improvement?
the cycle (who,
what, where, when). What change can we make that

will result in improvement?

\. /

Study Do
* Complete the e Carry out the plan.
data analysis. * Document problems,

» Compare data  and unexpected Act Plan
to predictions. obsgrvatmna
* Summarize « Begin data study Do

what was analysis.
learned.

Figure 4. The PDSA Cycle and Model for Improvement (Langley et al., 1994).

FUTURE WORK

The IOP paper will continue with the theoretical teaching component — introducing the course outline, reflective
journals and theories — thus enabling learners to acquire the important information they need about the course
subject matter (context).

Weekly meetings with both lecturers to engage in question-and-answer sessions, with problem solving and
re-phrasing the learners’ questions back to them, will continue, as they assist learners with their interpretation of
the important information derived from the course. Changes in the structure of the weekly meetings will be made
to encourage the learners to engage in making journal entries about an idea, concept or principle that they have
learnt during the week, presenting a two-fold learning opportunity. Firstly, learners are able to reflect on and apply
or begin to apply some of the learning from their studies during that week to their personal or professional life; and,
secondly, drawing on their immediate experiences, they are providing evidence for themselves that they will be
able to look back on and recall for their reflective assessment at the end of the paper. The learners will be asked
three questions to help them focus, be directed in their answers and reflect on their performance as a team so
far: What did you achieve last week? What do you plan to do this week? What are your challenges? The meetings
will be learner-led, with a rotation of team members chairing the meeting each week, ensuring that all students
are being held accountable and taking some leadership role within their team. Additional time will also be spent
on the effective use of journalling as a reflective tool. According to McHann and Frost (2010), “‘this [reflective] tool
can be put to powerful use to teach application and inculcate habits of learning by doing” (p. 6).

Additional emphasis will be focused on the team agreement and its purpose as a working document that must
be brought to each team meeting; this will have the benefit of assisting learners to project-manage weekly
face-to-face meetings using an agenda and minutes. According to Barnett and O'Rourke (2011), because it is more
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difficult to gain “shared meaning” within a diverse team, it is important for the lecturers to spend time in helping
the teams to pinpoint their strengths and weaknesses and draw up their team agreement with their explicit
expectations of how each member will take responsibility and accountability in their roles. It was recognised that
during high-pressure moments, such as learners analysing their data and the challenging task of working together
collaboratively, lecturer support becomes more crucial for learners. This is often the time when some of the
learners disappear or are unable to prioritise their different workloads, and so conflict can occur. According to
Barnett and O’'Rourke (2011), it is important for learners to balance too much conflict against too little conflict in
order for them to achieve synergy, and so that the collective and collaborative approach to working productively
can assist in achieving team outcomes.

New ideas about how to counter the problem of different levels of academic understanding within each team will
be trialled by introducing in-class exercises where all learners are given pieces of academic work to give feedback
on, with the opportunity to discuss them in-class under the direction of the lecturer. Learners will next create
a piece of academic work based on their first assessment — a draft of the research methods that they will use —
and then distribute it among the team for feedback. While this activity could help to identify areas of academic
weakness, it also offers a learning opportunity about how best to give constructive feedback on work among team
members.

The importance of doing and the nature of real application are key to gaining employability skills and achieiving
team cohesion (Moen & Norman, 2010). McHann and Frost (2010) assert that learning how to apply learning
must be self-directed and “caught” rather than “taught.” The challenge lies in observing this self-taught learning,
identifying it and discussing it to determine whether it encompasses a positive or negative observation of the
individual or group dynamic. While the team should try to be self-managing, the course lecturers are able to
intervene when required.

The interventions associated with the redesign of the IOP paper will continue to be monitored through lecturers’
reflective practice, learner feedback and considerations relevant to the future employability of the learners.

Helen Geytenbeek is a senior lecturer in the School of Business at Otago Polytechnic, specialising in business and
tourism with a special interest in course design. Her extensive industry experience underpins and informs her
theory and practice. Learners benefit from her expansive networks.
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postgraduate degree and supervises masters and doctoral students in Capable NZ.
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EMBEDDING CRITICAL THINKING IN INFORMATION
TECHNOLOGY NUMBER SYSTEMS STUDIES: REFLECTIONS
ON TEACHING BINARY AND DECIMAL CONVERSIONS
WITHIN A FOUNDATIONAL DEVELOPING COMPUTER
APPLICATIONS COURSE

John Mumford

INTRODUCTION

Critical Thinking (CT) is integral to the teaching of information technology (IT) at the Southern Institute of
Technology in undergraduate- and particularly at postgraduate-level programmes. The skills and dispositions
involved in CT provide a lifelong toolkit for academic studies and for adaptation to the changing needs of
technology in the workplace. The National Education and Learning Priorities and the Tertiary Education Strategy
advocates CT at early childhood, primary, secondary and tertiary levels of study (Tertiary Education Council,
2020). Definitions and perspectives about CT vary, but its importance for students and teachers is likely to be
enduring.

