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Abstract

A strong higher education (HE) system plays an important role in a successful nation's economy and

society (Browne 2010). The Leitch Report (2006) emphasised the role of HE in developing the world

class skills required to achieve prosperity in an increasingly competitive and rapidly evolving global

economy. However, literature suggests that HE institutions (HEIs) are not sufficiently preparing their

students for the world of work, and that more needs to be done to better equip students for the

requirements of employment (Adecco Group 2012, Blair 2006, Gillinson and O'Leary 2006, Nguyen

et al. 2005, The Institute of Directors (100) 2007). Despite the requirements of the government and

employers regarding graduate employability being well documented, the perceived needs of students

and graduates are less well researched (Barnett 2007, Crebert et al. 2004, Mason et al. 2003, Sleap

and Reed 2006, Yorke 2006). The HE employability agenda should understand students' perceptions

of their HE experience to better design programmes that adequately prepare them for the requirements

of the labour market (Burgess 2007, Denholm 2011, Kay et al. 2007, Nguyen et al. 2005, UKCES

2009). Utilising the perceptions of HE students and graduates, this research programme aimed to

identify what more can be done to prepare students for the world of work and diminish the apparent

skills gap that exists between HE graduates and the world of work requirements. To do justice to the

complexity of these issues an in-depth qualitative research approach was utilised (Johnston 2003, Tod

et al. 2007). The research programme broadly consisted of three phases:

1. Phase 1 involved interviewing 17 Liverpool John Moores University (LJMU) School of Sport &

Exercise Sciences (SSES) alumni about their attitudes regarding the purpose of HE, the impact

their HE experience had in preparing them for the requirements of the world of work, and what

more can be done to prepare students for their post HE lives.

2. Phase 2 utilised an ethnographic research approach and was conducted in two parts. Part 1

involved participant observation within the SSES student learning and teaching (L&T)

environment and culture, and aimed to determine what the SSES curriculum provides in

preparing students for the post HE world. Part 2 involved conducting focus groups with final

year SSES undergraduate students regarding their experiences and perceptions of the

employability focused L&T opportunities provided.

3. Phase three involved interviewing 11 SSES graduates at the end of their undergraduate university

experience about their attitudes regarding the purpose of HE, and their evaluative perceptions of

the SSES course from the perspective of L&T and post HE preparation.

Phase 2 found that the SSES had responded to the demand of the competitive graduate job market and

developed a three stage employability model that involved opportunities to prepare students for post

HE. This included personal development planning (PDP), careers sessions, guest speakers, a

placement and reflective practice. The SSES were perceived to be proactive in providing



opportunities, advice and encouragement to help students develop personally and professionally.

However, the research also demonstrated that students are not engaging sufficiently with these aspects

of the curriculum Yorke (2006) notes that the provision of opportunities to develop employment

prerequisites does not guarantee that such development occurs, and that it cannot be assumed that

students are employable on the basis of curricular provision alone. Students' lack of engagement was

explored through phases 1, 2 and 3 by gaining a better understanding of students' attitudes to L&T

within their university culture. This understanding and the subsequent recommendations can be

utilised to diminish the dissonance between SSES provision and students' engagement, and determine

how the SSES can promote effective learning and post HE preparation within the SSES curriculum.

Phase 1 and 3 of this research programme demonstrated that students generally envisage that HE will

develop them personally and result in them feeling more prepared for their lives post HE. Since

students are orientated to pursue their degrees and post HE preparations in different ways, HEIs need

to ensure that they understand and meet the aspirations and needs of the broader student population

(Barrie 2007, O'Regan 2009). Understanding the individual needs of students and providing them

with the post HE nurturing and support they require will result in them being better prepared to meet

the requirements of the working world, which will in tum lead to a more skilled workforce that can

enhance the economy and society (Barrie 2007, Brennan et al. 2005, Martin et al. 2000, Minten 2010,

O'Regan 2009). Critically, such student support needs to be orientated around an enhanced student

awareness of the relevance and value of what they are learning and how it relates to the post HE

world. Specifically, students need to be engaged with an effective support network that is grounded in

the competitive reality of the world of work, the reality and outcome of their degree, the world of

work requirements, and the importance of engaging in curriculum interventions that prepare students

for the world of work. Alongside enhancing awareness, students need to be supported and guided

through the process of determining and appropriately preparing for their individual post HE

aspirations. This process should involve gaining an awareness of the wide range of post HE

opportunities that are available, consideration of how these options fit students' individual needs, and

gaining some experience of those opportunities.

To better prepare students for post HE and diminish the gap that exists between the skills graduates

gain from the curriculum and the requirements of the world of work, there needs to be a closer fit

between the two. In essence, the world of work realities and requirements need to feature more

centrally within HE L&T culture and content to enhance the employability relevance and value

students attach to their degree programme.
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Chapter 1: Introduction, literature review and research design
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1.1 Introduction

This PhD thesis discusses the research programme that has being conducted in association with

Liverpool John Moores University's (LJMU) Higher Education Academy (HEA) funded National

Teaching Fellowship (NTF) project; 'Developing Learning and Assessment Opportunities for a

Complex World' (appendix I).

http://www.limu.ac.uklntflindex.htm

With a subject focus on sport, exercise, dance and physical activity, the NTF project spans

programmes in the School of Sport and Exercise Sciences (SSES) and the Faculty of Education,

Community and Leisure (ECL) (Thompson et al. 2008). This PhD thesis focuses on the research

programme conducted by the named researcher within the SSES.

A strong higher education (HE) system plays an important role in a successful nation's economy and

society (Browne 20 I0). The Leitch Report (2006) emphasised the role of HE in developing the world

class skills required to achieve world class prosperity in an increasingly competitive and rapidly

evolving global economy. However, literature suggests that HE institutions (HEIs) are not sufficiently

preparing HE students for the world of work, and that more needs to be done to better prepare

students for the requirements of employment (Adecco Group 2012, Blair 2006, Gillinson and O'Leary

2006, Nguyen et al. 2005, The Institute of Directors (IoD) 2007). According to Rae (2009), many HE

courses offer a sound preparation for employability, but students and graduates are often not well

prepared to enter the job market, suggesting that such employability and careers related provisos are

inadequately accounting for the aspirations of the skills agenda and the demands of the economy. It is

vital that HE produces graduates that the economy needs, with the skills that employers value

(Universities UK 2006). As stated by the Dearing report (The National Committee of Inquiry into

Higher Education (NCIHE) 1997), HE needs to adapt to the needs of a rapidly changing world and to

new challenges. Denholm (2011) advised that HEIs should develop their curricula and learning and

teaching (L&T) in order to account for students' future employment needs. It is recommended

throughout the literature that student learning, the student experience and student engagement are put

at the heart of all planning, teaching and review within HE (Browne 2010, Department for Business,

Innovation and Skills (BIS) 2011, Hadfield et al. 2012, HEFCE 2010, NSF 2010). Despite the

perceptions and needs of the government and employers regarding graduate employability being well

documented and established, less well researched are the perceptions and needs of students and

graduates (Barnett 2007, Crebert et al. 2004, Mason et al. 2003, Sleap and Reed 2006, Yorke 2006).

Debates on the HE employability agenda should utilise students' needs and perceptions regarding

their HE experience, in order to better design programmes that adequately prepare students for the

requirements of the labour market and meet the needs of students' (Burgess 2007, Denholm 2011,

Kay et al. 2007, Nguyen et al. 2005, UKCES 2009).

2
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As a result of the stated issues, this research programme aimed to identify what more can be done to

prepare students for the world of work requirements and students' post HE aspirations, in order to

diminish the apparent skills gap that exists between HE graduates and the world of work. Since the

post HE preparation and employability of students are complex phenomena, assessments about such

complexities cannot be made using simplistic, quantitatively gathered data (Johnston 2003, Sleap and

Reed 2006). In order to do justice to the complexity of graduate employability and provide a more

detailed insight, an in-depth qualitative research approach is required (Johnston 2003, Tod et al. 2007).

1.2 Literature Review

This literature review will provide a background and rationale for the work that has been undertaken

as part of this PhD research programme. The literature review will start by providing a brief overview

of the relationship between HE and the economy, making reference to relevant government agendas.

The apparent skills gap between the requirements of the world of work and the skills graduates

possess will be highlighted. This skills gap has been the focus of government agendas. From here, the

literature review will give an overview of factors that have impacted on such a skills gap in order to

explore what more can be done to prepare graduates for the world of work. The factors discussed are:

• The Rapidly Changing World

• An Assessment Driven Culture

• A Degree is not enough

• An Economy of Experience

• The Need for a Real World Curriculum

• Marketability requires Self-Awareness

• A Lack of Engagement

o Teaching and Learning

o Community

o Staff

o Cohort Size

o One Size DOES NOT Fit all

• Student Experience

o Students at the Heart of the System

The literature review will be concluded with the overall aims and objectives of this PhD research

programme.

3



1.2.1 Higher Education and the Economy

A strong HE system plays an important role in a successful nation's economy and society (Browne

2010). The Leitch Report (2006) emphasised the role of HE in developing the world class skills

required to achieve world class prosperity in an increasingly competitive and rapidly evolving global

economy. In 1999, Prime Minister Tony Blair called for a HE participation rate of at least 50% of

young people aged below 30 (Thompson 1999). Subsequent widening participation agendas have

resulted in the number of HE students in the UK rising from 1.5 million in the academic year

1994/1995 to 2.5 million in the academic year 2010/2011 (Higher Education Statistics Agency

(HESA) 2012). The expectation was that this increased number of graduates will result in the

development of a highly skilled workforce that will enhance the nation's economy. HEIs responded to

the skills agenda and subsequent emphasis on employability by creating either optional or compulsory

employability and careers related curriculum opportunities (O'Regan 2010). As stated by the HEA

(2006), the goals of HE programmes are wider than academic achievements alone; enhancing

employability is a key objective. The Enhancing Student Employability Co-ordination Team (ESECT)

defined employability as:

"A set of achievements - skills, understandings and personal attributes - that makes graduates more
likely to gain employment and be successful in their chosen occupation(s), which benefits themselves,

the workforce, the community and the economy II (Yorke 2006: 8).

According to Rae (2009), many HE courses offer a sound preparation for employability, but students

and graduates are often not well prepared to enter the job market, suggesting that such employability

and careers related provisos are inadequately accounting for the aspirations of the skills agenda and

the demands of the economy. This notion is discussed below.

1.2.2 The Skills Gap

Fifty four percent of employers reported that it is becoming increasingly difficult to find graduates

with the required skills set (Gillinson and O'Leary 2006). Adecco Group (2012) found that 46% of

employees and 53% of employers did not think that HEIs equip graduates with the world of work

requirements. Nguyen et al. (2005) found that students themselves tended to have lower assessments

of their own skills than their perceived importance of the same skills for their future employment. The

Adecco Group (2012) and Nguyen et al. (2005) concluded that HEIs are not sufficiently preparing

students for the world of work. The Association of Graduate Recruiters (AGR) (2010: 5) feel that

HEIs do not help students to develop 'vital core work skills', and as a result, students are being let

down by HE (Blair 2006). The IoD (2007) stated that HE needs to better prepare students for the

requirements of employment. In order to better prepare students for the world of work, factors that

impact negatively on the HE employability curriculum and the subsequent skills gap between HE and

the world of work need to be identified.
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1.2.3 What has impacted on the apparent skills gap?

1.2.4 The Rapidly Changing World

As highlighted above by the IoD, the responsibility to resolve and overcome graduate labour market

issues is often placed on HEIs (Tomlinson 2005). HE is fundamental in the development and

deliverance of the well prepared, highly skilled workforce that is required by the labour market

(Norton and Thomas 2009, Thompson et al. 2008, Tomlinson 2005). However, according to Browne

(2010), HE is not responsive to the changing requirements of the economy. As stated by the AGR

(2010: 3), the workplace that current day graduates enter into will be unrecognisable to the one

experienced by their parents. In order to effectively prepare students, HE has to evolve in response to

the changing needs of the job market. As stated by the Dearing report, HE needs to adapt to the needs

of a rapidly changing world and to new challenges (NCIHE 1997). As a result, this research

programme will aim to illuminate what more can be done to prepare HE students for the requirements

of the world of work.

1.2.S An Assessment Driven Culture

It has been suggested that within HE, more emphasis is placed on academic achievement and gaining

qualifications than preparation for the world of work (Roberts 2009). According to Brown and Knight

(1994), at the centre of the student experience is assessment. Ainley and Allen (2010) argue that for

HE students, the goal is to pass the degree rather than to learn, resulting in what Ainley (cited in

Fearne 2008) described as a 'culture of instrumentalism', causing students to learn what they need,

when they need it, disregarding information that they do not perceive a 'need' to engage with. As

demonstrated in the quotation below, this preoccupation with 'passing' can be detrimental to student

engagement:

"The persistence of a system that concentrates on a single summative judgement results in a fixation
on achieving a number that is considered 'good'. This drives the behaviours of academic staff and

students and works to the detriment of the currency of other information" Burgess (2007: 5).

The notion of 'spoon-feeding', as explored by Smith (2008), suggests that some students want to be

told exactly what to do; the facts, the right answers, instead of independently pursuing knowledge and

learning. Smith (2008) suggested that spoon-feeding in HE students could be the result of the

assessment driven culture that exists within education. Students' past assessment driven educational

experiences combined with students' overwhelming anxiety to succeed and achieve academically,

results in the desire to be told exactly what to learn (Smith 2008). As stated by Brown et al. (1997: 7),

'assessment defines what students regard as important ', According to Burgess (2007), the assessment

driven culture is due to the increasingly competitive graduate job market caused by widening

participation agendas, and the fact that many employers initially sift applications based on degree

classification. 75% of the AGR members use a 2.1 as their primary screening tool (Snowdon 2012).
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As a result, attaining a 2.1 degree classification has become the priority of many students (Burgess

2007, Snowdon 2012). For 19% of students in the UNITE 2007 student experience report, degree

results topped their list of concerns, above factors such as safety (8%) and student debt (6%).

1.2.6 A Degree is not enough

However, it appears that the assessment driven culture may be futile, since it has been suggested that

the academic knowledge base of graduates is overemphasised (Brown et al. 2003). Employers take for

granted that graduates offer academic qualities, as this comes as a given in conjunction with any

named degree, as stated in the below quote from a Human Resources manager:

"Academic qualifications are the first tick in the box and then we move on. Today, we simply take
them for granted" (Brown et al. 2003: 120).

Although a degree is a prerequisite for many careers, it is no longer a distinguishing factor in many

cases, and there is a growing emphasis on the need for wider employability skills (Kay et al. 2007).

Research has shown that employers view factors such as a potential employee's soft skills, awareness

of the wider world, general employability and positive attitude as more important than degree subject

and result (CBI 2008, Think Global and British Council 2011). The IoD (2007) highlighted that

generic employability skills are perceived by employers as more important than subject specific skills.

In order to overcome the assessment driven culture discussed, more needs to be done to enhance

awareness of the reality and requirements of the world of work within HE:

"Much more effort needs to be made ..... to get the message across that going to university and coming
out with a 2.1 .... is not enough to land a graduate leveljob. You have to develop your skills and

experience" (Gilleard, cited in Mail Online 2007).

1.2.7 An Economy of Experience

Gilleard further discussed the 'skills and experience' students are required to develop in order to be

world of work ready:

"2r' century graduates need to demonstrate to employers that they can 'hit the ground running'. In
addition to working hard to gain a good degree, students should engage in extracurricular activities
and obtain work experience in order to develop skills that will make them better prepared for the

world of work " (Gilleard, cited in Mail Online 2007).

At the University UK 2009 annual lecture, Stephen Green, the chief executive of HSBC, revealed that

globally HSBC receives 100,000 applications each year for graduate training programmes, of which

only 1500 are recruited. 90% of applicants meet the selection criteria by having a degree classification

of 2.2 or a 2.1. Graduates therefore require something 'extra', over and above their academic

qualifications, in order to be successfully recruited. Green gave examples of graduate recruits and the

'extra, over and above' qualities that they possess:
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"One graduate had taught English and Spanish in Guatemala; one had ran a restaurant; another
worked at the Beijing Paralympics; a Punjabi singer who had been on TV; a graduatefrom

Cameroon who had published a book and set up a small business selling second hand clothes from
New York to Africa" (Green 2009: 4).

Employers argue that qualifications do not provide them with enough information about graduates.

Brown (2007) stated, 'iffirst-class minds do not necessarily make first-class managers, everything

that individuals do outside of the lecture theatre becomes part of an "economy of experience" that

must be packaged as the productive self'. 'Relevant work experience' is something that the HSBC

chief executive suggested graduates should have in order to demonstrate to employers that they can

offer something extra over and above their academic qualification:

"Relevant work experience - internships for example, rather than working in the union bar" (Green
2009: 4).

Gilleard supported this notion:

"If[students] concentrate purely on academic studies and have no work experience, they are not
going to impress the employer" (Blair 2006).

According to High Fliers (20II), irrelevant of degree classification, without work experience it is hard

for graduates to demonstrate to employers the skills and competencies that are required in the world

of work. Jewell (2008) found that students' who work for experience reasons during term time receive

higher post HE salaries. Jewell (2008) felt that employers are potentially attracted to students who

have worked during term time for experience reasons, because it demonstrates that they were able to

effectively manage their academic work alongside work experience, implying a high level of

motivation and organisational skills. Other reasons why employers place such high value on work

experience, as stated in the literature, are presented below:

• Experience develops students' awareness of the realities, cultures and disciplines of the world of

work (Crebert et al. 2004, GEES 2008, Graduate Prospects 2011, Harvey et al 1997, Higson

2012, Hogarth et al. 2007).

• Experience develops or enhances world of work required skills (for example, team-working,

communication, interpersonal skills, confidence, independence, life skills, maturity) (GEES

2008, Graduate Prospects 2011, Harvey et a11997, Higson 2012, Kay et al. 2007, Leitch 2006).

• Experience contextualises learning, allowing students to better apply their knowledge and skills

(GEES 2008, Kay et al. 2007, Pegg et al. 2012).

As stated in the Wilson (2012) review, a lack of work experience is a key barrier in the gaining of

employment. High Fliers (2012) revealed that 52% of employers reported not considering graduates

unless they have gained relevant work experience. Furthermore, 36% of graduate vacancies in 2012

will be filled by graduates who have previously worked with the organisations in question (High

Fliers 2012). Due to the importance of experience, the Wilson (2012) review recommended that every
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full-time undergraduate student should have the opportunity to experience a structured, university-

approved undergraduate internship during their period of study. According to Graduate Prospects

(2011) and GEES (2008), the importance and benefit of engaging with work experience needs to be

highlighted to HE students. Many students do not realise the importance of experience until they

begin applying for jobs (Graduate Prospects 2011). Graduates feel that HEIs need to do more to

ensure that students are aware of the need to undertake some form of work experience in order to

compete in the competitive graduate labor market (Graduate Prospects 2011).

1.2.8 The Need for a Real World Curriculum

Browne (2010) reported that the evident skills gap between HE and the workplace suggests that there

needs to be a closer fit between what is taught in HE and the skills required in the economy. The

Leitch report (2006: 14) highlighted that improving economic prosperity will involve responding to

the needs of employers: 'economic benefits can only be delivered if ambitions are based on

economically valuable skills that are effectively used in the workplace'. It is vital that HE produces

graduates that the economy needs, with the skills that employers value (Universities UK 2006).

However, currently the HE curriculum does not adequately prepare students for the world of work.

Students are often expected to learn what they have been prescribed, work alone and competitively,

with taught subject content compartmentalised (Yorke 2006). As demonstrated in the below

quotation, such L&T is ineffective in preparing graduates for post HE:

"University education is focused on writing essays, passing exams and doing practical exercises in
conditions that graduates rarely find in industry. When these "qualified" graduates enter the
workforce, they still need to be trained to do the work" (Wilkins, cited in Schwartz 2011).

In 1979, the Royal Society of Arts (RSA) published the Education for Capability Manifesto, which

encouraged education providers to relate education to the world of work:

"Young people in secondary or HE ...... acquire knowledge of particular subjects, but are not
equipped to use knowledge in ways which are relevant to the world outside the education system. This
imbalance is harmful to individuals, to industry and to society. A well balanced education should, of
course, embrace analysis and the acquisition of knowledge. But it must also include the exercise of

creative
skills, the competence to undertake and complete tasks and the ability to cope with everyday life; and

also doing all these things in co-operation with others ....... Educators should spend more time
preparing people in this way for a life outside the education system" (RSA 1979).

Since employability and preparing students for their post HE lives is a complex phenomenon, an

innovative L&T approach is required (Barnett 2000, Tatlow 2012, Yorke 2006). As will be discussed

below, it appears that the development of employability promoting L&T requires a cultural shift as

opposed to a technical challenge (Hadfield et al. 2012, UKCES 2009). The Wilson (2012) review into

university-business collaboration highlights that the HE and business sectors must work more closely

together to provide students with the opportunities to enhance their post HE preparation. Employer
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groups feel that HE students should have more opportunities to engage with real-world, quality

experience (AGR 2010, Adecco Group 2012). Adecco Group (2012: 41) stated that current work

experience is inadequate and should be replaced by 'a broader programme of employability training

that goes beyond a two week placement'. Denholm (2011) advised that HEls should develop their

curriculums and L&T in order to account for students' future employment needs. It has been

recommended that HEls should contextualise learning and familiarise students with the realities of the

world of work (Ainley, cited in Fearne 2008, Denholm 2011, Kay et al. 2007, NCIHE 1997,

Universities UK 2006). Numerous authors have recommended that employability skills should be

embedded within the curriculum (for example, AGR 2010, Knight and Yorke 2004, O'Regan 2009,

Wright et al. 2010).