The Programme for International Student Achievement, which incorporates CT, aims to assesses the ability to
skilfully apply reading, mathematics and science knowledge to address real-world problems (OECD, 2021). Dan
Finkel, a speaker, math game designer, master teacher, writer and developer, who is dedicated to the transformation
of mathematics education, confirms that, traditionally, within the mathematical domain, “There’s no room to
doubt or imagine or refuse — so there's no real thinking here” (TEDx, 2016). We need people who can think and
problem-solve to deal with the rapidly changing world and continuously adapt themselves to new technologies.
Now, more than ever, we need more critical thinkers. From school level to tertiary level, our numerical and data-
rich world requires the application of CT and IT to empower individuals to manage their lives and careers. CT,
like playing music is, to some extent, a set of skills that can be learned with guidance and practice. CT can also be
applied to concepts, their rationale and, ultimately, to their underlying assumptions.

CRITICAL THINKING IN INFORMATION TECHNOLOGY

In the context of IT education, real-life challenges include computational thinking which, as a core skill, is more
than just following or coding an algorithm. Doleck, Bazelais, Lemay, Saxena and Basnet (2017) identify five
computational thinking competencies: algorithmic thinking, cooperativity, creativity, critical thinking and problem
solving. Although it would be possible, but not desirable, to teach algorithmic thinking in isolation from CT, why
not embed CT within number systems studies and create both present and future benefits for our students?
Why should we follow mathematical procedures uncritically and often passively! Admittedly, we need proven
algorithms that can be readily applied to given tasks to consistently produce the correct answers. However, let's

Scope: (Teaching & Learning), 10, 2021



think about how some notable scientists and thinkers with deep knowledge of their domains frequently question
such approaches. Such questions can lead to new ways of understanding procedures and may open the way to
less explored areas of science.

The concepts associated with mathematical procedures are the vital link to asking, why does it work? Or perhaps,
why should it work? What are the logical bases for such concepts? We may even ask, why does it matter if we
understand the concept underlying a procedure, if we can get the right answer!? Admittedly, “Theory without
practice is empty; practice without theory is blind” (Ako Aotearoa, 2021).

This article outlines the teaching strategies forming the basis for a series of lessons on number systems in IT,
students’ responses, teacher reflections and ways of promoting and modelling CT for a pre-degree course in
computer applications.

CRITICAL THINKING IN THE CLASSROOM

The session started on a Monday morning on campus with ten New Zealand Certificate in Information Technology
Essentials (Level 4) students. Noting that there were several mature students with prior computing experience
among the school leavers in the class, | could see an opportunity to draw on their work and life experiences to
inform a fresh approach to teaching number systems conversions. Some students would be revisiting semi-familiar
material and others would be returning to education after some years of employment, and perhaps had never
dealt with this topic. This seemed to be an ideal opportunity to present the material with a questioning approach
at the outset to foreground CT, rather than defer it to more advanced courses. Students familiar with number
systems conversion procedures would revisit why and what assumptions we start with, rather than just how we do
the conversions. Mature students returning to study bring with them the benefits of life experience and frequently
ask, Why do | need to learn number systems conversions! How could it be useful in an IT applications course?

The lesson commenced with a short sequence of 0's and |'s written on the whiteboard — for example, 101,
followed by a prompt to the class to comment on what it means to them. This revealed the assumptions that
were made (or had to be made) to create some agreed meaning. We then reviewed the values and positions
of the decimal columns which frame our shared understanding of what we assumed had been written down.
Thus, "learning takes place when new information is built into and added onto an individual’s current structure of
knowledge, understanding and skills” (Pritchard, 2009, p. 17). Naturally, this led on to further sessions involving the
range of number bases — for example, the octal and hexadecimal systems used in computing and the implications
that may flow from these.

The next class began illustrating the principles of the denary number system and how they might also apply to
other systems such the binary system. We considered the value or ‘weight’ of the columns and the range of digits
that could meaningfully be used within each system — for example, O to 9 for denary, O to | for binary. This then
naturally led to noting that the number of columns needed was driven by the range of numbers that we needed
to represent. Of course, bits and bytes were already familiar terms for the students, and thus groupings of 8 bits
flowed from such thinking. We looked at several examples of numbers within these systems and observed that
there seemed to be a relationship between the maximum number in each set of columns — for example, 99, is the
same as 100, the next column to the left, minus one. We tried this with binary, to see if it held true. For example,
3, isthe same as 4, -1 or Ol1, = 100, — 001, visually (without carrying or borrowing).

By this time, the class was beginning to get curious about how we could know which number system we were
using at the outset. It was encouraging to see small gimpses of CT being shown here — what must be assumed
to proceed with such number systems conversions! Do people always state explicitly what number base they
are using? But thankfully the class felt that there was inconsistency here, and that computers were logical and
completely consistent. We agreed that making a practice of explicitly writing the number base as a subscript (thus
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101,) would be better, especially when the base could be 8 or even 6. We began to see just how valuable CT
is, even in the middle of ‘number crunching.’ In the context of experiential learning theory, teachers acting in the
subject expert role “often teach by example, modelling and encouraging critical thinking” (Kolb & Kolb, 2017, p. 18).
Several conversion examples were worked through with the students noting the importance of writing the
number base explicitly and of taking care about verbalising incorrect statements — for example, 101, was not “one
hundred and one” in binary, but “one zero, one” in base two (binary).

After experiencing other non-denary number systems in their hardware and web design classes, the students
were beginning to see the benefits of grasping the principles of these differing (but related) number systems,
and enjoying the buzz of becoming proficient in converting between them as required. It seemed that these
curious number systems found uses in hardware addresses, network addresses, red green blue (RGB) hexadecimal
number codes in web design, and even in programming.

We finished the week with a view to further develop converting between number systems and to discuss various
algorithms orinvolve CT to question standard routines and to experiment with informal ‘eyeballing’ methods. The
students thought that that sounded a little unstructured and not particularly ‘algorithmic.” However, as they began
to try out other strategies to convert between number bases with varying success, it started to become clear
that established approaches to conversion had good bases. Despite knowing what would work, inviting them to
experiment by trial and error helped the students to grasp the computer rationale for standard approaches, while
acknowledging that a numerate human could work backwards from the number given to get the correct answer,
without necessarily following a strict algorithm. This tapped into their creativity and problem-solving dispositions,
while they co-operated on set exercises to arrive at the correct answers.

Slowly, but surely, the explicit embedding of CT was stimulating the students to approach an apparently routine
topic with a more open, and sometimes playful, disposition. It was encouraging to see the beginnings of CT stirring
within students, even in a foundational computing course. Also, it was reassuring to sense that the sessions catered
for various learning styles (Honey & Mumford, 1986) including those who prefer to learn by doing (activists), those
who stand back and observe (reflectors), those who like to see how things fit into frameworks and concepts
(theorists) and students who are happy if a method works (pragmatists).

OBSTACLES TO LEARNING

Several obstacles were encountered as we worked through conversion examples. Using the standard ‘divide and
remainder’ algorithm, the concept and practice of integer division caused some confusion. For example, using
integers for simplicity, dividing say 10 by 2 for binary conversion repeatedly until we cannot (meaningfully) divide
any further, generated some interesting discussion. The result sequence produced remainders of O and | at various
steps. But why can't we take 5/2 = 2.5 and use this to arrive at the correct answer? Do we have to use division?
What about starting with 10 and performing repeated subtraction until that process naturally finishes! These
are all valid points and after some experimentation, the repeated subtraction method was most preferred. The
students began to realise that we had made (or needed to make) simplifying assumptions to proceed with the logic
of number systems conversion. Yet again, CT was surfacing with logic and assumptions.

The second obstacle was knowing which digit we start with to populate the columns to get a correct answer.
Trying to fill the columns up starting at the unit (ones) column seemed easier — but then did not produce the right
answer. Interestingly, even after the students became quite proficient with the conversion process, doubts were
still present about where this could lead. Perhaps O and | could be used to indicate not only number values but
electrical states, since digital devices used on/off-type processing. By being open to other perspectives, we were
unwittingly making small steps in CT skill development.
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CONCLUSION

Institutes of technology focus on vocational education and training. Application and qualification in [T courses aim
to develop technical and soft skills for further study or employment. The embedding of CT in teaching and learning
at the Southern Institute of Technology encourages students to challenge themselves and their often-hidden
assumptions about the topics they study, the concepts that are needed and the dispositions that accompany
them. This article has outlined some of the teaching and learning approaches | use with CT foregrounded, and
my reflections on various perspectives of number systems conversions. All the students achieved their learning
outcomes, with the added value of CT to take with them on their academic or employment journeys. Not only
did the students graduate with their New Zealand Certificate in Information Technology Essentials (Level 4), but
this course prepared them for undergraduate study and beyond by embedding CT in a relatively simple context
of number systems conversions.