1.2.9 Marketability requires Self-Awareness

In 2006, Leitch stated that qualifications would allow people to demonstrate their skills in the job

market. However, based on the evidence from employers that graduates do not have the adequate skill

sets for the workplace (the skills gap), it does not appear that demonstrating skills can be taken for

granted. Research reported in the Burgess (2007) review found that employers were concerned by

graduates' inability to articulate and relate their experience and achievements to the job role in

question. According to Lexmond and Bradley (2010: 33), graduates are confident that they have the

necessary skills for the world of work, but are unsure how to sell those skills to employers. The HEA

(2006) advised that there should be a focus on students' ability to communicate with employers the

personal and professional employability aspects that have developed as a result of their HE

experience. It is essential that students are able to demonstrate their acquired skill sets to potential

employers (Leitch 2006). As stated by the UKCES (2009: 7), 'one of the most valuable transferable

skills is the ability to transfer one's skills ', The below quotation from Templeman, Director-General

of the 10D expands on this notion:

"Employers greatly value the knowledge and skills that graduates develop whilst studying at
university, along with the skills and experience they gain from undertaking activities beyond the

curriculum. The most employable graduates are those who not only have this blend of skills, but who
are able to demonstrate and articulate how they have developed their skills and why they are

important" (Norton and Thomas 2009: 1).

In many cases, students will have gained the skills they require for the workplace, but they need to be

made aware of the skills they possess and can offer to potential employers (Bowers-Brown and

Harvey 2004, Leitch 2006). The students in a study by Glover et al. (2002) demonstrated that they

did not recognise how their experiences at university were applicable to the working world. Glover et

al. (2002) found that only 14% of HE students in their final term at university thought that they had

been given an understanding of the needs of the workplace, and only 18% felt that they had been

made aware of the links between their academic learning and the working world. Glover et al. (2002)
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stated that students did not 'recognise the gains from the wholeness of the university experience', a

notion which was concurred in a study by Sarnbell et al. (1997). Sambell et al. (1997) showed that

students who experienced a variety of alternative assessment interventions did not perceive many of

the features educators considered beneficial. In a similar manner to the findings from Glover et al.

(2002), Leggott and Stapleford (2004) found that HE students had a low awareness of the skills that

they were intended to develop, and an unawareness of the skills required by employers. One year after

graduation however, most of the now graduates had become aware of skills they had developed at

university and how they were required and applicable in their work place. As previously discussed,

there is an apparent skills gap between the requirements of the world of work and the skills graduates

possess.

Harvey (2003: 39) proposes that whilst HE can appear unable to adequately prepare graduates with

the requirements of the world of work, similarities between the abilities developed in HE and those

required by the world of work have been reported. Harvey (2003) argues that the skills gap tends to

only be apparent in the first few months of work, when employers expect more from graduates. In

relation to the findings from Leggott and Stapleford (2004), the first few months that Harvey referred

to may reflect the time that graduates are adjusting to the world of work and becoming aware of their

skill sets and the applicability of such skills. This contradicts the claim that universities are not

equipping students with the skills required for the working world, by implying that universities may

be successfully equipping graduates with such skills, but that students are not aware that such skills

are being developed (Knight and Page 2007).

HE needs to facilitate the development of students' awareness of the understandings, skills and

attributes that will help them have successful careers (Yorke 2006). Harvey (2003) states that

students' transition from HE to the world of work is enhanced if students' tacit knowledge is

developed. Yorke and Knight (2006) stated that students need to repeatedly hear and be aware of what

is intended for them to learn, in order to be aware of the skills they are gaining. It is also important to

ensure that students are aware of the requirements of the world of work, and how the skills they are

gaining at university relate and are important to the world of work (Bowers-Brown and Harvey 2004,

Brewer 2009, Leitch 2006). According to Brewer (2009), students are at a disadvantage if they are

unaware of the requirements of the world of work, since they will be unable to utilise requirements

that they are unaware of. As a result, ensuring students are aware of the skills they possess and how

such skills can relate and be applied post HE will enhance students' ability to market such skills to

potential employers, put such skills into action as soon as they enter the workplace, and account for

the requirements of employers and the world of work (Burgess 2007).
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Yorke and Knight's (2006) USEM account of employability supports the need to develop students'

self-awareness with regard to their learning and ability to reflect on their learning. Yorke and Knight

(2006) created the understanding, skills, efficacy, metacognition (US EM) account of employability

(see Figure 1), which suggests that employability is influenced by four main factors:

• Understanding

• Skills

• Efficacy beliefs, students' self-theories and personal qualities

• Metacognition: a student's self-awareness regarding their learning and their ability to reflect

on their learning.

Figure 1: The USEM account of employability, which suggests that employability is influenced by four main
factors, with the pervasiveness of'E' (Yorke and Knight 2006: 5).

Marzano (1998) conducted a meta-analysis of educational interventions which found particularly high

effects of interventions in the 'E' areas of the USEM account of employability. Personal effectiveness

can be contributed to by self-esteem and self-efficacy (Yorke 2004). These factors may be of delicate

composition and require cultivating for some students entering the higher education system (Yorke

2004). Placing particular significance on those students who may not have completely settled in

higher education, Bandura (1997) stated that it can be demoralising for students not to be aware of

their progress towards a given goal:

'the less individuals believe in themselves, the more they need explicit, proximal, andfrequent
feedback of progress that provides repeated affirmations of their growing capabilities' (Bandura 1997

p.217).
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As stated by Yorke and Knight (2006), students need to repeatedly hear what it is intended that they

will learn. This will help them to understand what it means, to know ways of judging what they have

achieved, and to see how to improve.

As a final thought on the notion of awareness, Tomlinson (2008) found that students' feel the need to

develop aspects such as 'soft credentials' or employability skills in order to compete in the labour

market. However, based on the literature discussed above, it may be that such aspects have already

developed, and increasing students' awareness of the skills they possess will aid in their ability to

compete (Knight and Page 2007).

1.2.10 A Lack of Engagement

As stated, Tomlinson (2008) highlighted that students are becoming increasingly aware of the

importance of 'soft credentials', and the need to differentiate themselves in a competitive graduate job

market. The students in Tomlinson's (2008) study saw the need to add value to their HE credentials in

order to gain an advantage in the labour market. Whilst academic credentials were viewed by the

students in Tomlinson's study as important for employability, there was a growing sense among

students that they had to 'do all they can' to give themselves a positional advantage in the competitive

graduate labour market. Barrie (2007) also identified that students perceive the need to develop a

broader employability narrative, involving additional skills, achievements, social and personal

credentials. The students in the study by Glover et al. (2002) highlighted that they expected to attend

courses that would guarantee them a secure and profitable future, causing Glover et al. (2002) to

conclude that HE students are increasingly expecting HE courses directed towards employment.

Whilst an awareness of the need to develop employability and 'soft credentials' should result in an

enhanced student engagement in employability opportunities offered by HE, this is not always the

case (Ehiyazaryan and Barraclough 2006). Yorke (2006) notes that the provision of opportunities to

develop employment prerequisites does not guarantee that such development occurs; instead

employability derives from the ways in which students learn from their experiences. Therefore, it

cannot be assumed that students are employable on the basis of curricular provision alone (Yorke

2006). Part of achieving a high level of performance in employability provision is ensuring learner

engagement (Astin 1999, Ehiyazaryan and Barraclough 2006). Furthermore, as stated by Knight

(2007), student engagement is central to the development of complex achievements, such as

employability related attributes. Student engagement is therefore central to successful employability

curricula. Student engagement is a priority for HE at the present time. The 2011 White Paper listed

student engagement as the key to the government's agenda of 'putting students at the heart of the

system', and the Quality Assurance Agency for Higher Education (QAA) have developed a United

Kingdom (UK) code of practice on student engagement (QAA 2012). The Research, Advancing and
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Inspiring Student Engagement (RAISE) group collated the following definition of student

engagement:

"Student engagement (SE) is about what a student brings to HE in terms of goals, aspirations, values
and beliefs and how these are shaped and mediated by their experience whilst a student. SE is

constructed and reconstructed through the lenses of the perceptions and identities held by students
and the meaning and sense a student makes of their experiences and interactions. As players in and

shapers of the educational context, educators need to foster educationally purposeful student
engagement to support and enable students to learn in constructive and powerful ways and realise

their potential in education and society" (RAISE 2010).

Since government agendas and policies for 'skilling up' students will be futile if students do not

engage, it is important to determine potential reasons why students are not engaging with the

opportunities they are being provided, in order to determine how to enhance engagement, and in turn

enhance students' preparation for post HE (Cooper 2011). Factors that may impact on students'

engagement with employability curricula and considerations for diminishing the skills gap are

presented below.

1.2.10.1 Teaching and Learning

According to Rae (2009), students do not perceive employability and post HE preparation as a

priority. This is supported by the students involved with O'Regan's (2009) study, who demonstrated

little concern with the labour market and only a few has begun to consider skills development as they

approached the end of their second year. A big challenge is getting students to engage with personal

and career development, which is often perceived as less important and an 'add-on' to the degree

subject (Ehiyazaryan and Barraclough 2006, Rae 2009). Rae (2007) suggests that a lack of student

engagement with employability related L&T content is due to the disjointed way in which

employability is delivered to students, resulting in students being unable to perceive the relevance and

subsequent need to engage with such content. Ehiyazaryan and Barraclough (2006) highlighted the

need to develop employability curricula that is valued by students and in tum promotes student

engagement.

1.2.10.2 Community

The literature suggests that community impacts on students' engagement and learning. The social,

community aspect of university can be just as important to students as the academic side, but Yorke

feels it is sometimes given insufficient attention:

"Students canfeel very isolated in a HE environment, and become discouraged Many ...... students
are living away from home for the first time, and sometimes in environments that are unfamiliar and
perhaps threatening. Local students may be particularly disadvantaged if they are .... 'commuter

students', who come infor timetabled activities but then go back home or to part-time employment"
(Yorke, cited in Cunnane 2012).
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Astin (1999) argues that students need to be involved or engaged with their HE programme of study

and student life in order to have a good student experience. According to Astin's (1999) student

development theory, the greater the student's involvement in college, the greater the amount of

student learning and personal development. Zhao and Kuh (2004) and Kember et al. (2001) found that

participation in some form of learning community promotes a sense of belonging and contributes to

better quality learning outcomes and student success. However, Delaney (2004) surveyed alumni who

reported that they were not satisfied with the sense of community, social life, and personal preparation

for post graduation they had experienced at HE. Results revealed that those who feel a sense of

community are more satisfied with their overall educational experience. As a result of such findings,

Delaney (2004) suggested that there needs to be a balance between academic demands and social

opportunities, with extra-curricular opportunities expanded, and investment in resources and staff to

enrich students' social lives. Kay et al. (2007) reported that there is a clear link between the sense of

community and support. Bloxham and Campbell (2010) demonstrated that students' who are not

comfortable taking part and engaging with their academic community, will be unable to engage with

staff and gain support when it is required. According to Astin (1997) and Hill et al. (2003), the most

significant factor in student academic success is student involvement fostered by student-staff and

student-student interactions. As such, developing ways to encourage greater student involvement with

their programmes (and vice versa) is highly productive (Astin 1999). It is therefore important to

ensure that a sense of community resides within HEIs to ensure that students engage with staff and

gain the necessary academic, personal and professional support that they require. The National

Student Forum (NSF) (2010) felt that HE should establish and promote a sense of community within

programmes.

1.2.10.3 Staff

Since employability derives from the ways in which students learn from their experiences (Yorke

2006), HE staff play a key role in creating a sense of engagement amongst students with regard to

their studies (Cunnane 2012), as demonstrated in the below quote:

"Ifstudents are to learn desired outcomes in a reasonably effective manner, then the teacher's
fundamental task is to get students to engage in learning activities that are likely to result in their

achieving those outcomes It is helpful to remember that what the student does is actually more
important in determining what is learned than what the teacher does" (Shuell 1986: 429).

Cunnane (2012) cites a 2009 Australian study, which recommends that all students should have the

opportunity for close personal interactions with academic staff, because teacher empathy,

demonstrated interest in students as individuals, and respect for students are important factors in

students' academic and social engagement. Kay et al. (2007) advise that staff need to ensure that the

enthusiasm they have for their research is balanced by a real commitment to excellent L&T, since this

can enhance the students experience and graduate employability.
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1.2.10.4 Cohort Size

Bowles (2011) reported that basic HE resourcing issues, such as staff-student ratios has the biggest

impact on student engagement. As Bowles (2011) stated, "it is hard to feel authentically engaged with

your learning if your lecturers do not know your name". Gibbs (2012) feels that the widening

participation agendas have resulted in class sizes going up and 'close contact' between staff and

students going down. This in tum has negatively impacted on engagement and learning gains.

Lexmond and Bradley (2010) found that students were concerned about staff-student contact time.

The University of Buckingham demonstrated how cohort size can impact on graduate employability.

100% of the universities 200712008 cohort went into work or further study. The university attributed

this success to the small nature of the university allowing for support to be tailored individually to

students (Fearne 2009). Smaller cohorts foster a more inclusive environment (Wilson and Tong 2009).

Cunnane (2012) cited Harvey's research findings that demonstrate students' learning is best nurtured

through small, supportive groups, taught by trained teachers using interactive L&T, formative

feedback and one-to-one engagement. However, Harvey stated:

"What do students get? Large, impersonal lectures, poor lecturing, no interactivity, seminars run by
untrained or barely trained and inexperienced postgraduates or teaching assistants, no one-to-ones

and noformativefeedback. Frankly, it is a disgrace" (Cunnane 2012).

1.2.10.5 One Size DOES NOT Fit All

Regarding employability, Yorke and Knight (2006) stated that one size does not fit all. Widening

participation agendas have resulted in an increasingly diverse student population with differing post

HE expectations and needs (O'Regan 2009). As a result, employability means different things to

different students, and students develop employability based on their personal circumstances (Barrie

2007, Yorke 2006). However, employability related agendas have tended to homogenise students

(Barrie 2007). Government policies have given little attention to the needs and aspirations of

graduates regarding employability, both prior to work and once in work (Minten 2010, Sleap and

Reed 2006). O'Regan (2009) and Jewell (2008A) highlighted that students are expected to engage

with HEI imposed employability agendas and opportunities regardless of whether this is appropriate

to their individual needs or not. Numerous studies have aimed to explore students' reasons for going

to university. The students in the UNITE (2007) student experience report stated that their top three

motivations for going to university were:

1. To gain qualifications (73%)

2. To improve chances of getting a job (66%)

3. To improve earning potential (44%)

The National Union of Students (NUS) (2008) student experience report revealed similar results.

When students were asked the main reasons why they wanted to go to university, the most popular

responses were:
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1. To gain qualifications (68%)

2. To improve chances of getting a job (53%)

3. To improve earning potential (44%)

The NUS (2008) reported comparable responses again when schoolleavers were asked for their main

reasons for wanting to go to university:

1. To gain qualifications (68%)

2. To improve chances of getting a job (44%)

3. To improve earning potential (45%)

The 2009 Division of Undergraduate Studies at Penn State educational planning survey asked students

to select one reason out of a list of nine for attending college. Almost 50% of students selected, 'to

prepare for a vocation, learn what I have to know in order to enter a particular career' (The

Pennsylvania State University 2009). The Robbins report proposed that not many individuals who

enter HE do so without a focus towards post HE employment (Committee on Higher Education 1963).

Bums, the NUS president stated that hard evidence shows that the vast majority of students go to

university to get a better job and have a successful career (Swain 2011). It appears that post HE career

is a major driver for students pursuing university. According to Ainley (cited in Feame 2008),

students perceive university as a hoop to jump through on the way to getting a job. However, the NUS

2008 student experience report revealed that graduates view university as preparation for life more so

than preparation for work (65% and 35% respectively). The report concluded that overall, graduates

views on the purpose of HE are broader than employability alone. Furthermore, the UNITE 2007

report demonstrated that whilst career related reasons may represent students' top motivations for

going to university, there are many other reasons why students decide to go university (see UNITE

2007, page 9). Anderson and Marsh (2011) cited a NUS/CBI survey which found that students have a

variety of reasons for going to university, as presented below:

1. To improve job opportunities (79%)

2. Personal interest - I love learning new things (60%)

3. It seemed logical to go to university after school/college (45%)

4. To help develop/change my current job/career (40%)

5. To get away from home and live my own life (23%)

6. I was expected to go (19%)

7. Other reasons (5%)

Brennan et al. (2005) argued that individuals have a variety of reasons for going to university, and a

variety of hopes and dreams for their lives post HE. This notion is summarised in the quotation below:

"Students choose their degree courses for many reasons. Some will be particularly interested in one
course and decide topursue it with relatively little concern about what it will dofor their employment
prospects. Others choose a course because it will improve their employment prospects" (Browne

2010: 31).
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The NUS (2008) concurred with this notion, stating that students choose their degrees based on

academic interest in the subject as opposed to perceiving it as a direct route into a career. Lexmond

and Bradley (2010) found that 61% of students and graduates reported choosing their degree subject

based on academic interest in the subject. Only 21% reported choosing their degree subject because

they wanted a related job, and 12% stated that they wanted to equip themselves with the necessary

skills for work (Lexmond and Bradley 2010). It is important to note that students may not chose their

degree subject because they want to work in that given industry, but they do expect to gain a series of

transferable skills than can be used in a variety of different post HE options (NUS 2008). In this

sense, students appear to pursue a degree in order to prepare for their post HE lives and career in

general, as opposed to a career in specific. It is important to understand students' reasons for going to

university, in order to make sense of the employability needs and aspirations of students, and assess

the effectiveness of their HE experience in accounting for such needs and aspirations (Brennan et al.

2005, Martin et al. 2000, Minten 2010). O'Regan (2010) feels that employability opportunities

provided by HEIs only account for the needs and aspirations of a small proportion of the student

body. O'Regan (2010) found four ways in which undergraduates are orientated towards post HE

preparations, as demonstrated in the figure below. The figure shows a 'focus' axis which extends from

the present into the future and a 'relevance' axis indicating how much significance students placed on

pursuing their careers (O'Regan 2010).

Figure2:Undergraduates'orientationstowardstheir futureand theirprospectivecareer(O'Regan2010:21)
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O'Regan (2010) suggests that employability related opportunities provide for instrumental students,

but not students orientated to learning, hesitation and introspection. O'Regan (2010) highlights a need

to consider how to accommodate and account for all students through the HE employability

framework. For example, students orientated towards introspection may need to be provided with one

to one guidance and support to help them overcome any stress or anxiety. Career hesitators, who may

procrastinate, need help to focus and goal set. Since students are orientated to pursue their education

and post HE preparation in different ways, HEIs need to ensure that they meet the needs of the

broader student population, and avoid the use of a 'blanket employability agenda' (Barrie 2007,

O'Regan 2009). This research programme aims to further explore factors that impact on engagement

and in turn negatively affect students' preparation for post HE.

1.2.11 Student Experience

Since there is a need to consider and account for the needs of all students, the HE student experience

needs to be prioritised (O'Regan 2010). Barnett (2007) makes a call for putting students at the centre

of educational thinking in HE. It is recommended throughout the literature that student learning, the

student experience and student engagement are put at the heart of all planning, teaching and review

(Browne 2010, BIS 2011, Hadfield et al. 2012, HEFCE 2010, NSF 2010). The student experience was

the focus of the 2011 government White Paper, entitled 'Higher Education: Students at the Heart of

the System':

"Institutions must deliver a better student experience,' improving the quality of teaching, assessment,
feedback and preparation for the world of work " (BIS 2011: 4.3).

1.2.11.1 Students at the Heart of the System

As Yorke (2004) highlighted, much work is still to be done on students' experience of HE. Leitch

(2006) reported the nation's prosperity is a shared responsibility between the government, employers

and individuals. As demonstrated, the perceptions and needs of the government and employers

regarding graduate employability have been well documented and established, but less well

researched are the perceptions and needs of students and graduates (Barnett 2007, Crebert et al. 2004,

Mason et al. 2003, Sleap and Reed 2006, Yorke 2006). This lack of understanding of the perceptions

and needs of students may explain why HE is not adequately preparing students for the world of

work:

"One of the basic reasons why planning fails is that the planners or decision makers of change are
unaware of the situations faced by potential implementers. They introduce changes

without .... attempting to understand the values, ideas or experiences of those who are essentialfor
implementing any changes" (Fullan 200 I: 65).

Barnett (2007) proposes that debates about HE are not logical without considering and gaining input

from students. Discussing issues and challenges with students is an extremely important approach
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which has not been utilised enough (Kay et al. 2007). Students know how they want to be taught and

have ideas about how techniques can be improved to enhance learning (Kay et al. 2007). The

important need for accessing the student voice, feedback, views and opinions as a basis for

enhancement and change of HE has been highlighted (QAA 2010, Dunne and Zandstra 2011).

Furthermore, no HE stakeholder group has been more affected by the significant changes HE and the

economy has undergone than students and graduates (Brown 2007, Denholm 2011, Kay et al. 2007,

Moreau and Leathwood 2006). Ramsden stated:

"It is now time to move beyond simply collecting and responding to students' views. We should embed
the student perspective in all aspects of teaching, quality enhancement and quality assurance"

(Ramsden, cited in NSF 2009: 20).

Therefore, debates on the HE employability agenda should utilise students' needs and perceptions

regarding their HE experience in order to better design programmes that adequately prepare students

for the requirements of the labour market and meet the needs of students (Burgess 2007, Denholm

2011, Kay et al. 2007, Nguyen et al. 2005, UKCES 2009). As the NUS (2010) stated, if we want to

positively impact on students' lives, we need to better understand the needs of students; we need to be

the experts on students.