John Mumford is an Information Technology lecturer at the Southern Institute of Technology. His research interests
include teaching innovation, mathematics education, adult literacy and numeracy and postgraduate Information
Technology education. John has a Master of Adult Literacy and Numeracy and is committed to empowering
learners to develop their critical thinking capabilities.
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EFFECTIVE FORMATIVE ASSESSMENT STRATEGIES
CONTRIBUTE POSITIVELY TO THE WORK-READINESS OF
NEW GRADUATES IN HIGHER EDUCATION

Tara Malone

INTRODUCTION

Assessment has long been viewed as central to the student's experience; historically, pedagogy demonstrated
that teachers teach to the test, students learn for the test, and curriculum is often designed to support and
guide both functions. Assessment defines what students view as being important, with a focus often placed on
assessment preparation as opposed to class attendance (Gibbs 2007a, cited in Price et al., 2011). Student outcomes
were mainly viewed as being related to intellect and effort, rather than the need for institutions to cater to the
student’s individual needs (Wiliam, 2011). Assessment was not even considered to be a part of the learning process
(Pla-Campas et al., 2016); rather, it was something ‘done’ to students at the end of instruction. While Gipps (1994,
as cited in Lau, 2016) proposed a complete shift from the intellectual model to the cognitive model, Lau (2016)
suggests that studies by Biggs (1998) and Taras (2005) demonstrate the need for a balance: that summative and
formative assessment should be connected to each other, to the teaching and learning environment, and to the
student.

This article explores current understanding and practices of assessment in the tertiary education sector, and the
implications for practice that sustainable assessment has in equipping students to meet the demands of the real
world.

LIFELONG LEARNING IN A CHANGING SOCIETY

Interest in teaching and learning practices across higher levels of education point to the need for a shift from
passive learning to an active learning model (Boud & Falchikov, 2006), as part of a student-centred approach.
Active learning results in students attaining deep learning and understanding, being responsible and accountable
for their learning, being autonomous and having an interdependent, rather than dependent, relationship with the
teacher (Lea et al, 2003). Literature supports this shift as graduates encounter a competitive market where there
is a demand for lifelong learners (Fook & Sidhu, 2013) who can meet the changing economic and sociocultural
demands of society. These demands include being work-ready, having the ability to think critically, being innovative,
creative and future-oriented (Ministry of Science, Technology and Innovation, 2005, cited in Gerritsen-van
Leeuwenkamp et al,, 2017).

To cite healthcare as an example of these work-ready requirements of industry, new graduates will possess
leadership skills, are self-aware (Allen et al., 2009) and are competent communicators and collaborators (Nursing
Council of New Zealand [NCNZ], 2015). Furthermore, new graduate nurses are expected to be competent in
exercising their professional responsibilities and management of nursing care, and have the ability to form and
sustain interpersonal and inter-professional relationships (New Zealand Nursing Council [NZNC], 2007). The

Scope: (Teaching & Learning), 10, 2021



literature suggests that sustainable assessment, which focuses on equipping students with skills for success in future
assessment tasks, as well as tasks in the ‘here and now,’ is an effective strategy towards achieving work-readiness
(Boud & Soler, 2016).

ASSESSMENT AND LEARNING

Summative assessment, also referred to as assessment of learning, occurs after learning has taken place, and is
designed to assess if students have learned what they were supposed to have learned (Tang & Biggs, 2007; Sadler &
Reimann, 2018; Taylor & Burke da Silva, 2014). These assessments are generally viewed as high-stakes assessment,
with the grade contributing to overall success, or failure, for the student (Yorke, 2003). Formative assessment,
however, defined as assessment for learning (Black, 1986, cited in Wiliam, 2011), takes place during the learning
(Cowie & Bell, 1999, cited in Wiliam, 2011; Sadler & Reimann, 2018; Taylor & Burke da Silva, 2014), occurring within
a partnership between teacher and student, with the purpose of enhancing the student’s abilities to their fullest
potential (Yorke, 2003).

Learning can be considered as a process whereby the student consistently constructs their knowledge, rather
than reproducing knowledge (Barr & Tagg, 1995, DeCorte, 1996, Nicol, 1997, cited in Nicol & MacFarlane, 2006),
with both surface and deep learning occurring not as the result of personality traits, but rather, of the teaching
and learning environment (Biggs, 2012). There is a call for assessment practices to align with this thinking (Boud,
2000, cited in Boud & Falchikov, 2006). Ensuring robust formative assessment processes, which have the ability
to provide students with feedback on their learning, during their learning, leads to improved results for students
in higher education settings (Hattie & Timperley 2007; Lépez-Pastor et al,, 2013, cited in Lépez-Pastor & Sicilia-
Camacho, 2017). This includes empowering them to become self-regulated learners (Carless, 2006, cited in Sadler,
2010). Continuous and qualitative feedback, and peer- and self-assessment as part of the formative assessment
process, are also aspects of a student-centred approach to learning (Lea et al., 2003) and development of the
student’s knowledge of self.

Tang & Biggs, (2007) view effective learning as that which reframes our worldview; this occurs through how we
think about the knowledge we acquire, rather than just the acquisition of knowledge. Because higher education
is the last systematic stage of education, whereby the student can widen their perspective in preparation for life
(Boud & Falchikov, 2006), it is important that student outcomes are maximised. To understand this point further
in relation to work-readiness, the purpose and current practice of formative assessment in the higher education
setting, as part of sustainable assessment (Boud & Soler, 2016), is investigated below.

HIGHER EDUCATION AND ASSESSMENT

Internationally, the Bologna Declaration of 1999 (cited in Pereira et al,, 2016) started a rethink of assessment
processes, launching a move towards a student-centric approach to teaching and learning, where students are
viewed as active learners, able to participate in their own learning, and are critical thinkers. This meant a move
towards assessment processes that developed student autonomy and self-responsibility for learning, including the
practice of self-reflection as a means of reviewing their own learning (Sluijsmans et al., 1999, cited in Pereira et al,,
2016).

Providers of higher education are judged on the quality of their graduates; assessment practices determine this
quality (Boud, 2017). Hence, students focus their learning around assessment. Brown and Knight (1994) confirm
this premise by stating that “assessment is at the heart of the student experience” (cited in Price et al., 2011), and it
is assessment information and outcomes that determine the student’s ability to meet the societal demands placed
on today's graduates. Although support for formative assessment processes in higher education is growing, there
remains a professional culture that associates assessment solely with final grades and examinations (Zabalza, 2003,
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cited in Lépez-Pastor & Sicilia-Camacho, 2017). Boud (2017) describes assessment as having three main functions:
firstly, to verify student performance; secondly, to provide feedback to aid further learning; and thirdly, to build the
student’s capacity to make decisions about their own learning. Sustainable assessment allows the student to utilise
feedback to move forward, not only contributing to what is being learned in the classroom, but also deepening
the learning and evaluative skills required for lifelong learning and successful employment (Bloxham & Boyd, 2007;
Segers & Dochy, 2001, cited in Pereira et al., 2016).

The move towards a more student-centred, continuous form of assessment practice also promotes the use of
group and peer work (Bloxham & Boyd, 2007, cited in MacFarlane, 2016) — again, skills relevant for employment. It
is therefore reasonable to conclude that while summative assessment determines what the new graduate should
know, formative assessment contributes more to developing the new graduate to be prepared for further societal
demands. Additional influences can be traced to the rise of the student engagement movement (MacFarlane,
2016), which led to higher education facilities thinking creatively about how to better engage and retain students;
assessment is itself an opportunity for student engagement. Furthermore, assessment should contribute to
the principal objective of higher education: to develop students’ capacity and enable them to be independent,
self-critical learners, having the ability to evaluate and act on the need for improvement (lon et al., 2017).

Today, assessment is evolving, with a shift in focus from summative assessment towards a more blended
approach to teaching and learning (Sadler & Reimann, 2018); often summative and formative approaches are
used concurrently. Historically, the focus of higher education was on producing small, elitist groups of intellectuals
(Pryor & Crossouard, 2010); conventional summative assessment models measured this intellectual quantum by
setting tests which measured skills, knowledge and attitudes towards goals set by teachers (Gipps, 2012, as cited
in Sadler & Reimann, 2018). The student role was passive and there was little interaction between teacher and
student (Schuwirth & Van der Vleuten, 2011; Shepard, 2000, cited in Gerritsen-van Leeuwenkamp et al., 2017).
Assessment was informed by trait theory, whereby a student’s intelligence and abilities were predetermined,
based on their genetic makeup, and were innate and fixed (Taylor, 1994; Gipps, 1994; Hager & Butler, 1996, cited
in Lau, 2016).