1.2.12 A need for qualitative research

As stated by Tomlinson (2007), the majority of research around the graduate labour market and

employability development has been conducted in a large-scale quantitative manner. Brennan et al.

(2005) reported that student feedback is most frequently collected in the form of surveys, and such

research has been heavily orientated towards what Sleap and Reed (2006: 59) termed a 'skills based

approach', which focuses on the impact HE has had on the development of graduate or world of work

skills (for example, Crebert et al. 2004, Dacre-Pool and Sewell 2007, Maher 2004, Quek 2005, Sleap

and Reed 2006, Tomkins 2005, Wickramasinghe and Perera 2010, Yorke and Knight 2006).

However, as stated by the AGR (1995), different employers have vastly different requirements, and

therefore generic graduate 'skills' are hard to identify. Maher stated:

"Despite clear consensus in government and HE about the importance of graduate employability,
there appears to be a lack of clarity about what specific skills or attributes are required for successful

employment" (Maher 2004: 7).

There is much debate about the priorities, focus and emphasis for any given employer regarding

employability skills (Talabi 2012). Bennett et al. (1999) stated that the skills demanded of graduates

lack consistency and clarity, and therefore the skills based approach fails to explain key facts about

graduate employment. Furthermore, Johnston (2003) highlighted that the terms used in relation to

graduate employability research are vogue e.g. 'employability' and the terms given to skills, making it

difficult to ascertain whether graduates are interpreting such terms in the manner intended by the

researcher. Since skill development and employability are complex phenomenon, assessments about
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such complexities cannot be made using simplistic survey data (Johnston 2003, Sleap and Reed

2006). As a result, the majority of the existent work examining students' perceptions is descriptive

and lacks in-depth knowledge (Seale 2009). Maher (2004) concluded that it is difficult to determine

skill development and graduate employability through quantitative data alone, and that qualitative

data is required to supplement survey data. Survey data can only ever make suggestions about what

issues there are with regard to a given phenomenon, highlighting potential areas for research

(Johnston 2003). In order to do justice to the complexity of graduate employability and provide a

more detailed insight, an in-depth qualitative research approach is required (Johnston 2003, Tod et al.

2007). Such illumination could extend and contextualise the current findings from surveys (Johnston

2003, Too et al. 2007). An overview of the qualitative research design involved in this research

programme is presented below, subsequent to the statement of the research programme's overarching

aims.

1.3 The overarching aims of the research programme

Widening participation agendas have resulted in an increasingly diverse student population with

differing post HE expectations and needs (O'Regan 2009). O'Regan (2010) feels that employability

related opportunities provided by HEIs only account for the needs of a small proportion of the student

body, highlighting a need to consider how to accommodate and account for the broader student

population through the HE employability curriculum. This research programme therefore aims to:

a. Gain a better understanding of students' needs, aspirations and expectations in relation to their

HE experience.

There is a need to better understand students and what motivates and engages them, in order to

develop L&T and create an employability curriculum that is valued by students (Ehiyazaryan and

Barraclough 2006). Furthermore, Ehiyazaryan and Barraclough (2006) stated that a HEI's

employability potential can be determined by the student experience of the employability

opportunities offered within the institution, and particularly their engagement with such opportunities.

This research programme therefore aims to:

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

The apparent skills gap between the world of work requirements and the skills that graduates possess

highlights that the current HE employability curricula and career related provisions are not adequately

accounting for the aspirations of the skills agenda and the demands of the economy, highlighting a

need to research and further develop HE employability related curricula. Since there is a need for HE

to contribute to the delivery of a labour force that will ensure our national economy is capable of

flourishing in the current economic climate (Leitch 2006, Browne 20 I0), the findings from the

research will be used to illuminate aspects of the employability curriculum that can better develop and

prepare graduates for the requirements of the working world. This research programme aims to:
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c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

1.4 Research Design

This research programme addressed its aims utilising a qualitative research design.

"Not everything that can be counted counts; and not everything that counts can be counted"
(Einstein, cited in Patton 2002)

There are areas of social reality which quantitative methods cannot measure. Qualitative research

methods provide a 'deeper' understanding of social phenomena than quantitative methods (Silverman

2001). Qualitative research allows for the study of issues in depth and detail (patton 2002). The

example below highlights the difference between quantitative and qualitative research methods:

"Ifyou want to know how much people weigh, use a scale. Ifyou want to know if they're obese,
measure body fat in relation to height and weight and compare the results to population norms. If you
want to know what their weight means to them, how it affects them, how they think about it, and what

they do about it, you need to ask them questions, find out about their experiences, and hear their
stories" (patton 2002: 13).

Qualitative data collection is usually derived from fieldwork, which involves the researcher spending

time in the setting being studied, observing, conducting interviews and analysing any relevant

documents (Silverman 2001). This qualitative research programme was conducted in three phases. An

outline of the qualitative data collection approach adopted by each phase is presented in Figure 2.

Table 1 highlights when the data collection for each of the three phases took place.

Table 1:Researchprogrammedatacollectiontimetable

Year 1-2009 Year 2-2010 Year 3 -2011

0 J F M A M J J A S 0 N 0 J F M A M J J A S 0 N 0 J F M A M J J A S 0 N

Phase
I

Phase
2.1

Phase
2.2

Phase
3
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Phase 1
I

Interviews with alumni from the SSES.

Phase 2: Ethnographic Research Approach
Part 1 involved participant observation

within the SSES student L&T
environment and culture.

Part 2 involved focus groups with SSES
students regarding their experiences and

perceptions of the L&T experience.

Phase 3

Interviews with immediate graduates.

Figure 3: Overview of phases and structure of research

Each phase of the research programme had specific sub aims relevant to both the phase and the

overarching aims of the research programme. As demonstrated in Table 1, phase 1 was conducted in

the early stages of this research programme. Phase 2 occurred progressively throughout all years of

this research programme, and phase 3 was conducted at the same time as the final portion of phase 2.

The research adopted an emergent research design, whereby the findings and knowledge gained from

each phase informed and directed the focus of inquiry of the subsequent phases (Maykut and

Morehouse 1994). As a result, the phase 2 part 2 focus groups and the phase 3 interviews pursued

issues that had arisen from the researcher's engagement within the SSES student L&T culture (phase

2 part 1) and the alumni interviews (phase 1). A vast amount of raw data was collected as a result of

the three phases' interviews, focus groups and participant observation. This data was organised and

presented into readable formats and descriptions with major themes extracted via content analysis

(Silverman 2001). More detail will be provided about the methods of data collection, analysis and

representation involved with each of the three phases in the subsequent correlating chapters.

1.4.1 The Role of the Qualitative Researcher

In quantitative methods, validity depends on the standardisation of the measuring research instrument

(patton 2002). In qualitative research, the researcher makes the observations, scribes the field notes,

asks the interview questions and analyses and interprets the data; the researcher is effectively the

measuring research instrument (patton 2002). Researcher self awareness, termed as reflexivity, which
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encompasses a consciousness and ownership of one's own political and cultural perspective, can

therefore be a benefit to the research and analysis process (Patton 2002).

"Reflexivity is the process of reflecting critically on the self as researcher, the 'human as
instrument '" (Lincoln and Guba, 2000: 183).

Reflexivity engages the researcher in critically analysing the research process and discovering and

interpreting their data (Krane and Baird 2005). Reflexivity is an awareness of how the researchers'

own involvement influences and informs the research. The named researcher who conducted this

research programme felt that it was important to acknowledge and describe their beliefs and biases in

relation to the research topic prior to the presentation and discussion of the findings, in an attempt to

allow the reader to understand the positionality of the researcher, and the social, cultural and historical

factors that may have impacted on their interpretations of the research data (Creswell and Miller

2000). As stated by Krane and Baird:

"Researchers do not approach afield setting as a blank slate or from an objective position; they
bring into the setting personal histories, conceptual dispositions, and epistemological perspectives.
Researchers SOcially construct the data (i.e., interpretations of what is important will guide data

collected and how it is analysed) " (Krane and Baird 2005: 100).

As such, the researcher's influence on the research and data should be considered (Krane and Baird

2005). This will allow the reader to understand the perspective from which the researcher interpreted

the data, enabling them to evaluate and determine the trustworthiness of the research for themselves

(Krane and Baird 2005). The presentation of the researcher's past experiences and orientations in the

self-criticality section below provides insight into the researcher's positioning, assisting the reader in

understanding any assumptions that may have impacted on the interpretations of the research data

(Cresswell 2007). The first person will be used in order to do justice to the personal nature of 'self-

criticality' (section 1.4.2), 'the researcher's epistemological and ontological views' (1.4.3) and 'a need

for ethnography' (1.4.4). Itwould be unjust to represent such personal and subjective information in

the objective third person form (Webb 1992). Subsequently, the researcher will return to using the

third person from section 1.4.5 'dual role'.

1.4.2 Self Criticality - 'My Research Vision'

The initial notion for my research came from my own personal experiences. These experiences led me

to identify certain issues that I felt required researching and resulted in the creation of what I now

term 'my research vision'. My research vision underpins the philosophy and content of this thesis. It

is therefore important that the reader is aware of my experiences, as they are integral to my research

journey and how I arrived at 'my research vision'.

When I was approaching the end of my sixth form education, I decided to apply for university. I did

not feel that I was ready to enter the working world; I did not know specifically what job I wanted to
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enter into. I was under the apprehension that I could go to university whilst in pursuit of determining

what job I wanted to do. Choosing to do a Sports & Exercise Sciences degree at university was a hard

decision. I had to choose between my two favourite 'A' levels: Physical Education (PE) and

Psychology. I decided to do Sports Science, because I came to the conclusion that I would still be able

to study some psychology content within that degree. Upon completing my BSc Sport & Exercise

Science degree from Coventry University in 2008, I was very excited and optimistic about the

prospect of entering the working world and getting a job. I was under the illusion that I would

continue to pursue what I had enjoyed at university, in the same manner I had done at university after

my 'A' levels. I believed that a degree was some form of 'key' to the post HE phase of my life. It

appeared that this attitude was shared by others; upon telling family and friends that I was awarded a

first degree classification, their response was very much based around, 'you will be able to do

whatever you want now; the world is your oyster!' This attitude from my friends and family along

with my optimism towards job hunting was inevitably too good to be true. I became aware of my

naivety when I began researching the person specifications for the types of jobs I had envisaged

myself entering into; alongside a Sports Science degree, employers wanted attributes such as:

'Clinical Physiologist Specialism'
'3 years worth of relevant work experience'

'Gym instructor qualifications'
'First aid qualified'
'Liability insurance'

Unfortunately, I did not meet the requirements for the kinds of careers I was hoping to pursue. The

process of job hunting had suddenly changed from being exciting and full of optimism to depressing

and de-motivating. I was unaware and unprepared for the reality of the working world. I began to feel

let down by my university for inadequately preparing me for the working world and my post HE life. I

also felt regretful that I had not invested more time in the development of my personal and

professional self whilst I was at university. However, as I reflected over the three years I had spent at

university, I realised that my only real priority whilst I was at university was to achieve the best final

grade that I possibly could. I had come out of university unprepared for my post HE life, since my

attitude whilst at university was to focus on my degree, and then worry about post HE post HE. I

began to feel confused as I contemplated these ideas further. I was plagued by questions such as:

'How was I so uneducated about the reality of the working world?'
'Was Iwrong to only focus on my degree whilst I was at university?'

'Did I choose the wrong degree subject? '
'Whose responsibility is it to be educating students about the working world? '

As I continued with the job hunting process, I came across an advert for the NTF project at LJMU.

Amongst other things, the NTF project was focusing on:

"Identifying the similarities and differences between the perceptions, understandings and
expectations of staff, students and employers in relation to 2l" century employability" (Thompson et

al.2008A).
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Figure 4: The NTF Spheres, depicting the narrowing of 'gaps' in stakeholder perceptions (Thompson et al.
2008A)

The idea was that the project would draw together information from these HE stakeholders in order to

create curriculum interventions that would better prepare students for employability. I was

immediately drawn to the NTF project. There was a strong synergy between the issues that I had in

relation to HE and the issues that the project wanted to address. The NTF project was the stepping

stone that I needed to tackle some of the employability issues that I felt so desperately needed

addressing within the HE sector. Upon gaining a PhD researcher position within the NTF project team

in November 2008, my initial reading and research highlighted that little work had been conducted on

students' perceptions of HE. The literature provided me with the justification and analytical

foundation to focus my research on the perceptions, understandings and expectations of students in

relation to 21 st century employability (Thompson et al. 2008A). By this point in time, I had developed

what I now term, 'My Research Vision'. That being:

Students are at the heart of the HE process. Therefore. if we truly want to develop and enhance the
employability of HE students'. we need to involve those who are really affected: the students.

My own experience at university led me to perceive a need to research the undergraduate student

experience, which I believe to be key in the plight of enhancing employability. I wanted to provide an

avenue for the student voice to be heard. I was therefore very keen to focus on and do justice to the

perceptions of the students.

1.4.3 The researcher's epistemological and ontological views

I perceive that the HE culture involves multiple realities between and within the ditTerent stakeholder

HE groups (e.g. students, statT, employers, government, parents). As a result of these multiple

realities, there will also be multiple perceptions within and between the stakeholder groups. As

previously stated, this research programme is focusing on the perceptions of students. I wanted to

ensure that this research programme and subsequent data and knowledge produced accounted for the

multiple realities and multiple perceptions of the students. Such ontological and epistemological

views impacted on the subsequent choice of qualitative data collection methods, as I wanted to ensure

that I did justice to the multiple perceptions of students.
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1.4.4 A Need for Ethnography

Since Icame to the researcher role with an awareness of my own university culture, Iwas very keen

to try and minimise the chance of making conclusions and assumptions about the SSES based on my

own experiences. Furthermore, my own experiences of the inner-workings of the HE student culture

meant that Iwas aware of the importance of going into the SSES students' culture in order to gain

insight and understanding of students' perceptions. This is where the initial idea for utilising an

ethnographic research approach came from. Ethnography involves the researcher immersing

themselves within a given cultural group, collecting data through field work over a prolonged period

of time (Cresswell 2007). Iwas very keen to represent the student culture in all its complexity, and

felt that the only way to do this was to gain data through participation. I wanted to be immersed

within the LJMU SSES's culture in an attempt to gain as true an insight as possible into the

perceptions and experiences of SSES students. The use of an ethnographic research approach will be

explained in more detail in phase 2 part 1.

1.4.5 Dual Role

A limitation to this research programme is that the focus of the research is HE, which is a culture

familiar to the researcher, creating the potential for the researcher to overlook the taken for granted

assumptions and the simple ideas that occur within the student culture (Alvesson 1993). This would

create issues for the trustworthiness of the research (Coffey 1996). However, the researcher can be

described as having a dual role, due to being an insider/outsider of the HE research culture in

question, as demonstrated in Table 2.

Table 2: The dual role of the researcher
Insider Pers ective

A recent BSc Sports Science graduate

Outsider Pers ective

Did not study BSc Sports Science at the
SSES

A member of the SSES as a postgraduate
student

Not a member of the SSES undergraduate
student body being researched

This dual role is beneficial, since an insider alone would be so immersed in their culture that they

would be unaware of the aspects that are an ingrained part of their society, and an outsider would

simply be unaware of such aspects. From a dual perspective however, the researcher can recognise

and describe cultural aspects that an insider to the culture would take for granted, and an outsider

would be unaware of (Maykut and Morehouse 1994). As Patton stated:

"To understand a world you must become part of that world while at the same time remaining
separate, a part of and apart from" (patton 2002: 259).

The researcher felt that their insider/outsider perspective was beneficial for the following reasons:
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- Having recently completed a BSc Sport & Exercise Sciences degree meant that what the

Sports Science discipline entails did not present any obstacles (for example, terminology,

scientific procedures).

- Being a recent Sports Science graduate meant that the researcher was able to empathise and

relate to the culture and experiences of the SSES students' and alumni.

- Whilst prestigious, tenured researchers are often desirable for conducting research, a recent

graduate was more appropriate for the nature of this research. Being a recent Sports Science

graduate meant that the SSES students and alumni were able to relate to and feel comfortable

interacting with the researcher.

- The researcher did not complete their Sports Science degree at LJMU SSES. This meant that

they had a reference of Sports Science university student culture, but not a familiarity with the

SSES student culture specifically. The researcher was able to recognise factors that the SSES

students may not be aware of or take for granted. The researcher could make explicit what

was implicit and tacit to SSES students or alumni (Cresswell 2007).

- The researcher was able to fit comfortably within the student L&T environment and culture,

and easily adopted the ethnographic research approach.

The researcher understood that it would be impossible to truly understand the students' L&T culture

and university experience, as they would never be a member of the student cohort being researched

and therefore always be an outsider looking in. The researcher's experience of being a student meant

that they understood and respected this phenomenon.

1.4.6 Trustworthiness

Quantitative research concepts of validity and reliability cannot be addressed in same manner in

qualitative research (Shenton 2004). Regardless of this, qualitative researchers need to demonstrate

that their research is credible (Creswell and Miller 2000). Coming from a predominantly quantitative

research background, the researcher was keen to ensure the trustworthiness of this research

programme, and attempts were made throughout the research programme to enforce such

trustworthiness. An overview of the efforts made to ensure the trustworthiness of the research is

provided with further detail being presented within the body of the thesis where appropriate. The

criteria for ensuring the trustworthiness of qualitative research have been drawn from numerous

authors, as cited below.

Thick Description

Providing a thick, rich, detailed description of the setting, the subjects, and the themes of qualitative

research can help establish credibility (Creswell and Miller 2000).

- The Setting: Thick description has been provided regarding the L&T setting that formed the

focus of the ethnographic immersion.
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The Subjects: Demographic information has been provided for the subjects involved in

interviewing and focus groups, and pen profiles have been provided for the phase 1 alumni.

- The Themes: The researcher has presented large amounts of raw data within the presentation

and discussion of the findings to allow the reader to make their own interpretations and not

have to rely on the interpretations of the researcher (Krane et al. 1997). Furthermore, raw data

sources can be located in the appendices. The provision of documented raw data sources such

as transcripts, allows the reader to formulate their own interpretations about the outcomes of the

research programme (Silverman 200 I). The presentation of large amounts of data prevents

anecdotalism by providing data that is representative of the range of data (Silverman 2001).

Where feasible, the level of support, intensity and dominance of analysis themes will be

presented (Smith and Fletcher 2001). Smith and Fletcher (2001) stated that the weight, power

and direction of qualitative research data should be considered in order to determine the

trustworthiness of analysis output.

Prolonged engagement in the field

Engaging with the research site for a prolonged period of time is a validity enhancing procedure

(Creswell and Miller 2000). The researcher was immersed within the SSES undergraduate L&T

culture for two academic years (see Table 1, page 21), and was a member of the SSES postgraduate

research community for the duration of the research programme.

Tactics to help ensure honesty in informants

During interview scenarios it was stressed to subjects that there was no right or wrong answer and that

the purpose of the research was to gain students' perceptions regarding the topic in question. The fact

that the researcher did not study at LJMU SSES and wanted to learn about the SSES Sports Science

courses meant that the researcher was able to treat the subjects as collaborators and place them in a

position of power. As stated by Creswell and Miller (2000: 128), 'credible data comes from close

collaboration with subjects ', During focus groups, the subjects controlled the content and direction of

the conversation, shifting the power from the researcher to the subjects (Wilkinson 1999).

Member checking

Subjects that were interviewed were asked to read a full copy of their interview transcripts to ascertain

the accuracy and authenticity of the interview data (Creswell and Miller 2000, Shenton 2004).

Triangulating: data, method and analyst

Denzin and Lincoln (2000) describe triangulation as a strategy that adds rigour, breadth, complexity,

richness and depth to enquiry. The researcher collected data from different subjects, at different times,

in different locations, which is known as data triangulation (Denzin and Lincoln 2000). The use of

two or more qualitative data collection methods is methodological triangulation (Denzin and Lincoln
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2000). This research programme utilised interviews, participant observation (which included

documenting, informal conversations and document collecting) and focus groups. Methodological and

data triangulation ensures that the researched phenomenon is being understood from various points of

view and ways of knowing (Maykut and Morehouse 1994). Analyst triangulation was used to test for

consistency between two analysts' review of the interview and focus group findings (patton 1999).

The named researcher and another researcher familiar with the research programme were involved

with analyst triangulation of the interview and focus group data.

Providing relevant background on the researcher: reflexivity

Presented and discussed in the 'The Role of the Qualitative Researcher' and the 'Self Criticality'

sections above.

Audit trail

Clear, raw documentation of all research activities is provided in the appendices that accompany this

thesis, to ensure that the process along with the product of this research programme can be examined

by the reader (Creswell and Miller 2000). The provision of raw data sources allows the reader to

effectively 'walk' through the research programme from beginning to end, gaining an understanding

of the path the researcher took and gaining the ability to determine the trustworthiness of the

outcomes (Maykut and Morehouse 1994). Transcriptions and ethnographically gathered data can be

found in the appendices.

Peer debriefing

Peer debriefing enhances the trustworthiness and credibility of a qualitative research project (Janesick

2007). Peer debriefing was employed whereby a review of the data and research process was

undertaken by someone familiar with the research, in the form of the researchers PhD supervisor

(Maykut and Morehouse 1994). This procedure was used throughout the duration of the entire

research programme, as is recommended by Creswell and Miller (2000). Peer debriefing allows a peer

to review and assess data, emerging categories from data, and the final report. The peer may detect

whether the researcher has over or under emphasised a point, or missed a 'rival legitimate hypothesis'

(Janesick 2007).
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Chapter 2: Phase 1

Phase 1

Interviews with alumni from the SSES.

Phase 2: Ethnographic Research Approach

Part 1 involved participant observation within
the SSES student L&T environment and

culture.

Part 2 involved focus groups with SSES
students regarding their experiences and

perceptions of the L&T experience.

Phase 3

Interviews with immediate graduates.
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2.1 Phase 1 Rationale & Study Aims

For HE graduates, the transition from HE to post HE has been drastically impacted on by the rapidly

changing economy (Moreau and Leathwood 2006). Research into alumni perceptions of HE and the

world of work is essential for HE to develop in relation to the increasingly competitive economy

(Weerts and Ronca 2007). This research programme will therefore address the following research

question:

What are alumni perceptions of the HE experience in relation to post HE preparation?

This research question will be addressed through the following aims.

Attitudes regarding the purpose of HE

Very little research regarding the turbulent relationship between HE and the world of work has

considered the views, opinions, needs and aspirations of graduates (Crebert et al. 2004, Mason et al.

2003, Minten 20 I0, Sleap and Reed 2006). As previously stated, widening participation agendas have

resulted in an increasingly diverse student population with differing post HE expectations and needs

(O'Regan 2009). It is important to understand the different reasons individuals have for going to

university, in order to make sense of the employability needs and aspirations of students, and assess

the effectiveness of their university experience in meeting such needs (Brennan et al. 2005, Martin et

al. 2000, Minten 2010). Therefore, this study aims to:

a. Gain a better understanding of alumni needs, aspirations and expectations in relation to their

HE experience.

This phase 1 aim addressed overarching research programme aim 'a' (see page 20).

The impact of HE in preparing graduates for the world of work

As discussed, the apparent skills gap between graduates skill sets and the requirements of the world of

work suggests that HE is not sufficiently preparing students for the world of work (Adecco Group

2012, Blair 2006, Gillinson and Leary 2006, Nguyen et al. 2005). Studies gaining feedback from

alumni assessing their HE experience are scarce, and there has been little feedback from graduates

regarding the impact of the HE experience on their post HE lives (Brennan et al. 2005, Sleap and

Reed 2006). Alumni can be utilised to assess the effectiveness of HE in preparing students for post

HE (Graduate Prospects 2011, Johnston 2003, Pettit and Litten 1999, cited in Bauer and Bennett

2003). Martin et al. (2000) makes a call to investigate graduates employment preparation when they

are in the world of work and in a position to effectively assess their preparation for employment. As a

result, this study aims to:

b. Investigate the impact of the university experience on preparing graduates for their post HE

lives.

This phase 1 aim addressed overarching research programme aim 'c' (see page 21).
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The Requirements of the world of work

As previously stated, different employers have vastly different requirements, and therefore generic

graduate 'skills' are hard to identify (AGR 1995). However, since graduates can be at a disadvantage

if they do not understand the requirements of the world of work, it is important to determine what the

world of work and employers require from graduates (Brewer 2009). Johnston (2003) recommended

that research into graduates' perceptions should be utilised to determine how employee reality relates

to employers perceptions of the apparent skills gap. Do the demands of employers relate to the reality

of the workplace (Johnston 2003)? Crebert et al. (2004) suggested that alumni feedback should be

utilised in relation to integrating world of work requirements into the curriculum. Since alumni have a

dual perspective on the student experience and the employee experience, they can effectively bridge

the gap between the world of work requirements and the skills that graduates have on graduation

(Allen et al. 2005, GEES 2008). As a result, this study aims to:

c. Determine what the world of work and employers require from graduates, from the

perspective of the alumni.

This phase 1 aim addressed overarching research programme aim 'c' (see page 21).

What more can be done to prepare graduates for their post HE lives?

Alumni perceptions are considered an accurate measure of teaching effectiveness and perceived

employment preparation (Berk 2005, Martin et al. 2000). As such, alumni feedback can be used to

evaluate, develop and contribute to HEI's curriculum and programme design (Brennan et al. 2005,

Crebert et al. 2004, GEES 2008, Volkwein 2010, Weerts and Ronca 2007). Furthermore, since there is

a need for HE to contribute to the delivery of a labour force that will ensure our national economy is

capable of flourishing in the current economic climate (Browne 2010, Leitch 2006), this study aims to:

d. Identify what more can be done in order to better prepare graduates for employability - from

an alumni perspective.

This phase 1 aim addressed overarching research programme aim 'c' (see page 21).

Phase 1 of this research programme addressed overarching research programme aims 'a' and 'c':

a. Gain a better understanding of students' needs, aspirations and expectations in relation to

their HE experience.

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.
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2.2 Phase 1 Methods

2.2.1 Subjects

Methods for this research programme were approved by LJMU Research Ethics Committee before the

recruiting of any subjects began. A sample range of 17 SSES alumni volunteered for interviewing. 11

were male and 6 were female. 3 of the male alumni had entered HE as mature students". Contact

details of alumni from the SSES were gathered via three methods:

1. From the SSES internal alumni database

2. Via personal contacts

2. A snowball sampling technique

The alumni were initially recruited either through email addresses obtained from the SSES internal

database or through the personal contacts of members of the SSES. After this method of recruitment

had been saturated, the sample was built through a process of snowballing, which involved the

recruited alumni leading to other potential volunteers (Maykut and Morehouse 1994). This was

achieved by asking the alumni at the end of being interviewed:

Are you still in touch with anyone else from your course, or any other alumni from the SSES that may be
interested in being interviewed?

Random, maximum variation sampling was used in an attempt to represent the range of experiences

of the SSES's alumni (Maykut and Morehouse 1994). The heterogeneous nature of the alumni sample

is represented in Table 3 below.

Table 3:Key demographic information of the alumni

Alumnus No. Degree Title Employment Status Gender Graduation Year

1 Sport Science (Development and Economics) Not in Sports Science Male 2007
2* Science & Football Not in Sports Science Male 2005
3 Sport Science (Development and Economics) Not in Sports Science Male 2007
4 Science & Football In Sports Science Male 2002
5* Sports Science (Physiology) Unemployed Male 2008
6 Sports Science (Physiology) Unemployed Female 2007
7 Sports Science (Physiology) Postgraduate Female 2006
8 Sports Science (Physiology) Not in Sports Science Female 2008
9 Sports Science (Physiology) Not in Sports Science Male 2007
10 Science & Football Postgraduate Male 2008
11 Sports Science (Biomechanics) In Sports Science Male 2007
12 Sports Science (Physiology) In Sports Science Female 2001
13 Sports Science (Biomechanics) Postgrad.lSp. Sci. Male 2007
14 Sport Science (Exercise and Health) Postgraduate Male 2006
15 Sports Science (Physiology) Postgraduate Female 2008
16 Sports Science (Psychology) Postgrad./Not Sp. Sci. Female 2007
17* Science & Football In Sports Science Male 2008

* Mature student
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Table 3 presents relevant demographic information that will assist the reader in understanding more

about the experiences of each individual alumnus. A system was employed to give each individual

alumnus a number, so that the demographic details of the alumni and aspects of interest could be

discussed anonymously. Table 3 highlights the degree title, employment status, gender and graduation

year of each alumnus. Alumni from the SSES who had undertaken Sport Sciences related BSc

undergraduate degrees were the focus of this study. All of the alumni completed their degree on a full

time basis. The alumni graduated between the years of 200 I and 2008. There are various different

undergraduate degree courses and route ways that are encompassed in the SSES. It was considered

important to represent alumni that have engaged in the range of degree options that have been

available within the school. Table 3 shows the different degree titles that the alumni graduated with.

Table 3 represents the employment status of the alumni at the time they were interviewed. To

represent the non-vocational nature of the Sports and Exercise Sciences discipline, alumni employed

both within and outside of the Sport and Exercise Sciences industry were interviewed. Unemployed

alumni were also included, in order to represent the state of the economic climate at the time the study

was conducted (see Table 1, page 21 for month and year of interviewing). There is a large

postgraduate cohort in the SSES at LJMU due to the research institute status of the school (70 PhD

and 10 MPhil students at the time of interviewing). Many of this postgraduate cohort is made up of

alumni from the SSES's undergraduate courses. To ensure that this group of alumni from the SSES

were represented, postgraduate students were included in the study. One of the postgraduate alumni

was employed within Sport and Exercise Sciences as a research assistant at the time of the interview

(Postgrad.lSp. Sci.), and one of the postgraduate alumni was employed outside of the Sport and

Exercise Science as a project coordinator at the time of the interview (postgrad.lNot Sp. Sci).

Table 4: The employment statuses of 2009 Sports Science graduates 6 months after completing university
(HECSU/AGCAS 2010) and the phase 1 alumni

66%

Over 20%

17%

9%

8%

this research programme
Employment Statuses

2009 Sports Science graduates in

HESAsurvey

Alumni involved in phase 1of

In paid employment

In sports related professional roles

Studying

Combining work with study

Unemployed

68%

26%

26%

11%

11%

A 2010 Higher Education Statistics Agency (HESA) survey of 2009 UK-domiciled first degree and

Foundation degree graduates indicates their employment statuses six months after finishing their

course (6110 out of 7420 Sports graduates responded) (HECSU/AGCAS 2010). As demonstrated in

table 4, the employment statuses of the Sports graduates in the HESA survey are comparable to the

employment statuses of the alumni involved in this study. The percentage of studying Sports Science
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alumni included in this study is higher than the HESA percentage(26%, 17% respectively), which is

reflective of the large postgraduate cohort within the SSES.

2.2.2 Data coUection methods

The researcher decided to interview the alumni in an attempt to appreciate and learn about their

perceptions of HE and preparing students for the world of work. The advantage of talking to people to

get insight into their perceptions has been stressed in the qualitative research world (Ritchie and

Lewis 2003). Spoken language can be used to gain peoples' personal accounts in various different

descriptions, explanations and evaluations (Hammersley and Atkinson 2007). The researcher decided

that an in-depth interview method would be most appropriate way to get a true insight into the

perceptions of the subjects.

"In depth interviews involve open-ended questions and probes which yield in-depth responses about
peoples' experiences, perceptions, opinions, feelings and knowledge" (patton 2002: 4).

In-depth interviews are often described as a conversation with a purpose (Ritchie and Lewis 2003).

The researcher felt that conducting the interviews in a relaxed, comfortable, conversation type manner

would help the subjects to feel at ease and comfortable discussing their personal perspectives. The

researcher wanted the subjects to feel free to define the content and direction of the interview based

on issues that were important and relevant to them, accounting for tactics to ensure honesty in

informants (Krane and Baird 2005). However, the researcher developed an interview guide with some

general themes and questions that they wanted to explore with the subjects across the interviews

(patton 2002). The interview was structured but not governed by this guide (Krane and Baird 2005).

This flexibility allows the researcher's themes of interest to be discussed, whilst permitting the

interviewee to lead the interview in various directions, potentially providing information of relevance

and interest that the researcher had not previously considered (Krane and Baird 2005).

2.2.3 Measurements - The Interview Guide

The guide was created to act as a reminder and checklist of the key aspects the researcher wanted to

be covered across the interviews (appendix 2). The researcher learned and internalised the interview

guide, so it could be used as an 'aide memoir'. The guide enabled the researcher to direct the flow of

the interview to relevant subjects as necessary. The researcher attempted to keep the guide simplistic,

as it was considered that overly detailed or lengthy guide could hamper the quality of the interviews

(Spencer 2009).
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Table 5: Swnmation of the Phase 1 interview guide. Questions for the interview were constructed under five
different themes

Theme 1:
Questions were created in order to get to know and understand the alumni being interviewed;
their perceptions of the purpose of university, their career journey, their experiences of the

world of work and their current job role (current at the time of being interviewed).
Theme 2:

Questions were created in order to examine the transition from HE into the working world. Did
the alumni feel confident and prepared? Were there any challenges?

Theme 3:
Questions were created to identify what the alumni perceived to be the requirements of the

working world, and how they felt their university experience prepared them for such
requirements.
Theme 4:

Questions were devised to assess the impact of HE on the personal and professional
development of the alumni.

Theme S:
The fifth interview theme was developed to provide the alumni with the opportunity to evaluate
the curriculum that they underwent, and highlight ways to better prepare HE students for the

working world.

The interview guide was designed to address the aims and objectives of the research study:

a. Provide insight into the alumni needs, aspirations and expectations regarding their HE

experience.

b. Investigate the impact of the university experience on preparing graduates for their post HE

lives.

c. Determine what the world of work and employers require from graduates, from the

perspective of the alumni.

d. Identify what more can be done in order to better prepare graduates for employability - from

an alumni perspective

The construction of the interview guide was based on a review of employability related research that

has been conducted within the SSES (Drust 2007, Drust et al. In submission, LJMU 2007, LJMU

2010, LJMU 2010A, Mitchell et al. 2007, Mitchell et al. 2008, Morton et al. 2008, Murphy and Scott

2008, Zaitseva et al. 2007, Zaitseva et al. 2008, Zaitseva and Mitchell 2007). To provide support and

context, the review of the research internal to the SSES was supplemented by a review of external

information (British Association of Sports and Exercise Sciences (BASES) 2008, Knight and Yorke

2006).

2.2.4 Pilot Study

A pilot study was conducted in order to develop the researcher's interviewing competence. The study

provided the researcher with the valuable opportunity to practice the process of interviewing, evaluate

their interviewing technique and test the effectiveness of the interview guide. Two interviews were

conducted as part of the pilot study. The first interview was with a BSc (Hons) Sport & Exercise

Sciences Coventry University alumnus. The second interview was with a research assistant from
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LJMU. The pilot interviewees provided invaluable feedback regarding the researcher's interviewing

technique and the effectiveness of the interview guide. The pilot interviews were recorded, which

allowed the researcher to personally evaluate their interview competence and determine how the

interview guide could be used more effectively. The researcher felt that she was relying on the guide

too much in the pilot interviews. As a result of the pilot study, the researcher decided that she had to

be more relaxed with the interview guide. In order to reflect the true nature of in-depth interview

methodology, the direction of the interviews had to be determined more by the interviewees than the

interviewer or the interview guide. The researcher wanted the subjects to feel free to define the

content and direction of the interview based on issues that were important and relevant to them. The

researcher learnt that the interview guide should be adapted to meet the needs of each individual

interviewee. For example, the wording of the interview questions could be adapted, and some of the

questions on the guide may not be relevant to all of the alumni. To conclude, the pilot interviews

greatly enhanced the researcher's confidence, and prepared her for conducting the phase 1 data

collection interviews.

2.2.5 Procedure

A meeting was set up to the convenience of the alumni who volunteered to take part in the study. The

alumni were sent an email copy of the interview guide and the participant information prior to the

meeting (appendix 3 and 4 respectively). Upon meeting, the alumni were informed that there was

some structure to the content that was going to be covered during the interview, but that the interview

would take a conversational type form. The alumni were informed that the interview did not have to

be based around the questions that the researcher asked, and that they had the freedom to 'chip in' to

the 'conversation' at any point if they feel like they have something to add. From the beginning of the

interview the alumni were encouraged to be truthful (Shenton 2004). It was stressed to alumni that

there is no right or wrong answer, so they should answer the questions based on their own feelings

and be as honest as possible (Shenton 2004). Being supportive and reassuring in this manner can help

any alumni who are contending in a self-efficacy manner that they have nothing important to say

(Bogdan and Biklen 2007). As previously mentioned (page 27), the fact that the researcher was a

recent Sports Science graduate meant that the alumni were able to relate to the researcher, establishing

rapport between the alumni and the researcher and assisting the alumni in feeling comfortable

disclosing information about their perceptions and experiences (Creswell and Miller 2000). The

researcher endeavoured to make each alumnus feel that they were 'collaborators' in the research

process, as opposed to 'subjects' being interviewed by the 'researcher' (Maykut and Morehouse

1994). The researcher felt that placing the alumni in such a position of power would further assist

them in being able to talk openly and confidently about their perceptions and experiences (Maykut

and Morehouse 1994). That fact that the researcher did not study for their Sports Science degree at the
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SSES (see page 27) meant that the researcher was able to place the alumni in a position of power, as

exemplified in the below interview extracts as stated by the researcher:

I studied Sports Science, but not at UMU. Part of my research is to get a better understanding of the
undergraduate courses here, which is what I am hoping you can tell me about.

This accounts for the 'tactics to help ensure honesty in informants' trustworthiness criteria discussed

on page 28. Probing questions were used during the interview if the initial responses to interview

questions did not provide the depth and detail that the researcher desired. Probing questions were used

as a tool to expand on the responses of interviewees (Patton 2002). The alumni were encouraged to

talk about the outlined themes of interest (Table 5), and then probed more deeply regarding the topics

and issues they initiated The probing questions were short, open, follow-up questions. It was

important that the researcher made sure they probed fully; they did not accept a passing mention and

they did not assume they knew the context or motivation of something that had been said (Spencer

2009). The use of probes can add to the richness of the data, creating a better understanding of the

phenomenon under investigation (Maykut and Morehouse 1994). Probing questions were used to

clarify and elaborate (patton 2002).

Alumni were interviewed individually and anonymity of responses was ensured. The interviews were

completed in one session. The interviews took place either on the premises ofLJMU (as specified by

12 of the alumni) or over the telephone (as specified by 5 of the alumni). It was ensured that the

interviews were conducted in a quiet and private location. Written informed consent was obtained

from all the alumni being interviewed on the premises of LJMU (appendix 5), and verbal informed

consent was obtained from all of the alumni being interviewed over the phone. Written informed

consent forms were stored in a locked filing cabinet in the possession of the researcher. Verbal

informed consent was stored as Dictaphone files on a password protected laptop in the possession of

the researcher. Interviews were recorded using a digital voice recorder. Interviews lasted between 45

minutes and 1 hour 45 minutes (average interview time = 1 hour 32 minutes). Times were rounded to

the nearest minute. When on LJMU premises, it was ensured that a member of the project team knew

where the interviews were taking place and what time they were expected to finish, adhering to LJMU

risk assessment requirements.

2.2.6 Data Analysis Procedures

Content analysis was used to analyse the interviews. Content analysis refers to the reduction and sense

making of a volume of qualitative data in order to identify core consistencies and meanings (Patton

2002). Content analysis helps researchers to distil information from large amounts of qualitative data

in order to identify themes within the data (Biddle et al. 2001). Content analysis allows researchers to

present qualitative data in a concise and efficient manner, such as in figures, tables or a discussion

(Biddle et al. 2001, Creswell 2007).
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It should be noted that QSR NVivo 8 (computer assisted qualitative analysis software) was initially

used to assist the researcher with analysis. Using NVivo, a deductive and inductive analysis process

was conducted on all of the alumni transcriptions. The result was a list of 81 deductive and inductive

analysis themes. Due to the enormity of this analysis data set, the researcher decided that for the

purpose of this study, the results presented and discussed should be refocused around the intended

aims of the study. The focus of the results and discussion section will therefore be orientated around

the general dimensions represented in Table 6.

Table 6: Deductive Analysis Themes
Attitudes regarding the purpose of HE

The impact of HE on preparation for the working world
The requirements of the world of work

What more can be done to prepare graduates for their post HE lives?

Below is a summary of the process that was used to analyse the alumni interview transcript data.

1. The interviews were transcribed verbatim. Transcripts can be located in appendix 6. A blank

space was left down the right hand side of the transcriptions to allow for note taking.

2. The analysis was orientated around the four themes in Table 6. These deductive analysis

themes were based on the aims and objectives of the study.

3. The researcher worked through the hard copies of the transcriptions looking for any responses

in the interview data that related to the deductive analysis themes in Table 6 (such responses

could consist of phrases, sentences, paragraphs or sequences of paragraphs).

4. Each time a response was identified, the researcher physically cut the response from the hard

copy of the transcription. After all of the transcripts had been analysed in this way, the

researcher had created four piles of raw data responses that had been cut from the

transcriptions, one pile for each of the themes in Table 6.

5. The researcher then worked through each of these four raw data piles, inductively identifying

responses of interest and relevance that immerged from the data. This resulted in the four

deductive analysis themes being broken down into smaller themes. These smaller themes are

termed 1st order themes.

a. This inductive approach to analysis means that the themes most meaningful to the

producers of each message are being identified, therefore presenting the perceptions

of the alumni in the most forthright manner.

6. These I st order themes could then be clustered into units of similar meaning to form higher

order, 2nd and 3rd order themes, representing the similarities in the responses of the alumni.

This process created summary analysis tables, which are presented and discussed below

(Tables 10, 12, 14 and 16).
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The fmalised analysis product resulted in clustering responses from the alumni that were similar and

separating responses that were different (Scanlan et al. 1989, cited in Biddle et al. 2001). This has

effectively highlighted the perceptions, attitudes, beliefs, theories and mindsets the alumni have in

relation HE and the world of work.

Throughout this manual analysis process, NVivo acted as a useful data storage and retrieval device for

the data themes. However, the researcher decided that they preferred the manual process of preparing

data for data analysis, rather than using NVivo. The hands on approach allowed the large amount of

data to be simultaneously considered by the researcher, both visually and manually. Due to the

enormity of the volume of data produced from the alumni interviews, the researcher felt that this

manual analysis approach was required in order to get a true understanding of the data.

Member checking was used to check the accuracy and authenticity of the transcribed interview data,

accounting for the 'member checking' trustworthiness criteria discussed on page 27 (Shenton 2004).