A shift from focussing on intelligence to cognition meant that the process of thinking, reasoning and interaction
with others led to a new way of considering assessment (Shepard, 2000, cited in Lau, 2016). Universities and
other tertiary education providers are now required to cater for a wide range of diverse individuals, who are
creative thinkers competing globally for employment opportunities (Pryor & Crossouard, 2010). A review of the
literature undertaken by Pereira et al. in 2016 suggests that assessment methods in higher education, other than
conventional tests, benefit students learning, including the interpersonal relationship between student and teacher.
While assessment does need to measure achievement and provide quality assurance and accountability for higher
education facilities, it also needs to enhance learning by engaging, motivating and stimulating students, as well as
providing robust feedback (Price et al., 2011).

Research shows that formative assessment impacts positively on students’ learning and final grades (Fisher et
al, 2011; Romero-Martin et al, 2014, cited in Pla-Campus et al., 2016). Formative assessment gives the student
the chance to examine their own learning (Nicol & Macfarlane-Dick, 2006); using effective formative assessment
practices in higher education settings could be the link between learning and the development of work-ready
skills and attributes. The major elements of formative assessment, as outlined by Wiliam (2011), are the provision
of effective feedback; the active involvement of students in their own learning; consideration of assessment
results in teaching practices; recognition of the effect assessment has on motivation and self-esteem; the need for
self-assessment; and an understanding of how to improve (Wiliam, 2011). Good formative assessment processes
involve the active partnership between teacher and student to enable the best performance by the student
(Rushton, 2005; Windstone & Boud, 2018). Self-regulating the learning process is part of the student learning to
learn (James, 2015, cited in Lysaght, 2015; Senye-Mir et al,, 2016).
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Formative assessment processes, in particular feedback, are viewed as the most powerful enhancer of learning
(Hattie, 1987, cited in Rushton, 2005; Tang & Biggs, 2007; Hattie & Timperley, 2007). However, research and
student satisfaction surveys reveal that feedback is often lacking in both quality and quantity, leading to frustration
and disengagement (Price et al,, 2011; Taylor & Burke da Silva, 2014; Windstone & Boud, 2018). Thus, there is an
onus on higher education facilities to improve practice. By learning to understand what is expected of them to
meet learning outcomes, students, through feedback, learn to self-regulate (Yorke, 2003). In the higher education
context, self-regulation leads to the student’'s empowerment through monitoring and regulation of their own
learning of both internal and external goals (Nicol & Macfarlane-Dick, 2006). Students with a higher level of
self-regulation make better use of internal and external feedback (Nicol & Macfarlane-Dick, 2006), and can better
regulate aspects of their thinking, motivation and behaviours during their learning (Pintrich & Zusho, 2002, cited
in Nicol & Macfarlane-Dick, 2006), in preparation for skills required following graduation (Boud, 2000). The ability
to self-evaluate is therefore integral to learning (Rushton, 2005), especially where deep learning is concerned.

Further to this is the need to align assessment practices with lifelong learning, as the skills and attributes required
of new graduates will evolve further in the near future (Boud & Falchikov, 2006). Students who are lifelong learners
will be more able to adapt to continually meet these changing demands; Boud and Falchikov (2006) suggest that
sustainable assessment (Boud & Soler, 2016), in particular the processes involved in formative assessment, can
contribute to the development of lifelong learning skills.

CONSIDERATIONS AND IMPLICATIONS FOR PRACTICE

Sadler (1989, cited in Fook & Sidhu, 2013) views formative assessment as a tool to give teachers information that
improves teaching, a tool which should be utilised to help students understand how they learn best and how well
they have learned. Formative assessment also enables the planning of individual teaching strategies, the provision
of useful and effective feedback, and gives rise to opportunities for students to reach their potential and assess
their own learning efficiently (Sadler, 1989, cited in Fook & Sidhu, 2013). In essence, formative assessment is a tool
that develops students into self-regulated graduates (Nicol & MacFarlane-Dick, 2006), who are ready to succeed
and meet the demands of society. Given the well-documented importance of feedback, it is concerning that the
literature identifies the giving of feedback, and feedforward, as one of the weakest assessment processes (Carless
et al, 2011; Pereira et al,, 2008; Price et al., 2010; Scoles et al., 2012, cited in O’'Donovan et al., 2016; Taylor &
Burke da Silva, 2014). There are, however, some barriers to the successful use of formative assessment in higher
education that need to be considered, and room for the development of new and innovative practices.