The alumni were contacted by email to ask if they would be willing to read the full transcription of

their interview. Those alumni that were willing were then emailed a copy of their interview

transcription and asked to consider whether the content of their transcript accurately represented their

perceptions in relation to the issues that were discussed (Shenton 2004) (see appendix 7, for

instruction email). Did the messages that were conveyed in the transcripts match what the alumni

actually intended? This member checking process was conducted in order to ensure that the

transcriptions accurately represented and did justice to the perceptions of the alumni. The alumni

could clarify, add or withdraw data to better reflect their views. This provided the opportunity to

account for any triggered memories that may have occurred, where by the alumni considered aspects

of interest and relevance after the interview. 12 out of the 17 alumni responded to the researcher's

member checking request, and confirmed the accuracy of their transcriptions. The alumni member

checking emailed responses can be found in appendix 8. The member checking proved to be useful

not only in terms of asserting the authenticity of the data, but to determine the progress of the alumni

almost two years after being interviewed (this information is included in appendix 8). In order to test

the trustworthiness of the results from the interview analysis, analyst triangulation was employed;

accounting for the 'analyst triangulation' trustworthiness criteria cited on page 28. Analyst

triangulation involves using multiple as opposed to singular analysts:

"Having two or more researchers independently analyse the same qualitative data set and then
compare their findings provides an important check on selective perception and blind interpretive

bias" (Patton 1999: 1195).

Analyst triangulation was used to test for consistency between two analysts' review of the phase I

alumni interview findings (patton 1999). As part of this process, the NTF project coordinator analysed

five of the alumni transcriptions (appendix 9). The researcher and the project coordinator then
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discussed and compared their interpretations and key findings. Due to consistency between the two

analysts, the triangulation process ensured the researcher that the analysis and interpretations of the

research findings were credible.

2.3 Phase 1 Results and Discussion

2.3.1 Alumni Demographics

Career pen profiles of the alumni have been created in order to provide the reader with more

information regarding the career journeys of the alumni and details of any other points of interest

(appendix 8). The presentation of the in-depth interview data consists of verbatim quotations, with

sufficient context provided by Table 3 and the pen profiles to allow the data to be interpreted by the

reader (Silverman 2001). Providing demographic context details for the alumni will allow the reader

to identify if the perceptions of the alumni differ based on factors such as degree studied, year of

graduation, employment status and gender. It is hoped that this will bring more dimensions to the

analysis, and enable the representation of findings in a manner that reflects the in-depth and rich

nature of the interviews.

2.3.2 Results and Discussion overview

The deductive analysis themes presented in Table 6 will form the basis of the results and
discussion section:

Attitudes regarding the
purpose of HE
(section 2.3.2.1)

The impact of HE on
preparation for the
working world
(section 2.3.2.3)

The requirements of the
world of work
(section 2.3.2.5)

What more can be done
to prepare graduates for
their post HE lives?
(section 2.3.2.7)

The results from each of these themes will be presented and discussed in the order the dimensions

appear in Table 6. A summary analysis table will be presented for each of the deductive analysis

themes which will demonstrate how the themes have been organised into the 1s" 2nd, 3rdand higher

order themes (similar to the process outlined in Biddle et al. 2001, figure 2, page 797). In order to

demonstrate the level of support for each of the 1sl order themes, alumnus numbers of the alumni that

contributed to that theme will be included (Smith and Fletcher 2001). For the first three themes

included in the above figure, a table will represent the frequency of mentions and the numbers of

people that contributed to the major inductive themes within each four deductive analysis themes after

each summary analysis table. This demonstrates the dominance and level of support for the themes

within the alumni interview data (Smith and Fletcher 2001). The summary analysis tables will then be

discussed using raw quotations from the alumni interview data to demonstrate and do justice to the

complexity of the data. Presenting material in its raw form allows the reader to make their own

interpretations and not have to rely on the interpretations of the researcher (Krane et al. 1997). A

selection of quotes will be used to highlight the range and intensity of the findings (Smith and
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Fletcher 2001). This will help to prevent an 'anecdotal approach', whereby only a limited range of

subject perceptions are presented, which would hinder the soundness of the research (Silverman

2001). Any alumni quotations will be written in italics, so that they can be easily distinguished from

the researcher's analysis and discussion commentary. After each quote, a subscript number will

appear to represent the corresponding alumnus number of the alumnus that stated that quote.

Presenting the alumnus numbers of the alumni that contributed to each theme alongside the frequency

tables and a selection of quotes to demonstrate the intensity of the findings from each theme will help

to ensure the trustworthiness of the data (Smith and Fletcher 2001). Smith and Fletcher (2001) stated

that the weight, power, direction of qualitative research data should be considered in order to

determine the trustworthiness of analysis output.

This phase of the research programme is orientated In the post positivist qualitative research

paradigm. Within post positivism, the apparent divide that exists between quantitative and qualitative

research is silenced by the need to employ a research approach that is most appropriate to the

phenomenon in question (Krauss 2005). According to Cresswell (2007), post positivism has elements

of being reductionist, representing qualitative research using quantitative reporting structures,

perceiving inquiry as a series of logically related steps, and believing that subjects have multiple

perspectives, which reflects phase 1 of this research programme.
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I- Order Themes

2.3.2.1 Summary analysis table - Attitudes Regarding the Purpose of HE

3nIOrder Themes

Table 7:

2ndOrder Themes

To facilitate a career 12349121317

To find out career options 7 1115

It was the next step 48 111516

Wanted to make a change 2517

Drilled into you at college to go 13JI-------------

The done/expected thing 712 14

To experience moving out liD 1517

To further education 4891015

To gain a qualification 69

Not ready for the working world 8 1215

To develop personally 3 1517

To make a change 2517

To enjoy that period
of my life 13

Exciting living 31017

To meet new people 1

Career reasons

Outside
influences

Personal
development

reasons

Social reasons

'I wanted to work in sport' I 101117 J
Enjoyment factors 416 89121416 1-------------------
'I was streamlined for a Sports Science degree' 3

Universities are businesses as well as academic
institutions 45

Personal reasons
for choosing Sports

Science

Develop discipline specific skills and knowledge for a
desired area of work I3458 10111516

Gain more experience and speciality in a specific subject that
you want to pursue as a career 467

To ensure the necessary qualification is gained 2

To enhance employability, and prepare people for work 3717

It is about finding oneself 8

It is about trailing a vocation 8

Pursuing a desired career 8

Develop the genersl personal and life skills and qualities that
are essential for any work 1217 15 16

To bridge the gap between childhood and adulthood 1115

Give opportunity to achieve a better job in the future 4117

Preparation for the}-
world of work and
post university life

General
purpose of HE

Deductive
Analysis
Th~l1I~

Attitudes
regarding

the
purpose of
university

43



2.3.2.1 Deductive Analysis Theme 1: 'Attitudes Regarding the Purpose of HE ,

This section will discuss the following 3rt!order themes that are presented in Table 7:

Personal reasons for going
to university

Personal reason for
choosing to do a Sports
Science orientated degree

Perceptions of the general
purpose of HE

This analysis theme addressed the following phase 1 aim:

a. Gain a better understanding of alumni needs, aspirations and expectations in relation to their

HE experience.

3rdOrder Theme: Personal reasons for going to university

The reasons that the alumni gave when they were asked 'what was your personal reason for going to

university?' could be grouped into four 2ndorder themes, as represented in Table 7.

Table 8: The frequency of mentions and the number of people that referred to each of the four personal reasons
for going to university

Reasons Frequency of Mentions Number of People
Personal Development 20 13

Career Reasons 19 14

Social Reasons 6 4

Outside Influences 4 4

Table 8 shows that 'careers reasons' and 'personal development' reasons were the two most dominant

reasons the alumni gave for going to university. From the perspective of frequency of mentions, more

mentions were given to 'personal development' reasons than 'career reasons' (20 and 19

respectively). From the perspective of number of alumni who referenced the reasons, more referred to

'careers reasons' than 'personal development' reasons (14 and 13 respectively). Both the themes

'outside influences' and 'social reasons' were referred to by 4 alumni. 'Social reasons' received 6

mentions, and 'outside influences' 4. Due to the apparent dominance of 'personal development' and

'career reasons', the subsequent discussion of Table 7 utilising raw data will focus solely on these two

themes.

2nd Order Theme: Personal Development

As demonstrated in Table 8, personal development was an important part of the university experience

for the alumni. They stressed the benefits involved in moving away from home 3 10 IS 17. which for 13

of the alumni was their first time living away from their families 1 346789 10 11 13 IS 16 17. The alumni had

aspirations that university would further their education 48 9 10 15. provide them with a qualification 69.
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better prepare them for the working world 812 IS and develop them personally 3 IS 17, as reflected in the

two quotes below:

Mainly I wanted to increase a specific knowledge base and
get to know a specific area in detail ..... I also wanted to get
the experience out of it, get a bit more independence, move
away from home but not straight into the world of work,

and maybe get a better idea of what I wanted to do, find out
what the options were 1didn't feel ready to go into

work, I didn't feel like I could travel and meet people quite
as easily as I should have been able to, so I was quite

lookingforward to getting better at that at uni IS

I was hoping to become a bit more confident
in how I approach people, I knew friends

that had been to university, and at university
you were put in a lot of scenarios where you
were out of your comfort zone, whether it be
through presenting in front of a large group
of people or working in a team of people that
you haven't met before, 1knew that in the

long run, that would be beneficial y

All three of the mature alumni reported going to university because they wanted to 'make a change' to

their lives 2 S 17.

I just got a bit fed up, my long term relationship ended. and I just thought it was a great opportunity for a fresh
start and to get away 17

2nd Order Theme: Career Reasons

Eight of the alumni went to university in order 'to facilitate a career' 123491213 17.

I knew that gaining a degree would certainly open
more doors once 1graduated 3

I thought that university would just pretty much get
me into the working world afterwards 13

I went to hopefully get myself in a position to get
myself a decent job at the end of it 9

I thought it was in the best interest of my career to
get a degree I

Six alumni went to university because they felt that it was 'the next step' 48 II 15 16 and they wanted 'to

find out career options' 711 IS.

Going to university seemed to be the next natural
progression, and with not having a particular

career in mind it was a self investigation of what
everyone else was doing 11

I was trying to find out what I wanted to do later on
in life because I didn't really know leaving school 7

It wasn't a case of, 'Iwant to be this when I'm
older'.for me it was like the next progression 8

Ten of the alumni reported that they did not have a particular career in mind when going through
university 346789 II 121516.

1 cannot say that 1knew what 1wanted to be, it was more I had never considered not going to university, so in a
way 1probably didn't really look at my options, the next logical step was always to come to university, get a

degree, and then worry about my future ambitions at the end of it 16

The three mature alumni came to university in order 'to make a change' to their careers 25 17.

Alumnus numbers 2 and 17 wanted to progress their
careers:

I had been in leisure managementfor a while, and I
got to the top and I needed to progress further,

where I wanted to go, you need a degree 2

Alumni 5 became 'disillusioned' with his pre-
university career and wanted to make a complete

change:
I took a career change, things weren " working for

me in that field, I wanted to go back and do
something that Ifelt I enjoyed 5
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3n1 Order Theme: Reasons for choosing Sport Science

The reasons that the alumni gave for choosing to study a Sports Science related degree at university

will now be discussed. Eight alumni choose to do a Sports Science degree based on enjoyment factors

4 S 6 8 9 12 14 16.

I didn 't have a particular career
in mind, I knew I wanted to go to
uni to get a degree and then I just
decided Sports Science because I

loved sport and was good at
science, so it just seemed like the

perfect course 9

I didn't go to uni to find a career
at the end of it, I did Sports

Science as an extension of what I
had already enjoyed, not because
I wanted to be a Sports Scientist 6

I chose Sports Science because
the main things I was interested in
at ~' level were PE and biology,
so I put them together and came

up with Sports Science 12

This reiterates the statement from Browne (2010) and the findings from the NUS (2008) and

Lexmond and Bradley (2010) that students choose their degree subject based on interest as opposed to

perceiving it as a direct career route (see page 15). Four alumni chose to do a Sports Science

orientated degree because they aspired to work in sport 1101317.

I knew I wanted to work in sport, I
grew up wanting to work infootball,

which is why I chose my course,
Science and Football 10

I did Sports Science thinking I would be a physiologist, so that
was my aim when I appliedfor university, become a Sports

Scientist in physiology and work in sport, either with a team or a
company 13

As reported on the previous page, ten of the alumni reported that they did not have a particular career

in mind when going through university 34678911121516. Alumnus 17, who went to university knowing

that he wanted to work in sport, feels that going to university without having a particular career in

mind is a mistake:

I think it's a society thing, it's not just people in sport, people go to university because they don '1 know what
else to do, and I think ifyou go to uni and don't have a clue what you want to do, the whole process of

university, as harsh as it sounds, is a pointless one 17

A 2010 survey by the Chartered Institute of Personnel and Development (CIPD) found that 59% of

employed graduates who graduated between 2008 and 20 I0 were not working in an area related to

their degree. Since so many graduates appear to enter jobs that have no direct relation to their degree

subject, HE must ensure that students widen their post HE horizons (Yorke 2004).

3n1 Order Theme: General Purpose of HE

The responses of the alumni to the question: 'What do you believe is the general purpose or role of

HE?' will now be discussed. Fourteen of the alumni articulated that they feel that the general purpose

of HE is to 'prepare people for the working world and post HE life' 1234 S 6 7 81011 13 IS 1617.

I think the purpose of gaining a degree is purely from a career perspective, I think that is why they are there 3

Twelve of the alumni felt that the purpose of university is to 'develop discipline specific skills,

knowledge, experience and speciality for a desired area of work' 134567891013 15 16.
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Ona general term, I'd say HE provides a platformfor It's to teach you skills in a certain area that will
individuals to improve their knowledge of certain take you closer possibly to the job that you want
areas, whatever areas they are looking to go into 4 10

However, alumnus 10 and 16 highlight that graduates do not always pursue a career related to their

specific degree subject:

It's to teach you skills in a certain area or
choice of subject that will take you closer to
the job that you want, or to teach you more

about that certain subject that you're
interested in, not necessarily meaning that you
will get a job at the end of it in that area 10

The main aim of why you are there is to study and be
educated in your chosen discipline and get more specific
knowledge in that area, hopefully to the point where you
can use it in a career, but then not necessarily because

you have people that go on and don't have careers in the
area that you learn in, so there must be a certain amount

of generic stUjJI6
Alumnus 9 believes that university:

Generally just skills you up, it teaches you how to learn and how to take in information at a higher level, so that
you can go for more general skilled jobs 9

He goes on to say:

I don't think all students realise that just with a degree you can do so many different jobs 9

Six of the alumni felt that the purpose of HE is to 'develop the general personal and life skills and

qualities that are essential for any work' 12571516.

It's got two main roles, the first main role being getting students qualified,
getting them graduating with the results that they require, and secondly it 's
to get the personal skills and become educated in social skills to enable

them to gain a job at the end of it, because you might be the most intelligent
person in the world with all the grades, but if you haven't got the social
skills to make it through the interview, you're not going to get there, so
that's what I think university is all about, it's got to deliver the whole

package, not just the academic grades, it's got to also have the social aspect
to be able to communicate what you think out to others, to be able to get on

with people, to enable you to get ajob or go into further education or
whatever vou want ~

It's to gain specific skills for
work but also more generic
ones like communication
and self motivation, skills
that can be used in any job,
the life skills and things that
are essentialfor any work
that you might not have
gainedfrom school 15

Alumnus 11 articulated that:

HE, for me, is to bridge the gap between school and childhood and adulthood, it tends to be the most common
pathway between going out and having a career II

However, alumnus 17 does not believe that HE achieves in preparing students for the world of work

and post HE life:

HE is supposed to be out to increase your chances of 1, getting employed 2, the level you can go into
employment at, and 3, the money you can earn, whereas I'm not sure that that is always the case, I think a lot of

the structure is set up for you to pass exams, and then when you go into the real world people are a bit like,
'what experience have you got?' 'None ..... l've been studying' 17

Alumnus numbers 5, 10, 12, 14 and 15 also expressed concerns that 'a degree isn't enough':

There are so many people doing
degrees that it almost feels like
having a degree isn't enough IS

When I was coming through, there was this thing that a degree
wasn't enough to get you the jobs you'd have wanted, so there had

to be more within or around the course, so that people were
properly ready for work s
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In the research conducted by Lexmond and Bradley (20 I0), students were also aware that a degree is

not enough to impress potential employers. This concurs with Redmond (2010), who stated that a

degree is no longer enough, and that employers want graduates to have more. The literature review

discussed the need for to focus less on assessment and more on world of work preparation, and the

need students to build around their degrees in order to be prepared for post HE (page 6).

2.3.2.2 Cone/usion Deductive Analysis Theme 1: Attitudes regarding the purpose of
university?

This analysis theme addressed the following phase I aim:

a. Gain a better understanding of alumni needs, aspirations and expectations in relation to their

HE experience.

As stated in the introduction to this study, there is a need for HE to contribute to the delivery of a

labour force that will ensure our national economy is capable of flourishing in an economic climate

that is becoming increasingly competitive (Browne 2010, HEFCE 2007, Leitch 2006, Thompson et al.

2008). It is important to understand the different reasons individuals have for going to university in

order to make sense of the employability needs and aspirations of students and assess the

effectiveness of their university experience in meeting such needs (Brennan et al. 2005, Martin et al.

2000, Minten 2010). Denholm (2011) advised that HEIs should develop curricula and L&T to

account for students' individual employment needs. Accounting for the employability needs and

aspirations of students and ensuring that students are effectively prepared for post HE, will result in

them being better prepared to meet the requirements of the working world, which will in turn lead to a

more skilled workforce that can enhance the economy and society (Burgess 2007).

Personal Reasons

The reasons that the alumni gave for going to university could be grouped into four themes.

1. Career Reasons

2. Personal Development

3. Social Reasons

4. Outside Influences

The alumni in this study support the notion suggested by Brennan et al. (2005), the NUS (2008), the

CBI/NUS (cited in Anderson and Marsh 2011) and Unite (2007) that different students have different

reasons for going to university and choosing their degree course, and a variety of hopes and dreams

for their life post HE. Such factors need to be accounted for in order to make sense of the

employability needs and aspirations of students, to ensure that these needs are met and students are

effectively prepared for post HE. For the alumni in this study, 'personal development reasons' and

'career reasons' were the most dominant reasons for going to university (n=13 and n=14

respectively). The alumni envisaged that university would develop them personally and result in them
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feeling more prepared for their post HE lives. As demonstrated in the literature review, the current

research suggests that students' attitudes regarding the purpose of university are career related

(Committee on Higher Education 1963, Feame 2008, NUS 2008, Swain 2011, The Pennsylvania State

University 2009, UNITE 2007). The alumni involved in this study demonstrate that whilst career

reasons are important in relation to attending university, personal development is just as important.

This reflects the NUS (2008) finding that graduates regard university as preparation for life more than

preparation for work (65% and 35% respectively). In essence, graduates view the purpose of HE as

broader than employability alone (NUS 2008).

Despite 'career reasons' being the joint most dominant reason the alumni gave for going to university,

ten out of the seventeen alumni interviewed said that they did not have a particular career in mind

whilst at university:

I cannot say that I knew what I wanted to be, it was more I had never considered not going to university, so in a
way I probably didn't really look at my options, the next logical step was always to come to university, get a

degree, and then worry about my future ambitions at the end of it 16

There was a sense among the alumni that they went to university because it was the only option, with

some of the alumni describing university as being 'the next step' (n=5); and others stating that they

felt like they were 'expected' (n=4) to go to university. Despite this, eleven of the alumni went to

university in the hope of 'facilitating a career' (n=8) and 'finding out career options' (n=3). The

alumni may not have gone to university with a particular career in mind, but they certainly wanted to

pursue the facilitation of a career whilst they were there. It appeared that going to university for career

reasons was related to career in general as opposed to career in specific:

I thought that university would get me into the working world afterwards 13

However, alumnus 17 feels that not having an end goal in mind can be a detrimental:

/fyou go 10 uni and don 'I have a clue what you want 10 do, the whole process of university ... is a pointless one 17

The above quote adds further credence to the importance of understanding students' aspirations, to

ensure that their employability needs are met and that the HE process is not 'pointless'. More needs to

be done to assist and nurture students who do not have any post HE plans, to ensure that the process

of university is not 'a pointless one'. Since students are orientated to pursue their degrees and post HE

preparations in different ways, HEIs need to ensure that they meet the needs of the broader student

population (Barrie 2007, O'Regan 2009). Despite fourteen of the alumni stating that they went to

university for 'career reasons', only four of the alumni specified that their decision to do a Sports

Science related degree was based on a desire to work in the Sports Science industry, highlighting that

Sports Science students do not necessarily pursue a Sports Science degree due to aspirations to work

in that given industry. The majority of the alumni chose to study Sports Science at university because
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they were interested in that area of study (n=8), supporting the below statement:

"Some students will be particularly interested in one course and decide to pursue it with relatively
little concern about what it will do for their employment prospects. Others choose a course because it

will improve their employment prospects" Browne (2010: 31).

The alumni in this research programme reiterated the findings from the NUS (2008) and Lexmond

and Bradley (2010), which suggested that students choose their degree subjects based on interest as

opposed to perceiving it as a direct career route.

The Pw:pose of University

14 of the alumni felt that the general purpose of HE is to prepare people for the working world and

post HE life'. This preparation does not have to be degree specific. Six of the alumni felt that the

purpose of HE is to 'develop the general personal and life skills and qualities that are essential for

any work'. This supports the suggestion from the NUS (2008) that students may not pursue a degree

subject because they want to work in that industry, but they do expect to gain a series of transferable

skills that can be used in a variety of different post HE options. Since only 4 out of the 17 alumni

ended up working in the Sports Science industry (Table 3, page 33), it is important that students are

prepared for the general world of work:

The purpose of HE is to gain specific skills for work but also more generic ones like communication and self
motivation, skills that can be used in any job, the life skills that are essential for any work that you might not

have gained from school IS

However, six of the alumni were concerned that 'a degree is not enough', and more needs to be done

to prepare students for their post HE lives:

HE is supposed to be out to increase your chances of 1, getting employed 2, the level you can go into
employment at, and 3, the money you can earn, whereas I'm not sure that that is always the case, I think a lot of

the structure is set up for you to pass exams, and then when you go into the real world people are a bit like,
'what experience have you got?' 'None ..... I've been studying' 17

Burgess reflected on this notion of an assessment orientated HE system in the chairs foreword of the

2007 Burgess report:

"The persistence of a system that concentrates on a single summative judgement results in afixation on
achieving a number that is considered 'good'. This drives the behaviours of academic staff and students and

works to the detriment of the currency of other information" (Burgess 2007: 5).