There is a dearth of empirical literature that explores teachers’ understanding of formative and summative models
of assessment (Sadler & Reimann, 2018). However, Maclellan (2001) undertook a study which demonstrated that
while staff had an awareness of and commitment to undertaking formative assessment, many of their practices
did not correlate with demonstrating this, with the emphasis being placed on grading as opposed to students’
motivation for learning. It can therefore be assumed that student learning, through the use of formative assessment,
is largely dependent on the teacher’s engagement with formative assessment (Koh, 2009). Additional to this are
the teacher’s personal values and beliefs about teaching and learning practices (Samuelowicz & Bain, 2002, cited in
Koh, 2009). Furthermore, a study by Lysaght in 2015 found that teachers overestimated their understanding and
use of formative assessment processes, and were reluctant to explore them further for fear of undermining the
quality of their existing teaching, learning and assessment practices.

Cowie and Bell (1999, cited in Yorke, 2003) found that in the secondary school setting, teachers sometimes did not
recognise when they were undertaking formative assessment activities, and so opportunities were often missed;
this may be true also of higher education. In addition, pressure is often placed on teachers in higher education
to direct their attention to summative assessment, which provides institutions with information with which to
measure the demands of accountability, outcomes and quality assurance, leaving little time to focus on how the
student actually learns. Practice, therefore, continues to focus on teaching to the test (Lau, 2016).
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While Falchikov and Boud (2007, cited in Rowe 2011) acknowledge the potential for the generation of strong
feelings attached to assessment, Rowe (2011) investigated the link between emotions and students’ response to
assessment and feedback in higher education. It is known that positive emotions — and sometimes negative ones
— enhance learning, particularly self-regulation and motivation (Pekrun & Stephens, 2010, cited in Rowe, 2017),
attributes identified in this article as work-ready skills.

Feedback has the potential to elicit emotion in both teacher and student. According to Rowe (2017), emphasis
should be placed on the importance of teachers understanding their students, which may be enhanced through
relationships and teaching strategies. However, the teacher’s ability to engage in this process is often hindered by
their understanding of assessment practices (Sadler & Reimann, 2018), academic workloads (Taylor & Burke da
Silva, 2014), and feelings of inadequacy in their ability to deal with emotions (Rowe, 2017). A more student-centred
approach, in line with developing real-world skills, involves enhancement of the student’s ability to self-manage
and better utilise their emotions (Rowe, 2013, cited in Rowe, 2017). Evans (2013) also emphasises the need
to acknowledge the affective component of giving and receiving feedback, particularly the connection between
emotions, cognitive and conative processes and, indeed, resiliency (Rowe, 2017).

Strategies such as e-assessment feedback, via a variety of digital technologies, allow opportunities for effective
feedback in large cohorts (Gikandi et al., 2011, cited in Evans, 2013). There is a positive impact on student outcomes
through the use of feedback experiences that are relevant to students of this generation of “digital natives” (Gilbert
et al., 2001, cited in Evans, 2013). However, emphasis needs to be placed on the training and instruction given to
students, and teachers, for this type of feedback to be effective (Evans, 2013). Podcasts, as tools for feedback, also
need to be considered, given their potential to promote efficacy in both individuals and groups (McSwiggan &
Campbell, 2016). Other strategies include the use of clickers in large lecture situations (Ludvigsen et al., 2015) and
online games, discussed by Broussard (2012), as innovative ways to formatively assess.

Formative assessment and game-based learning share seven common aims: to promote active learning
environments; support the use of frequent and immediate feedback; provide intrinsic motivation; allow
opportunities to practice and test knowledge without consequence; support scaffolded learning; encourage
reflection and problem-based critical thinking; and provide opportunities for social learning. Other tools for
assessment and learning, such as portfolios, have been found to enhance self-regulation and development of
learning skills, and e-portfolios have the ability to provide timely feedback to the student (Beishuizen et al.,, 2006).

Although Nicol (2009) posits that the student enters higher education with the ability to self-regulate, Alkaher and
Dolan (2011, cited in Evans, 2013) suggest that all students need assistance with aspects of self-regulation to benefit
their learning. To enable students and teachers to ascertain what that assistance is, they firstly need to understand
the student’s ability to make judgements about their learning, and strategies used to develop learning (Lew et al,,
2010, cited in Evans, 2013). Weurlander, et al., (2012) found that continuous formative assessment opportunities
impacted on students’ success by making them aware of their own learning and their contribution to that learning;
however, consideration needs to be given to student workload and creativity in planning assessments. These
findings are supported by a study undertaken by Hernandez (2012). Rowe (2011, cited in Ekholm et al., 2015)
suggests that in higher education settings, the student’s perception of feedback is especially important; given the
often-large cohorts involved, this may be the sole source of relationship with the teacher.