Furthermore, Ainley and Allen (2010) believe that for HE students, the goal is to pass the degree,

rather than to learn. Ainley described a HE system that diminishes a learning culture, and instead

creates a culture where by students only learn what they need, when they need it (Fearne 2008). This

assessment driven culture prevents students from gaining from the totality of the learning experience.

The curriculum structure needs to be more orientated around preparing students for post HE and less

around passing exams, supporting 'the need for a real world curriculum' and 'an economy of

experience' sections discussed in the literature review (page 8 and 6).

50



In summary:

• 'Careers reasons' and 'personal development' reasons were the two most dominant reasons the

alumni gave for going to university.

• The alumni wanted to develop personally in preparation for post HE.

• The alumni hoped to facilitate a career whilst at university (n=8), but did not have a particular

career in mind (n = 10).

• Since going through university without having a particular career in mind is 'pointless', there is

a need to prepare students for post HE whilst they are at university.

• 8 of the alumni choosing to study Sports Science for enjoyment factors and 4 because they

aspired to work in sport, demonstrating that Sports Science students do not necessarily pursue a

Sports Science degree due to aspirations to work in that given industry.

• Fourteen of the alumni perceived that the general purpose of HE is to 'prepare people for the

working world and post HE life'. However, the alumni felt that HE was not adequately

accounting for this purpose or preparing students for the requirements of the world of work

Cn=6). It is important to understand the employability needs and aspirations of students, to

ensure that these needs are met and students are effectively prepared for post HE.

Recommendations:

Students need to be prepared for post HE whilst they are at university.

It is important to gain an understanding of students' aspirations regarding university, in order to

enhance the effectiveness of HE in preparing graduates for a competitive job market.

HE needs to cater for those students who are unsure of what they want to do post HE.

HE needs to cater for the large proportion of Sports Science graduates who do not end up

working in the Sports Science industry (it cannot be assumed that all Sports Science graduates

want to work in Sports Science).

The HE structure needs to be more orientated around preparing students for post HE and less

around assessments.

The alumni make suggestions for what more can be done to prepare students for their post HE lives

and diminish the assessment driven culture in general dimension 4. General dimension 2 will go on to

discuss the impact HE had in preparing the alumni for the world of work, and general dimension 3

will look in more depth at the requirements of the world of work.
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Table 9: 2.3.2.3 Summary analysis table - The impact of HE on preparation for the working world

I" Order Themes

The motivation and discipline to work independently without relying
on other people 1 2 3 789 13 IS 16

Time management - 'You learn the hard way not to leave everything
until the last minute' 1267813 15

Research - 'You learn where and how to get information' 347910

The ability to critically analyse 5917

Information Technology skills 8 15

Adaptability - 'You learn how to apply yourself to ditTerent areas, it
makes you a bit more rounded' 37

Confidence in professional potential 3417

Confidence in leadership ability and gaining respect from others 2

Confidence in public speaking 3 12 15

Confidence in communicating with a range of people 1613

Confidence in ability to work independently 13

More confident and independent on a personal level 8 15

Talking to people, social skills 16

Leadership skills - the role of taking charge 215

Adaptability - knowing how to behave around ditTerent people in
di tTerent situations 37 11 13 14 15

Team work - get used to working with other people 78 II 15

Literacy 26 15

Public speaking and presenting 3 7 12 15 17

Verbal communication, developed through dealings with major project
subjects I

The experience of living on my own 1367811151617

I learnt about mysel f 68

I interacted with people I wouldn't normally have met 8 1213

Uni made me grow UP231317

Uni taught me life skills, how to deal with ditTerent situations 681015

A better understanding of the Sports Science industry 4 5 6 11 12 16

Stemming of careers ideas 6712 16

Higher Order Themes

Self management

Confidence

Ability to
communicate and
work with others

Developed,
matured, grew as a

person

Foundations for the
Sports Science
world of work

Deductive
Analysis

Theme

The
impact
or HE
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2.3.2.3 Deductive Analysis Theme 2: 'The impact of HE on preparation for the working
world'

This section will discuss the following higher order themes that are presented in table 9:

Self management Confidence Ability to
communicate and
work with others

Developed,
matured, grew as

a person

Foundations for
the Sports

Science world of
work

This analysis theme addressed the following phase 1 aim:

b. Investigate the impact of the university experience on preparing graduates for their post HE

lives.

Table 10: The frequency of mentions and the number of people that referred to each of the five higher order
themes inTable 9

Reasons Frequency of Mentions Number of People

Self management 46 13

Developed, matured, grew as a 16 13
person

Ability to communicate and 29 12
work with others

Confidence 12 10

Foundations for the Sports 10 7
Science world of work

From the perspective of the number of people, Table 10 shows that 'self management' and

'developed, matured, grew as a person' were the most dominant themes, both being referred to by 13

people. From the perspective of frequency of mentions, 'self management' was given the most

mentions (46), making it the most dominant theme. 'Developed, matured, grew as a person' was

mentioned 16 times, and the 'ability to communicate and work with others' was mentioned 29 times

by 12 people. 'Confidence' was referred to by 10 alumni and mentioned 12 times. 'Foundations for

the Sports Science world of work' was referred to by 7 alumni and mentioned 10 times, making it the

least dominant theme. The subsequent discussion of Table 9 utilising raw data will not include the

least dominant theme.

Hi2her Order Theme: Self Management

As demonstrated in Tables 9 and 10, 13 of the alumni felt that they developed aspects related to self

management as a result of their university experience 1234567891013 1517. Nine of the alumni felt their

experiences at university helped them develop the ability 'to work independently, without having to

rely on other people' 123789131516.
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Using your initiative and not
relying on other people like you
might have done at school, you
have got that little bit more

independence; you have to take
responsibility for your own work

15

You have to manage your time a
lot better, you have to motivate

yourself a lot better, because you
haven't got anyone telling you to
do your work like at school, so the
main skill I gained was motivating
myself to work without having to
rely on teachers and parents
pressurising you to do it 1

At 'A' levels, you have to be
motivated, but at the same time
you still have a teacher going,
'have you done this? Have you

done your coursework?' Whereas
at uni, ifyou didn't meet the

deadline you got a zero, there was
nobody chasing you up 8

Seven of the alumni felt that university helped them to develop their 'time management' capabilities 1

26781315.

After uni you are a bit better
at the whole working

independently and deadline
thing, because you have learnt

the hard way not to leave
everything until the last

minute 2

Independent working and

You need to make sure
you're aware of what you
have to get done, the time
scale and making sure you
work towards it, so you're
not rushing constantly to

get things done IS

time management capabilities will ensure graduates can self manage

You have got to be able
to manage your time at
uni, motivating yourself
to work with all the

distractions you've got I

You get to know
that you have to be

a bit more
organised, you

have to plan ahead
a bit more 6

themselves in the working world.

Time management you
have had to do it

without realising, and
then you go into a
position where you
realise that you are
using skills that you
picked up on the way
that you were never
really conscious of at

the time 13

The planning, the
control, the timing,
everything that you
have to do with

coursework, it gives
you those skills to use

cfter unt 6

You need the discipline
of doing work, so that
you don't get the

employee saying, 'how
do Ido that?'

And, 'what do I need
for that? 'And, 'show

me!'7

With this job, I am my own
boss, which for some people is
hard, but because at uni its up
to you ifyou get up and go to
lecturers and do work, I was

used to working independently,
so I didn't really find it too hard
getting out of bed and working,

even though I didn't have
someone looking over me all the

time 3

The quotation below from alumnus 3 demonstrates how the need to adapt to different scenarios whilst

at university results in students being more rounded and adaptable, which can better prepare graduates

for the world of work:

The different scenarios you get put in throughout university, for example, public speaking, team work, project
management, organising an event, those sorts of skills are very relevant and transferable when it comes to

certain types of jobs and professions 3

HE should focus on the development of these 'relevant' skills that are 'transferable' and required in

the working world. As demonstrated by the alumni in this research programme and by the NUS

(2008), students expect and need to be prepared for a variety of different post HE options.

The self management skills referred to by the alumni reflect the 'self reliant' skills that the AGR

(1995) defined as being crucial for graduates in the 21sl century labour market.

Higher Order Theme: Developed, matured. grew as a person

Thirteen of the alumni felt that their experiences at university caused them to develop, mature and

grow as a person 12367810 II 1213 IS 1617. The HE experience can be life changing, as it is a time when

knowledge, skills, values and personality are developed (HECSU/AGCAS 2011). Nine of the thirteen
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alumni described how the experience of moving to university and living away from the parental home

caused them to develop, mature and grow as people I 3678 II IS 16 17.

You're thrown in at the deep
end and you have to swim, you
have no other option, because
all of a sudden all the things
that you had growing up that

you were comfortable with, you
suddenly haven't got anymore,
you go from being completely
not independent to as soon as
your parents drive off you're
completely relying on yourself
from there on in, there's no half

way house, you gofrom one
day living at home having all
your meals cooked, having
someone tell you to do your

homework, and then you're at
uni, and you have to suddenly
do it all yourself, I would say
uni is the most important thing
without a shadow of a doubt for

developing myself I

The thing that has
developedme most

as a person,
without a shadow
of a doubt, was

moving to
university, hugely,
because I would
have been quite
happy staying at
home getting by,
but moving away

completely
changed me, and I
feel it was the best
decision I've made,

in terms of
everything,

because obviously
I'm happy with the
job I'm doing and
that kind of thing 17

The majority of
personal

development
was the process

of going to
university and
living away

from home for
the first time, it
was quite a

learning curve
in that respect,
the socialising
and growing
and living on
your own is an
important part

of it 16

Alumnus 3 believes that his
experience of moving to

university helped him cope with
moving away for his first job post

HE:
I don't think I would have been
able to move to London on my

own if it wasn't for university, or
cope with the stress and strains of
that particular job role, I think
university helped prepare me for
that because I had almost been
there before and had to deal with
those sort of situations, maybe

subconsciously I was able to deal
with them better because of my
experience at uni, but I just got
my head down, I just thought

'there's no point lying down, you
just have to gofor it' 3

The NUS (2008: 6) reported that the living experience at university encompasses valuable aspects

including: moving away from home; living independently; meeting new people; building new

relationships and networks to potentially support, share and enhance the learning experience. This

research programme supports such findings. Alumnus numbers 2, 3, 13 and 17 feel that university

'made them grow up', and 6,8, 10 and 15 reported developing 'life skills':

It develops all the Ifeel I changed huge amounts,
main skills to get in terms of day to day life,

through life, being able to look after myself.
communication, and I started getting good with

writing, social skills, paying my own rent and stuff
timing skills, you're a like that, because I was living at

bit more mature home up until I was like 2], my
going through uni, parents didn't askfor anything

you learn more about of me, so what I earned, I had,
yourself, you know and I would go home and my
how the world works washing, cooking, everything
a bit more, because was done for me, so to come out
you're living on your here was good in terms of
own, so you've got to independence, I feel I really
sort yourself out 6 grew 17

It is notable that alumnus numbers 2 and 17 both feel that they matured and grew up whilst they were

at university despite them entering the HE system as mature students. Yorke (2006) suggested that the

I grew up massively, I think just
generally living on your own
for three years and having to
look after yourself, Imatured
as a person, it's when Igrew

up and became an adult, before
then, I had never really been
out of my comfort zone, I had
never really tested myself,

going to uni made me do that,
and you're going to be put out
of your COinfort zone in the

workplace, so uni prepared me
for the working world 3

Ideveloped life
skills, getting
experience
sorting out

somewhere to
live, doing the

shopping, things
youtakefor
granted when
you're living at

home IS

employability focus for mature students may be on the development of subject discipline knowledge

to supplement what they have already learned about general employability. This research

demonstrates that the university experience can encompass a lot more for mature students than

gaining subject knowledge.

The maturation and personal development that the alumni reported experiencing whilst at university
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highlights that university is a vulnerable and impressionable time for students, and therefore students'

requirements include nurturing and guidance. This notio adds credence to the cause for determining

what the prospect and process of HE encompasses for students, in order to accordingly provide for

students needs and develop and prepare them for the world of work (O'Regan 2009).

Higher Order Theme: Ability to communicate and work with others

Twelve of the alumni felt better equipped to communicate and work with others after their time at

university I 2 3 6 7 8 II 12 13 14 IS 17. Six of the alumni discussed developing the ability to 'adapt' their

behaviour based on the given situation and the people that were involved in that situation 3711 13 14 IS.

Because
lecturers are all
so different it's
knowing how to

be around
different people,
and different

students as well 3

The confidence and
ability to speak to other
people, you have to

communicate with peers
and with staff, and then
you go out into the

working world and you
have companies to deal

with, customers,
clients .... 13

Communication is enhanced.
you get more opportunities to
gain experience in different
situations, and higher level

communication, like scientific
research that you wouldn 'I have
done previously, more complex
things, and learning how to
convey that to different

audiences, like the public or
other researchers IS

I learnt how to
communicate in different
situations and how to
speak to people in

different situations and
how to act in different
settings and places; you
have got to act different 14

It should be noted that in his above quote alumnus 14 describes how he developed his ability to

'communicate in different situations' through a range of experiences he had at university, not all of

which were part of the curriculum, for example:

I helped with V02max testing within the university, and I did physical activity monitoring with kids 14

I ran my own soccer schools, I was with the Cheshire county Football Association (FA) doing bits there, I was
workingfor all different organisations 14

This supports that students post HE preparedness would benefit from being provided with the

opportunity to engage with a range of different experiences whilst at university, as was discussed in

the literature review (page 6). As stated by Gilleard (cited in Mail Online 2007), students must engage

with additional activities and experience alongside their degree in order to be prepared for the world

of work.

Four of the alumni felt that university helped to develop their ability to work as a teams, by getting

them 'used to working with other people' 7811 IS.

It helped that we
did lois of group
projects, because
that's important for
wherever you're
working, even if

you're
predominantly on
your own, you've

still got to be
working as part of a

team IS

You get used to working with
people that you don't know,
whether it's people on the
course or in work related

learning (WRL) where you're
in a new situation and you're
trying to offer them something
and also get something back
from whoever you're working
with, it's interpersonal skills,
you learn how to communicate
with people on different levels 7

Alumnus 11 describes how he learnt that working
as a team can be 'more resourceful':

It helps you be a lot more resourceful in your
studies, I think every student would probably say
that they didn't do everything on their own, they
utilisedfriends.friends of'friends, lecturers, every
sort of resource available to help you or guide you
in trying to pursue your academic aims, it opened

my eyes a bit to not shouldering everything
yourself, developing communication skills in order
to share knowledge and get the right end result II
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Five alumni developed in their ability to 'present and speak publicly' 3 7 12 15 17.

Uni prepared me well
for presentations at

work 17

When I first started doing presentations
at uni I used to be so nervous. but after
doing a few you realise it's not that bad.
and now after finishing uni, I have to do
quite a lot of presentations, and / actually

lookforward to doing them 3

The course has helped with doing
presentations, which employers lookfor
because you may have to present to your

target audience and be confident
speaking infront of people by

communicating your product or ideas of
whatever it is IS

Higher Order Theme: Confidence

13 IS 17.

Ten of the alumni mentioned that their experiences at university made them more confident 1 23 468 12

Alumnus 3was
pleasantly surprised
by his confident
approach when he
entered the world

of work:

The university
experience gave

alumnus 4 so much
confidence that he
felt as though he

'was equipped to do
whatever he wanted':

Alumnus 1 describes how being
confident in his ability to
communicate with people,

positively impacted on him in the
working world:

Alumnus 15
described how her
confidence grew in
her ability to be

more independent:

I became a lot more confident having gone to university. I
was put out of my comfort zone and had to meet new people

and had to do things which might make you nervous or
might make you stressed. for example, public speaking. team
work, project management, organise an event, but ultimately
if you achieve them, confidence comes with it, and for me, I
had most of the skills in place and it was just a massive

confidence thing, if/have the confidence then these skills
canflourish, ifnot then they won 't really develop, I think
university helped me build confidence, and then that sort of

followed g

I went to university not being confident in me as an
educated person. I felt myself lucky to be going to

university. so I was quite surprised when I then actually
finished my university degree and actually done ok,
which gave me a lot more confidence. and because of

that I then thought. 'I will stay on and do a masters', so I
lmS quite made up really after uni, I felt as though / was

more equipped to do whatever I wanted 4

Sales is all about being confident and being
good at talking to people and building rapport.
which is all stuff that I developed through uni,
despite the fact that you don't get lectures on
rapport building, but you have to be able to

build rapport to get through uni 1

I was a lot more independent. I think that lmS the one
thing that scared me about coming to university, even just
trave//ingon the train on my own seemed daunting at the
time, and yet now it seems ridiculously simple. so I have
definitely got more confident and more independent and
feel a lot more relaxed and less stressed about lillie

things IS

Knight and Yorke's (2006) USEM account of employability highlighted in the important impact self-

efficacy has on employability. Bowers-Brown and Harvey (2004) commented that not only is the

development of self-esteem of benefit to the individual, but to the community as a whole.
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2.3.2.4 Conclusion Deductive Analysis Theme 2: 'The impact of HE on preparation for the
working world'

This analysis theme addressed the following phase I aim:

b. Investigate the impact of the university experience on preparing graduates for their post HE

lives.

There has been little feedback from graduates regarding the impact of the HE experience on their post

HE lives (Sleap and Reed 2006). Alumni can be used to assess the effectiveness of HE in preparing

students for successful and fulfilling lives after HE (pettit and Litten 1999, cited in Bauer and Bennett

2003).

The factors that the alumni developed which helped prepare them for the working world can be
grouped into the following five themes:

Self management
(n=13)

Ability to
communicate and
work with others

(n = 12)

I
The alumni felt that they

were better able to
communicate in the
following contexts:

Socially (n=2)

I

Confidence
(n=10)

lThe alumni felt more
The discipline to work confident in their
independently (n=9) ability to work

independently,
communicate

effectively, and
generally succeed and
be effecti ve in the
world of work

Effective time
management (n=7)

Teams (n=4)

The ability to research
(n=5) and critically

analyse (n=3) required
knowledge and
information

Leadership roles (n=2)

Presentations (n=5)

The variety of university
experiences resulted in the

alumni being more
adaptable and better

rounded individuals (n=2)

Written
Communication (n=3)

LAbility to adapt their
communication based
the requirements of a
given situation (n=6)

Developed,
matured, grew as
a person (n = 13)

Foundations for
the Sports

Science world of
work(n =7)

The experience of
moving to university

amd living alone (n=9) A better understanding
of the Sports Science

industry (n=6)

L Developed ideas for
potential career

options to pursue post
HE (n=4)

Learnt about self
(n=2)

Interacted with people
wouldn't normally
have met (n= 3)

'Uni made me grow
up' (n= 4)

L Uni taught life skills
and how to deal with
different situations

(n=4)
NB: The self management
orientated attributes that the

alumni discussed being
developed at university, reflect
the 'self-reliance' attributes
that the AGR identified as

being essentially required by
21" century graduates (The

AGR 1995: 18).

It is evident that the SSES had a positive impact on preparing the alumni for the working world. It is

notable that the factors that impacted on preparing the alumni for the world of work were related more

to the process of the university experience as opposed to the actual technical content of the SSES

curriculum:

Uni shapes your life more personally than professionally 12

Sales is all about being confident and being good at talking to people and building rapport. which is all stuff
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that I developed through uni, despite the fact that you don't get lectures on rapport building, but you have to be
able to build rapport to get through uni I

You learn a whole host of skills, Idon't think they are all specific to what you are being taught at university, you
build on a load of other skills that are adaptable in any given profession 13

Being educated by your degree course, but being educated by other people for other things as well, you don't
just do your degree, you can go and join different clubs, and do things you wouldn't normally do 12

Ashwin et al. (20 II) also found that personal development was central to students' perceived value

gain from HE. Since employers tend to value generic skills more highly than technical understanding,

the alumni university experience will have helped to prepare them in part for the requirements of

employers (Harvey et al.1997). However, it is also important the following recommendations are

accounted for. It is suggested that the ways in which the alumni highlighted their HE experiences

prepared them for post HE may demonstrate aspects that students value and require developing.

Students' aspirations for the prospect and process of HE needs to be determined in order to

accordingly provide for students needs, developing and preparing them for the world of work. This

maturation and personal development that the alumni reported experiencing whilst at university

highlights the need for providing students with nurture and guidance whilst at university. Students

should be provided with the opportunity to engage with a broad range of different experiences whilst

at university in order to prepare them for the working world (Gilleard, cited in Mail Online 2007).

This research programme supports the suggestion that 'skills for employment' should be reframed as

'skills for life', including personal development as well as employment (O'Regan 2010). As stated by

Barnett (2010), careers units should be renamed 'for life units'.

A lack of awareness

The alumni reported being unaware of the value of employability-focused curriculum interventions

they experienced whilst they were at university, supporting the finding from Glover et al. (2002) that

students do not recognise how their experiences at university are applicable post HE:

A lot of it is quite subtle, the way you are exposed to it at uni, no one says, 'right. we are going to do this
because it develops these skills in these areas " it's more a case of its just done as a matter of course and you
don't realise until afterwards the benefits. you just think, 'this is just a formality, this must just be how they

assess us',

The alumni only began to recognise the benefit of aspects of their university experience, and the

attributes that they possessed when they started to put them into practice in the work place:

At uni I certainly had to tendency to think, 'the only thing that I am gaining here is the subject knowledge', but
then since I got my current job, you realise that your degree helps in so many other ways as well with all the
other things that they are looking at. like time management and motivating yourself to work and that kind of

thing. while I was at uni I thought it was all about the knowledge of the subject, then having finished uni I have
realised that a degree gives you so much more than just the knowledge in those certain subjects that you look at

I .

You realise that you are using skills that you picked up on the way, that at the time you were never really
conscious of the fact that that's what you were improving 13

59



You don 'I always notice as you are doing your degree, but then afterwards you do realise you have changed
quite a lotfrom when you started IS

Uni got me into habits I didn't even realise until I had finished uni, it probably only dropped when I left uni 17

This supports the findings from Leggott and Stapleford (2004) that students only become aware of the

skills they developed at university and the applicability of such skills after entering the workplace.

Kay et at. (2007) reported that alumni continue to benefit from their university experience post HE

through the skills and the knowledge that they acquired at university, which is reiterated by the

current findings. There is a need to increase students' awareness of the value of curriculum

interventions and the world of work preparing attributes that are being gained and developed whilst at

university, supporting recommendations from Bowers-Brown and Harvey (2004), Brewer (2009),

Leitch (2006) and Yorke and Knight (2006) (page 10). As suggested by GEES (2008), the links

between the classroom and the workplace need to be made evident. GEES (2008) highlighted that

much of the teaching in HE is relevant to the workplace, but students are not always made aware of it.

Increasing students' awareness of the world of work preparing attributes they are gaining from HE

will in tum develop graduates ability to market themselves in a competitive economic climate and

account for the requirements of the workplace upon entrance (Burgess 2007). There needs to be an

increased awareness of the general as opposed to discipline specific impact the HE experience has on

preparing students for their post HE lives. HE should be aware of the importance of developing the

general factors that the alumni referred to developing that positively impacted on their post HE

preparation (see Table 9, page 52).

Deductive analysis theme 4 will further discuss what more can be done as part of the curriculum to

prepare students for their post HE lives. Next, deductive analysis theme 3 will examine the

requirements of the world of work.
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Table 11: 2.3.2.5 Summary analysis table - The Requirements of the World of Work

I" Order Themes

Must be personable 12368911 1214" 1617

Must fit in comfortably within the workplace
34789121417

Must be able to interact with a range of
populations 24 7 8 911121314 "17

Must be effective with different types of
communication I 34 57 8 12 13 14 15 16

Must have a degree level knowledge base
145619121415

Must be knowledgeable within the context
of their working environment
12467810111213151617

Must have the confidence to apply that knowledge
61315

Must be a certain type of person I 4 5 6 8 9 12 14 15

Must work hard and always try to do their best
231012" 16

Must do what is required based on the schedule
of the employer and the job 1234678101115

Must be willing (and able) to learn, adapt and
be flexible, based on the demands of the
employer and the job 12357121516

Must be open and honest 3 12 16

2nd Order Themes 3rd Order Themes

The ability to
communicate and work

with others

The Degree, the
Knowledge, and the

'Je ne sais quoi'

Graduates must
'toe the line'

Must be independent 127101517 J
Must be organised 237 10 II 14 15 16

Must be effective at time to· -----------

management I 23 10 II 15

Must be motivated I 2 IS

Must take initiative, and make steps to drive
the company in question forward I 36 II

Must have the independence and self
discipline to take ownership of their

motivation, organisation and time
management 123710 II 14 IS 16 17

Desire s n ]
Passion 2817 1------------------
Drive s.

Motivated 25 II 12 13 ]
Enthusiastic 4S13 -1---- _
Committed 2510

Must have a desire, passion and
drive to work in their given industry

Must be motivated, enthusiastic and
committed regarding their job

Self management

A good work
ethic/attitude

Deductive
Analysis

TIH;lIlc

Require-
ments
of the

world of
work
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1.3.1.5 Deductive Analysis Theme 3: 'The requirements of the world of work'

After discussing the impact the HE had on preparing the alumni in this study for the working world in

analysis theme 2, analysis theme 3 will now look at what is required from graduates in the working

world. This will allow for the comparison of analysis themes 2 and 3, in order to identify what more

the SSES can do to prepare graduates for the requirements of the world of work. This analysis theme

addressed the following phase 1 aim:

c. Determine what the world of work and employers require from graduates, from the

perspective of the alumni.

The requirements of the world of work that are discussed in general dimension 3 are based on the

perceptions of the alumni interviewed. The alumni perceptions have been informed by their

experiences in the world of work, their job roles and duties, and what they think are the most

important skills to have in order to be effective in such job roles. The alumni experiences in the world

of work meant that they could articulate what they perceive employers to want from graduates. Based

on the alumni experiences in the world of work and their perceptions of what employers want, five

'world of work requirements' have been created.

Table 12: The frequency of mentions and the number of alumni that referred to each of the world of work
requirements

World of Work Requirements Frequency of Mentions Number of Alumni
The ability to communicate and

work with others
76 16

The Degree, the Knowledge, and 43 16
the 'Je ne sais quoi'

Graduates must 'toe the line' 38 13

Self management 32 12

A good work ethic 25 10

With regard to the number of alumni, Table 12 shows that the most dominant requirements for the

world of work were 'the Degree, the Knowledge, and the 'Je ne sa is quoi", and 'the ability to work

with others', both of which were referred to by 16 alumni. From the perspective of the frequency of

mentions, more mentions were given to 'the ability to work with others' than 'the Degree, the

Knowledge, and the 'Je ne sais quoi" (76 and 43 respectively), making 'the ability to communicate

and work with others' the most dominant world of work requirement. 'Graduates must 'toe the line"

was referred to by 13 alumni and mentioned 38 times. 'Self management' was referred to by 12

alumni and mentioned 32 times. 'A good work ethic' was the least dominant world of work

requirement, being referred to by 10 alumni and mentioned 25 times. Each of the world of work

requirements will be defined and explained using quotations from the alumni.
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3n:1Order Dimension: The Ability to Communicate and Work with Others

As demonstrated in Tables 11 and 12, working and interacting with others plays a major role in the

working environments of the alumni.

Alumnus 14 feels that communication skills are the
main requirement in his workplace:

There's so many different people you need to speak to
about every little job, I spend all day speaking to

people, communication skills are probably the main
skill I use, and that covers who you're communicating

with, how your communicating, and when you're
communicating 14

Alumnus 4 feels that the ability to communicate
with people is the most important part of any job:
The experience that I've had has highlighted how
important it is to communicate and interact with
people, and it would be the same for any work, it
doesn't matter whether it's Sports Science or
accountancy, ifyou can deal with people and

communicate with people in the right way then it's
probably the most important part 4

As demonstrated in Table 11, the alumni in this study suggest that 'the ability to communicate and
work with others' requires that graduates:

Must be
personable

Must fit in
comfortably within

the workplace

Must be able to
interact with a range

of populations
Must be effective with

different types of
communication (e.g. face to

face, telephone, group,
presentations, written,

email)

According to twelve of the alumni, it is important that graduates are personable I 2 3 6 8 9 II 12 14 IS 16 17.

They must be able to have positive relationships with the different people that they encounter in their

places of work, for example, customers, pupils and colleagues.

Alumnus I
demonstrates why

being personable and
able to build rapport is

important in the
context of effectively

dealing with
customers:

You have got to be
able to build rapport
with people in order
to set up meetings and

that sort of thing,
people don't tend to
buy things of people if
they don't like that
person, you have to

build rapport
effectively with people
you are trying to sell

to

Alumnus 2 believes
that as a teacher it is
important to have the
'likeability factor':
You have got to be
able to get on with
pupils, you have to
have the likeability

factor, it's important
to get to know the

kids, you can't forget
that every kid is an

individual

Eight of the alumni believe that employers
are concerned that graduates will

comfortably fit into the workplace 3 4789

121417.

Alumnus 16 feels that it is
important to get on with
colleagues in her working

environment:
You need to be personable,

you need to be able to get on
with people and not go into
an environment and alienate
people, you need to be able
to communicate and talk, it's

really important to have
those getting on with people
skills, not just so you don't
piss people off, but for your
own piece of mind, because
you want to enjoy your

working environment, you
want to get on with people

Alumnus 15demonstrates
why having positive

relationships with colleagues
in the work place is

important:
It's making sure there is no
role ambiguity ifyou 're

working with other people,
so making sure everyone
knows their own job to be

more effective, so you're not
stepping on each others' toes

or there's nothing that
everyone assumes someone
else is going to do so doesn't
get done, so being clear with
what each persons' task is
andjust getting used to
working alongside other

people

Employers want people that canfit into
the environment, and that will get on with

everybody and not cause too many
disruptions at the workplace 17
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Alumnus 14, who has had
some experience of employing

people, provides some
interesting insight into what

employers want.

Goingpast the hard qualifications, employers
want someone that fits in, when I have looked
through applications you don't want someone

that has just been to uni and come out of uni and
are goingfor a job, you want someone that has
done this done that, you want someone who you
can think, 'yeah, I'm going to be able to have a

conversation and a laugh with them' 14

Part of fitting into a working environment involves adhering to the particular traits of the given

culture. Below, alumnus numbers 17 and 4 demonstrate that in a football club working environment,

employees are required to be 'thick skinned' and 'take things in jest'. This world of work requirement

is not limited to sporting sector, alumnus 3 highlighted how he 'can't take things personally' in his job

as a recruitment consultant. Talabi (2012) and Graduate Prospects (2011) cited that being employable

means being a good fit within the specific role and culture of a given organisation.

There's a lot of joking around
where people might say things in
jest, and ifyou 're a sensitive

person, you have got to be able to
take it in jest and realise that they

are only joking, ifyou didn't
realise that they're only joking,
then you might get your back up,
and then almost certainly you '/I

get a name within the club that you
can be wound up really easily 4

You've got to have thick
skin, thick skin is the most
important one, because the
things that get said in our
environment will probably
be a law suit in any other
environment, because it is
just constantly taking the
Mickey out of each other 17

You can't take things personally in
recruitment, so you have almost got to
be robotic, there is a lot of cold calling
involved. there is a lot of negotiating
involved. you have to believe in your
products and deal with a lot of people
who will not want to work with you and
not want to deal with you and you have
to be able to negotiate that and deal
with these people, it's quite tough 3

Eleven of the alumni discussed being required to interact with and adapt to different populations of

people 24789 11 12 13 14 IS 17. As highlighted in analysis theme 2, the alumni felt that they developed

'adaptability' in relation to 'knowing how to behave around different people in different situations'

through university 3 7 11 13 14 IS (page 52). UKCES (2009) cited that employability involves being able

to effectively adapt social styles and thinking about how to relate to colleagues.

Alumnus 13 demonstrates how he has
to adapt how he communicates with
his employer (whom he refers to as

'the university') and other stakeholders
involved in his work:
You have to be good at

communicating with people like
university, hut also the general public,

and I'm working in a clinical
environment and our collaborators

are all at hospitals, so I have to speak
to staff there, so there is a range of
skills that you need to talk to those

populations, I will start talking about
my project to university staff. but I
won't be able to talk like that to the

clinicians at the hospitals, and
likewise I can't talk about it on that
level to the general public, so you

have got to be able to know who you
are talking to and switch your role 13

Alumni 11 demonstrated
how he was required to
adapt his communication

techniques within the rugby
team that he coached:

Personal skills, people skills
are vastly important,

certainly with the people I
work with, you get massively

diverse types of
personalities and

individuals, so evenfrom a
training perspective
different people have

different thresholds, you
have to learn how far can
you push people and what
gets people motivated and

what doesn 'tIl

Alumnus 9 highlights how he
assesses the needs of each

individual that he is working with in
order to be effective in his sales

role:
I need to be able to listen and to
hear what people are saying and

then take away from that and use it
to sell back to them, you need to be
able to ask good. open questions to
get information out of them that you
can use to sell, and you need to be
adaptable, because everyone's

totally different, you need to know
what people are like, some people

will want to chat about their
families, and other people will just
want to talk about work, so you need
to be adaptable and make sure you
are the best you can be, and get the

most out of people 9

Eleven of the alumni also demonstrated that it is important to ensure that the manner in which they

communicate is appropriate to the working environment 134 S 7 8 1213 14 IS 16.

64



You need to have
good written

communication via
email and letter.it 's
not like if you were
on MSN messenger
or something like
that, you've got to
keep it quite formal,
it's just adapting
yourself to the

working
environment; you

can't be a larger lout
like you are with
your mates e

Alumnus 4 demonstrates that it is important
to understand the needs of the people that
one is working with in order to select an
appropriate style of communication and

provide an effective service:
The most important skill is being able to
interact with people andjust adapting to

which ever person you are working with and
being able to communicate to them, for
instance, if the manager wanted to see

certain aspects of tactical play, then I can
show that in either a graph or some slats or
some video, now I know that the manager

prefers to look at video where ever possible,
not that he's ever come out and said that, but
I just know the way that he is that that's what
he prefers, so it's understanding the person
that you are working with as soon as you can

Alumnus 14 feels that his workplace
would not function effectively if

members of his working
environment were unable to
appropriately adapt their
communication styles:

You need to know how to speak to
people in the different settings that
you work, there's formal emails and
informal emails, or when we have to
call each other from home, or we

have to text each other, or we've got
to go to aformal meeting, or we may

meet just go for a catch up over
lunch, but it's being able to do all
these types of things, a lot of stuff

wouldn't get done ifyou didn't have
the skills to do those kind of things 14

3n1 Order Dimension: The Degree, the Knowledge, and the 'Je ne sais quoi'

Inreference to the 'The Degree, the Knowledge, and the 'Je ne sais quoi" world of work requirement,
the alumni interviewed in this study feel that graduates:

Must have a degree
level knowledge base

Must be
knowledgeable within
the context of their

working environment

Must have the
confidence to apply
that knowledge

Must be a certain type
of person

Thirteen of the alumni felt that it is important to have a good job specific knowledge base, in order to

be adequately prepared and able to work in an effective and professional manner 1 2 4 6 7 8 10 II 1213 15 16 17.

You need a good knowledge of the statistical
side of things, you have got to make sure you
can do the practical side of things properly
because you are getting subjects in that are
expectingyou to know what you are doing 15

Alumnus 1has to ensure that he prepares his background
knowledge before making contact with potential clients:

I have to research companies that might benefitfrom online
video, and then there's a big cold calling aspect, so when

you've researched them, you then approach the companies

Three of the alumni discussed the
importance of having confidence
in their ability to apply knowledge
61315. Alumnus 13 highlights how
he needed to be confident in his
background knowledge so that he
could get involved and effectively
contribute in his place of work:

Theoretical background knowledge is
massive, you have got to know exactly what is
going on, for the first few meetings I didn't
really know what people were talking about
because I didn't know my subject area, so

you've got to go away and read, and the next
time you have a meeting at least you are clued
up on what you are doing, you have got to

have confidence in what you are doing so that
you can stand on your own two feet

According to nine of the alumni, graduates need a degree level knowledge base 1 45 68 9 12 14 15.

However, the alumni felt that this degree level knowledge is regarded as a prerequisite by employers

who are more interested in the type of person a graduate is:
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They will obviously be looking
for at least a base technical
knowledge, but it's my opinion
that the majority of graduate
recruiters are lookingfor a
type of person as opposed to

necessarily a massive
technical grounding s

The main two things that employers
would lookfor is a degree, the

educational side is a prerequisite, but I
think the big thing they're lookingfor
isfor people to be enthusiastic about
what they are doing, and maybe being

able to talk to people 4

It's not all about your actual
qualifications on paper

nowadays; it's about how you
present yourself, how you
actually talk in interviews 6

The quotes below from alumnus numbers 1 and 5 demonstrate that graduates may not always be

aware of what employers want from graduates and what options are available to them post HE:

Alumnus 1 recalls how he was surprised that
employers look more at the individual than
the degree when he initially started working
with a graduate sales recruitment agency:
I would have expected that you would have

had to have had some sort of business
related degree to get in, but it has become
evident to me that a degree is not the be-all-
and-end-all and it's not so much what they
lookfor, it's more the actual person that you
are, it really surprised me that a degree

gave me so many different options

Alumnus 5 demonstrated that he shared a similar
unawareness when he entered the world of work after

completing his first degree:
The company that I worked for was a big management

consultancy company, and although I had a business degree,
the variety of courses that people had in my start group was
enormous, one had a PhD in Chemistry, one had a degree in

Theology, a couple had degrees in Maths, some in
engineering, some in history, some in modern languages,

and you soon learnt that there was a type of person that they
were recruiting, nowadays, people are lookingfor a lot more

than your standard academic credentials

Alumnus 6, who is
unemployed and has
therefore not had the
same insights into the
working world as the

other alumni,
demonstrated that she
is unaware of the
requirements of

employers and the
world of work:

The best way to try and
find out what

employers are actually
after skill wise is to go
and have an interview
and talk through what
they are after. because
you can't actually tell
what they are after
fromjob adverts

The difference between
alumnus6's knowledge of
the requirements of the
world of work compared
with the knowledge of

alumnus 5 and alumnus 1
highlights how little

graduates potential know
when leaving university

regarding the requirements
of the world of work and
how much they learn from
time spent in the world of

work.
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Alumnus 12 has had some experience of
employing people and believes that being

employable is more about the type of person
than qualifications:

We want someone who's able to talk to people,
communicate with other members of the team,
who can adapt and go away and do a task that

___ )~ you've given them, and I think employability is
more about things like that than, 'I've got a

BSc Hons, I've got a qualification in this, I've
got a qualification in that, I deserve 10 get this

job', that', rt thecase

Alumnus 14, who has also had some
experience employing people, collaborates with
the notion that qualifications are not the focus
of employers, and suggests why the person is

more important than qualifications:

If you think they're not going to fit into your
organisation, I wouldn '1 take someone just

---)~ because they have got their qualifications, it's
too risky, it's a massive decision 10 employ

someone 14

Alumnus 2 has experienced the world of work
both with and without a degree. He describes
how after gaining a Sports Science degree,

employers 'looked at him in a different light':

If there's two exactly the same candidates and
---)~ one has got a degree and one hasn 'I, I think

they would take the degree

They weren't actually looking for specific skills in that degree they
just said a degree is essential, a degree in anything it could have
been, rather than a specific degree, because they knew that degree

--___;)~ course would produce skills in this thai and the other, specifically
in the exercise science, physical activity and health promotion

industry, I don 't think most employers realise what actually goes
into that degree course and what people get taught

Despite this, alumnus 12
feels that employers do

not have an understanding
of what is involved in the

degree courses:

If employers are not conversant with what the taught content of degree courses involves, yet would

chose a graduate over a non-graduate, what is it about a degree that makes it a 'prerequisite' for

employers? According to Redmond (2010), approximately seven out of ten graduate employers ask

for any degree subject when advertising vacancies. The alumni believe that a degree demonstrates

certain personal qualities to employers:

As a prospective employer I would
think this person has left home,
they have lived on their own for a

while, they've experienced
university, they've learnt on the
way, it shows that they have got
literacy skills, they know how to
structure a sentence, it just shows
me that intellectually they might be
a little bUImore worthwhile, that's
the way that I would look at it, that
they have got an extra experience 2

Companies lookfor people
with degrees, it doesn't
necessarily matter what
degree it is in because it

shows that you can motivate
yourself, you can work to
deadlines, you can learn

quickly, you can apply your
knowledge to a high standard

I don't think all students realise that with
a degree you can do many different jobs, I
didn't really realise until coming out of
uni thai a lot of places are quite happy to
take you on as long as you have a degree,

they don't really care what it is in,
because they know that you are obviously

smart enough to go to uni and get a
degree, so I think that's why certain

employers will go for graduates, because
they know that they can learn to a higher
level, and obviously deal with customers

to a higher level as well 9
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When the alumni discussed what the possession of a degree represents to an employer, the focus was

on personal attributes. The quote below from alumnus 12, who has had experience working as an

employer, demonstrates why employers focus more on the type of person a potential employee is,

rather than the knowledge base or qualifications they possess:

When we interviewed people, we had them doing a task specific to the job role, so we'd give them a problem to
solve to see how they adapted to that, how they were able to talk to the people interviewing them, and other

people in the team, or members of the public that we brought in, but] think that's more important than skills of
the trade, because skills of the trade you can teach, and as long as people have the ability to learn and want to
learn and are motivatedfor that, then that's more about employability than a specific, 'I can do.I can show this

person how to do ten press ups out there in the gym' 12

According to the alumni, a degree represents to employers that graduates have the intellectual ability

to learn and work independently. This assures employers that graduates will be able to quickly adapt

to the requirements and demands of a new job role and employer. Employers are more interested in

the type of person a graduate is, because as stated by alumnus 12 in the quote above, 'that's more

important than skills of the trade, because skills of the trade you can teach'. This view concurs with

Denholm (2011: 9), who reported that employers 'hirefor attitude, and trainfor skill',

3rdOrder Theme: Graduates must 'toe the line'

In reference to the 'graduates must 'toe the line" world of work requirement, the alunmi interviewed
in this study feel that graduates:

Must be willing (and
able) to learn, adapt
and be flexible, based
on the demands of the
employer and the job

Six of the alumni felt that graduates in the world of work are required to work hard and always try to

Must work hard and
always try to do their

best

Must do what is
required based on the

schedule of the
employer and the job

Must be open
and honest

do their best 23 10 12 IS 16.