CONCLUSION

While formative and summative assessment both have merit in the higher education setting, there needs to be
a balance. Measuring what the student knows in order to meet the increasing demands for (both internal and
external) institutional credibility, accountability, retention, completion, and quality assurance cannot usurp the
importance of providing equality and equity for a diverse range of lifelong learners to reach their fullest potential.
Graduates need to be adequately prepared to meet the global economic and societal real-world demands that
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they face. This article highlights how formative assessment can be used as an effective strategy to promote
self-regulation and the graduate’s preparation for the real world, but there is considerable work to be undertaken
to ensure that students and teachers have a clear understanding of what formative assessment entails.

The literature supports the hypothesis that formative assessment can contribute to the work-readiness of new
graduates in higher education by encouraging deep learning and fostering a lifelong learning approach; developing
the student'’s ability to self-regulate, self-reflect and attain self-efficacy; and generating opportunities to enhance
interpersonal skills through teacher—student relationships. Being work-ready means having the ability to think
critically, be innovative, creative and future-oriented (Ministry of Science, Technology and Innovation, 2005, cited
in Gerritsen-van Leeuwenkamp et al,, 2017), be a competent communicator, possess leadership skills and be
self-aware (Allen et al,, 2009). Effective, informed and purposeful feedback, feedforward and self-assessment are
valid processes to enable this to happen.

[t is impossible to ensure that higher education is moving in the right direction without considering the view
through both the teacher’s and student’s lens. However, there seems to be an inconsistency in the literature
between teacher and student perceptions (Windstone & Boud, 2014), in addition to the value placed on the
role of formative assessment in enhancing real-life skills and the student's knowledge and awareness of this value
— two areas for further investigation. Students (and teachers) need to value feedback and feedforward as a
way of enhancing their learning (Mulliner & Tucker, 2017), not just something received following an assessment.
Thus, higher education facilities need to develop a culture that is inclusive of, and values, formative assessment
as an effective learning tool (Havnes et al., 2012). If graduates need to be future-focussed, critical thinkers, self-
regulators, motivated, innovative, resilient and creative to compete in the real world, so too, then, do higher
education facilities and their assessment practices.

Tara Malone is a registered nurse with a specialty in mental health. She has worked as a nurse lecturer at Te Kura
Matatini o Taranaki for nine years, is currently completing a MEd, and is passionate about developing strategies to
identify and overcome barriers to success for students in higher education.
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A STARRY STARRY NIGHT: LEARNINGS FROM A
MULTICULTURAL MATARIKI DINNER HOSTED BY A
COHORT OF INTERNATIONAL STUDENTS

Roz Tocker

INTRODUCTION

Over several years of teaching mostly international students in hospitality programmes, it has become increasingly
apparent that most struggle with concepts of tikanga Maori (customary values and practices) in the classroom.
Furthermore, a great many intend to make Aotearoa New Zealand their home and, as educators, it seems morally
incumbent on us to help them understand the unique dual heritage and culture into which they will be settling.
International students arrive having their own set of values, but we need to enable those students to absorb our
morals and ethics, too, to be truly exposed to them, and to understand that all cultural values have synergy: they
can overlap. Butcher and McGrath (2004) point out that often international students will arrive in a new setting
with a myriad of complex predicaments and expectations. These may include language and financial issues and
an awareness that, somehow, they need to become assimilated into a society which is sometimes discriminatory.

This article describes how, through a Matariki dinner/banquet, a large group of Level 4 international food and
beverage students at Toi Ohomai Institute of Technology were taught, and learnt, about the Maori cultural values
of the institution. The initiative has led to epiphanies for both teacher and students, and has completely changed
my own teaching pedagogy.

BEING NON-MAORI
As a non-Maori academic staff member, | strive to live bicultural values within our own Toi Ohomai principles:

Whanaungatanga — we build and nurture relationships and connections; Toitlitanga — we
are humble in our pursuit of excellence; Kotahitanga — we are united towards our shared
purpose and lastly Manaakitanga — we uphold and strengthen the mana of others and
our communities (Toi Ohomai Institute of Technology, 2021, Our values section).

While | am learning new ways to think and feel in my professional role, | can understand a little of how international
students must feel, encountering a whole new realm of often tacit knowledge. My starting point with this project
came from ques