You have got to be really flexible.for instance, if you have got a really good client that you have got a
relationship with and you always fill their jobs, and it comes to 2 0 'clock on a Friday and you still haven't
found that candidate for them, if you are a good consultant and you want to do well in your job, you will

probably be in the office until 7 0 'clock trying to find that employee for them 3

Ten of the alumni discussed the importance of doing what is required based on the schedule of the

employer and the demands of the job 12346781011 IS. Five of these alumni talked about having to meet

the standards, targets and deadlines that were set by the employers 12678.
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Alumnus 8 discussed
how she had regular
personal development
review meetings with

her employer in order to
improve her working

efficiency:
You're only allowed 2%
errors with your work,
and they say to you in

your personal
development reviews,
you need to reduce
your error rate, you
need to do this, you
need to do that', you

have a personal
development review
every three months

For alumnus 4, it is important that he is
flexible and does what is required

based on the demands of his employer:
I haven't had a day off in the last two

weeks, you are at the peril of the
manager, like this Sunday for instance,
I had a day off, but then at 100 'clock
he phones and said, 'can you be in in
an hour? I'm just on my way out, but I
want to have a look at this, this and
this', so then from 100 'clock until

about 8.30 I was in work, on a Sunday,
so you can 'I really plan much, it
would've been fine if I would have

said, 'I can't make it unfortunately',
but I think, especially within football, if
you start doing that and not making

yourself flexible, then you might not be
seen as a good worker, or it might be
the case that you '/I not get offered the

opportunity in the future

Alumnus 4 described how not making
himself flexible could have a negative
effect on his future work prospects.
This links with alumnus 17, who also
works in a football club environment,

and stated:
I've always found that when you start
saying yes 10 work the more work
comes your way, ifpeople keep on
saying no they go, 'there's no point
phoning Ant, because he can never
work, we'll phone Dave because he
always says yeah', and then when

you're actually in and around the club
they go, 'what are you doing later? Do
youfancydoing the under lOs with

me?' And then you go in and you hope
to do a goodjob and then next time

when something comes up they will go,
'he was quite good with the lOs last

time I asked him " so you have just got
to try and say yes all the time

Not only were the alumni required to be flexible regarding their working hours, they also discussed

being flexible in relation to the duties they were required to undertake whilst at work. The alumni had

to be willing and able to learn, adapt, and be flexible, based on the demands of the employer and the

job 12357121517.

If colleagues need help then you give them help,
and if someone needs you to do something you do it,

like if the project director asked me to do
something, it's just being able and willing to get on
with it, because you have got to help the project, so

being a bitflexibleI guess 16

Alumnus 7 feels that graduates are required to:
Do whatever is required and not mind doing it, I

think employers want people that are quite
adaptable and fit into whatever needs doing

3n:1Order Dimension: Self management

In reference to the 'self management' world of work requirement, eleven of the
alumni interviewed in this study feel that graduates:

I
Must have the independence and self discipline

to take ownership of their motivation,
organisation and time management

Must take initiative, and make steps to drive the
company in question forward

Despite the alumni being required to meet 'deadlines and targets', and be 'flexible' and 'do what is

required' (as discussed in the 'toe the line' world of work requirement above), the alumni were still

expected to be able to self manage. They were required to have the independence and self discipline

to take ownership of their motivation, organisation and time management 1 237 10 11 14 IS 1617. The

alumni were required to take ownership and be independent, with little guidance from others, as

demonstrated in the quotations below:
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In sport, people haven't
really got the time to help
you out, people don't want
to tell you how to coach a
session, they don't want to
be looking over you going,

'why have you got so
many kids standing

around? Why is that set up
like that?' 17

The alumni were required to manage, motivate, and organise themselves and their time:

They said, 'right, these
are your goals', and there
was no specific way to
achieve them, I had to

work all that out myself 1

There are loads of different duties
within recruitment.from going out

and meeting with clients, to
interviewing candidates, to writing
job adverts, to speaking to people
on the phone, so you really have to
be able to structure your day so

that you can form al/ those duties to
the best of your ability, it's about
organising yourself, organising

your day and the structure of your
day and the structure of your week,
there is a lot of time management

involved 1

You need self
motivation,

because you are
managing
yourself, so

keeping yourself
organised and
making sure you
get things done IS

According to the alumni, employers
want graduates who can take initative

and bring something new to the
company I 36 13.The Graduate

Recruitment Bureau (20 I0) stated that
employers recruit graduates because

they can inject new ideas and
diversity into companies. The alumni
felt that employers require graduates
to enter the workplace and hit the

ground running. Alumnus 17 provides
a football metaphor to exemplify this

notion:

You want someone to
come in and say, 'ok,

maybe I haven't done this
before, but I am willing to
come in and give it a go

and try it and ask
questions " rather than
just be babysat and told

what to do 3

They want people that
that can fit into the

environment, that they
don't have to teach
how to suck eggs 17

Alumnus 11 highlights how he was not only
required to manage his own timetable, but also

required to organise his teams' timetables as well:
You not only have to organise yourself, you have

to organise 20 other players' timetables for
them, but there are a lot of stakeholders buying
for the same time, so whether its coaches or

physios or conditioning staff or players families,
you have to try and organise schedules and

timing that not only suits the players and their
particular interests, you have got to sort them

around the coaches and yourself as wel/

When you actually send in your CV
(curriculum vitae), people think, 'there's

someone that we can give ajob to', it's not
a case of they '/I have to do this and this, if
you put it into football terms, it's a bit like
buying a readymade player, like a Torres,
as opposed to a ladfrom the youth team
that you go, 'he's good, but we need to
work on this, this, and this', and I think
that people in any industry want the final
artie/e, they don't want to spend loads of
time training people, they want people that
can get results and can just fit in and they

don't have to woste a lot of time on

Therefore, students need to be prepared for the requirements of the world of work in order to enter the

world of work and 'hit the ground running' (Gilleard, cited in Mail Online 2007).

The self-management orientated attributes that the alumni discussed being required in the workplace

reflect the 'self-reliance' attributes that the AGR identified as being a pivotal requirements of the

world of work (AGR 1995).
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3n1 Order Theme: A good work ethic/attitude

The alumni interviewed in this study feel that graduates must have a good work ethic and
attitude. They feel that graduates:

I
Must be motivated, enthusiastic and committed

regarding their job
Must have a passion, desire and drive to work in

their given industry

The alumni felt that employees are required to be enthusiastic about their jobs and have a desire to

work in the industry in question:

Employers are
lookingfor

motivation, you
have got to be

excited by what you
do, they always
say, 'I could see
from when you

walked in that you
are really excited
about this, ' or,
you weren't to

bothered about this
job " so it's that

natural enthusiasm,
and they lookfor

that 13

For the alumni, enjoying
their job was important.

There was a sense
among the alumni that

not only was it important
for a person to work
hard to achieve the

requirements of the job,
but it was also important
for the job to meet the
requirements of the

person.

You need to be
passionate about what
you do, we tend to eat,
live and breathe what we
do, like we've all been
going in on our days off
just to watch sessions
from the new guys from
Barcelona, which is a bit
geeky really, because we
could be lying in bed all
day, but we want to go,
and then we'll chat over
lunch and be like, yeah
but he did that', and then
you go, 'well you could
move that and do that

that way', so then we all
buzz off each others'
sessions, and the only
conversation, really, is
football, as sad as it

sounds 17

PEteachers
have to stay
behind after
school pretty

much every day
to do after

school clubs,
and you're not
getting paid for
it, you are just
doing itfor the
kids, so you've
got to love the

job 2

My advice to students
would be to go and do
something that you
enjoy, because ifyou

don't enjoy it, you're not
going to be motivated to
do it, you're not going to
want to do it and you
won't be good at it 12

The quote below
highlights how
graduates benefit
from having a
'good attitude'
with regard to a

job role:
The most

important thing in
my role is attitude,

having a good
attitude obviously
makes you want to
get up in the day,
it makes you want
to put more effort
into everything

you do 9

Alumnus 11
believes that

employers want
employees who

have a desire to be
involved in the
industry in
question:

I think employers
tend to lookfor an
active involvement
or desire in the

particular industry
that you want to
pursue, and

motivation to do
the job that's in
front of you

Minten (2010) highlighted that
it is important to consider how
jobs and employers meet the
requirements of graduates as
well as ensuring that graduates

meet the requirements of
employers. Minten (2010)

suggests that simply focusing
on whether graduates meet the
requirements of employers
does not do justice to the
complexity of the graduate
employability phenomenon.

The requirements of the job and the requirements of the students are of equal importance. It is
important to consider how the world of work meets the needs of students.

JOB
REQUIREMENTS

STUDENTS'
REQUIREMENTS
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2.3.2.6 Conclusion Deductive Analysis Theme 3: The Requirements of the World of Work

This analysis theme addressed the following phase 1 aim:

c. Determine what the world of work and employers require from graduates, from the

perspective of the alumni.

The AGR (2010) feels that there is not a common definition of employability between employers and

HE institutions, and Glover et al. (2002) found that students are unaware of the requirements of the

world of work. Since graduates can be at a disadvantage if they do not understand the requirements of

the world of work, it is important to make steps towards enhancing students' awareness of such

requirements (Brewer 2009, Gilleard, cited in Mail Online 2007). Johnston (2003) recommended that

the perceptions of alumni should be utilised to determine the reality and requirements of the

workplace.

Based on the alumni experiences in the world of work and their perceptions of what
employers want five 'world of work requirements' have been created:

The ability to
communicate
and work with
others (n= 16)

'The ability to
communicate and
work with others'

was the most
dominant world of
work requirement
that the alumni
referred to.

Working and
interacting with
others played a
major role in the

working
environments of

the alumni.

The alumni were
required to build

positive
relationships and
effectively interact
and communicate
with the different

stakeholders
involved with their

work.

A lack of awareness

The Degree, the
Knowledge, and
the' Je ne sais
quoi'(n=16)

Graduates must
'toe the line' (n =

13)

The alumni
discussed having to
meet the targets set
by the employer.

Self management
(n = 12)

A good work
ethic (n = 10)

I
The alumni were
required to work
hard and meet
the demands of
the employer
and the job.

Employers view a
degree as a

prerequisite and
are more interested

in the type of
person a graduate
is because, 'that's
more important
than skills of the
trade, because

skills of the trade.
you can teach' 12

The alumni feel that
employers are more
interested in whether

graduates will
comfortably fit into the

given working
environment and culture

rather than the
qualifications or

knowledge that they
possess.

The manner in It is not only
which targets set important that
by employers are graduates meet the

met is the requirements of
responsibility of employers and the
the graduate. world of work, but
Graduates are it is important for
required to 'self the world of work

manage' to meet the
themselves and requirements of
their work. graduates.

l

Employers want lit is important that
graduates to be graduates have 'a

.i~~ep~ndent, take good work
imttanve, and have ethic/attitude'.
the self.discipline They need to be
to motlva.te and passionate and

organise motivated about
themselves. their work.

The alumni reported that they were unaware of what employers required from graduates when they

left university, and as a result, were unaware of what post HE options were available to them:

It really surprised me that a degree gave me so many different options I
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It was only after entering the world of work that the alumni became aware of the wide range of

opportunities available to them. This highlights a need to enhance students' awareness of the world of

work requirements, and how the attributes that are being developed alongside their degree relates to

those requirements, supporting recommendations from Yorke and Knight (2006), Brewer (2009),

Bowers-Brown and Harvey (2004) and Leitch (2006) (page 10). Students need to be made more

aware of the world of work requirements, since graduates can be at a disadvantage if they are unable

to recognise, market and apply world of work requirements that they may possess (Bowers-Brown

and Harvey 2004, Brewer 2009). Students need to be prepared for the requirements of the world of

work in order to enter the world of work and 'hit the ground running' (Gilleard, cited in Mail Online

2007).

General dimension 4 will go on to discuss what more can be done to prepare graduates for their post

HE lives based on the perceptions of the alumni in this study.
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Table l3: 2.3.2.7 Summary analysis table - What more can be done to prepare graduates for employability?

1" Order Themes

Students need more knowledge & awareness
of the competitive reality of the working world

101214 "

Increase awareness of the value of university
experiences! 7 13

More information about the different
potential career options I 3 • 9 13 u

Insight into the career paths of alumni 9 I!

Develop students' 'marketability' 591213

Embed employability into the curriculum
135131415

Careers/training fairs 2 II

Gain qualifications alongside degree 56 81117

Develop the personal tutor system I689 10 15 16

Encourage peer learning/mentoring 2715

Continued support post graduation 2

Develop the placement process, 8121416

Develop more practical & transferable skills
39 10 II 13 14 I! 17

Students need to prepare themselves for what
they are going to do post HE 13' 61117

Engage in as much extra curricula activity &
additional opportunities as possible

156 91013 "

Get as much work experience as possible
I 2348 11 12 13 14 16 17

Volunteer as a subject for research studies

58 1013 "

Develop a network of contacts '6131617

Be willing and enthusiastic 2 ,. 13

Take responsibility for own learning, 16

2ndOrder Themes

Increase awareness
of the reality of the

world of work

Programme/curriculum1------ design

Alumni advice toL___
current studentsJ-- .

3M Order Themes

University
perspective

Student
perspective

Deductive
Analysis
Theme

What
more can
be done

to
prepare
graduates
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2.3.2.7 Deductive Analysis Theme 4: 'What more could be done to prepare graduates for
employability? '

So far, this chapter has identified the attitudes of the alumni interviewed in this study regarding the

purpose of university (Analysis Theme 1), how the alumni perceive their HE experience has impacted

on their working world preparation (Analysis Theme 2), and what the requirements of the working

world are (Analysis Theme 3). This chapter will now discuss what more could be done to prepare

graduates for employability, as informed by the perceptions of the alumni interviewed. These

perceptions are based on how the alumni feel that students can be better supported and guided through

their university experience in order to enhance their personal and professional development, and what

advice the alumni would give to current students for things they could do to enhance their personal

and professional development whilst they are at university. The alumni perceptions will therefore be

discussed regarding the following two 3rd order themes that were demonstrated in Table 13:

The University Perspective
How could students be better supported through
their university experience to enhance their
personal and professional development?

The Student Perspective
What advice would the alumni give to current

students for things that they could do to enhance
their personal and professional development?

This analysis theme addressed the following phase 1 aim:

d. Identify what more can be done in order to better prepare graduates for employability - from

an alumni perspective.

The conclusion for analysis theme 4 will also act as the summary for this chapter.

3"' Order Theme: The University Perspective

This 3rdorder theme is based around things that the alumni suggested the university could be doing to

better support students through their university experience in preparation for post HE.

2nd Order Theme: Increase Awareness of the Reality of the Working World

As highlighted in deductive analysis theme 1, the alumni suggested that 'a degree is not enough' to

get graduates a job (page 47). Students need to be made aware of this reality and be provided with the

awareness to make informed choices about their post HE lives, as suggested by eleven of the alumni I

35789 10 12 13 14 15. Four of the alumni stated that students need more knowledge and awareness of the

competitive reality of the working world 10 12 14 15. Students must develop realistic expectations

regarding the reality of the post HE world (Browne 20 I0, Graduate Prospects 2011, NSF 2010, Rae

2009). The alumni suggest that increasing students' awareness about the competitive reality of the

working world will result in students being more enthusiastic about engaging with opportunities to

enhance their employability and post HE preparedness. This is of importance since three of the alumni

felt that students are not always aware of the value and importance of the interventions they

experience whilst at university 5713. This relates to the findings from Glover et al. (2002) that students
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do not recognise how their university experience relates to post HE.

Alumnus13uses theuniversitywide
employabilityinitiativeas an

example:
It's one of those things that you don't

really appreciate at the time. if
students were made more aware of it

and it's importance, because
otherwise a lot of people will just
ignore it and get on with what they

want to do

Alumnus5 uses an examplefromhis finalyearenvironmental
physiologymodule:

We, as students, were effectively subjects for a scientific paper that
the lecturers wrote up, which we had to write up as an assignment

as well. which obviously looks good on your Cv, you have
effectively contributed to a scientific paper, and I'm not sure

people understood the value of going through that process, at the
time it's just a final year assignment that you want to get a good
mark in. you're not thinking necessarily about how can I market

this in the future, how can I use that particular experience?

In the quote above, alumnus 5 expresses how the assessment driven culture within HE creates an

overwhelming desire to succeed within HE students. Alumnus 5 described how the pressure of the

assessment prevented students gaining from the totality of the learning experience, in a manner

recognised by Burgess (2007) and Ainley (cited in Fearne 2008) (see page 5). In the quotes below the

alumni suggest that increasing students' awareness of the competitive nature of the working world

will in tum increase students' awareness of the 'payoff, or benefit, of engaging with the

opportunities provided by the SSES:

It's got to be
really worth it,
it 'sgot to be
made to seem
worth while 15

A lot of the time students might do
something if they know they are

getting something back from doing it,
if they know it's going to help their
chances of getting a job after uni, if

it's brought to their attention 7

Alumnus14 suggestedinvolvingemployersin the
processof increasingstudents'awarenessof the
competitivenatureof thegraduatejob market:

If the SSES got the head of active city to come in and
say. 'your degree is not going to be enough to get a
job in my organisation '. that would perk me up

As stated by Browne (20 I0), increasing students' awareness of the reality of the world of work will

close the gap between skills taught in university and the requirements of the world of work. Leitch

(2006) reported that generic skills and attributes can be developed at university if students are made

aware of their importance. The SSES needs to be more open and transparent about the benefits and

post HE applicability of all employability related opportunities being provided (GEES 2008). Six of

the alumni felt that more information about different potential career options was required I 3 8 9 13 IS.

The alumni reported that the careers information that was available was generally orientated towards

careers within the Sports Science field. They felt that career information provided should focus on

careers opportunities both in and out of the Sports Science industry. At the time of interviewing the

alumni in this study were in a range of different jobs, with only 4 of the 17 alumni working in the

Sports Science industry (see Table 3, page 33). Furthermore, only four of the alumni specified that

they chose to study a Sports Science related degree because they wanted to work in the Sport Science

industry (see Table 7, page 43).

I think there are over 4000 graduates a year that have a Sports Science degree, not everyone is going to want to
work in Sports Science, so it's about what are the other options out there. what else can you do 3

The number of undergraduate Sports Science degrees that were obtained in 2010 was 8370 (HESA

2011). Due to the competitive nature of the job market Sports Science graduates face, it would be
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beneficial to provide a wider range of information to account for the wide range of individual needs

that Sports Science students have:

They could have informed us a bit
more about route ways into work,
whether it was gaining a certain
type of experience or gaining

another qualification alongside our
degrees, it maybe lacked in
providing a wider range of

informationfor all different types of
undergraduate 3

There could have been more to do with what other kind of jobs you can
go for, not only sports related jobs, like management and sales and other
things science related, to give people wider chances, because there is so
much competition within the sporting world, the main thing is making

them aware that there are other opportunities out there, just because you
can't get jobs being a football coach, which probably half the lads that
go in there want to do, doesn't mean that there isn't other goodjobs out
there, some people think, 'I can't do the sporting thing that I want, so I'm

just going to end up doing a crappy job' 9

Graduates involved in the Graduate Prospects (2011) research also felt that students should be

provided with more insight into a wide range of post HE opportunities. It is notable that there was a

sense among some of the alumni of 'failure' if they were not working in the Sports Science industry:

For example, in the quote above
alumnus 9 said:

Alumnus 6, who was unemployed at the time of interviewing,
stated that she would be embarrassed seeing the SSES lecturers:

Some people think, 'I can't do the I would be embarrassed to come back and have to say, 'I haven't
sporting thing that I want, so I'm just done anything Sports Sciencey', it's embarrassing that they are
going to end up doing a crappy job '. all high hopes that you have done well, and it's like, 'no!'

This culture of 'failing' within SSES graduates needs to be diminished for a number of reasons:

Firstly, not all Sports Science students
necassarily want to work in the Sports Science

industry. Only 4 out of the 17 alumni
interviewed choose to do a Sports Science

degree based on the desire to work in Sports
Science, with only 4 out of the 17 working in
the Sports Science industry at the time of

interviewing (Table 3, page 33).

Secondly, the highly competitive Sports Science
job market means that only a small percentage of

SSES graduates will end up working in the
---:)~ Sports Science industry, resulting in graduates

going into a wide range of different career
pathways, as represented by the alumni in this

study (Table 3, page 33).

I

Thirdly, 'cradle to grave' jobs have
become extinct, with current day

graduates having several jobs and even
several careers between graduation and

retirement (AGR 2010).

A 2010 survey by CIPD found that 59% of
employed graduates who graduated between 2008

and 2010 were not working in an area related to their
--_;)~ degree. Since so many graduates appear to enter jobs

that have no direct relation to their degree subject,
HE must ensure that students widen their post HE

horizons (Yorke 2004).

These factors combined with the perceptions from the alumni
regarding how HE prepared them for the working world

(analysis theme 2), SSES students need to be made aware that
their degree prepares them for the working world in general,

not simple for the Sports Science working world:

It really surprised me that a degree gave me so many different
options,

Students need to have their horizons broadened regarding the
reality of the world of work and the post HE opportunities that

are available to them.

The culture and attitudes within
HE needs to reflect the culture
that 21st century graduates will
experience in the working world.
HE needs to 'roll with the times'

) and align itself with the reality of
the world of work in order to
prepare graduates accordingly

(NClHE 1997, see page 5
'rapidly changing world').
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Four of the alumni felt that students' 'marketability' needs to be developed 591213. As discussed in the

literature review, students need to be better prepared for the process of marketing themselves to

potential employers and attaining a job (see page 9) (HEA 2006, Leitch 2006, Norton and Thomas

2009, UKCES 2009). As stated by Hawkins and Gilleard (2002: 48), 'success in life often comes down
to how well you sell yourself.

In the quotes below, alumnus 12 and 9 demonstrate that
upon leaving university they were not adequately
prepared for marketing themselves to potential

employers:
I obviously wasn't filling applications forms in right, I
didn't know how to fill them in, that wasn't taught to us

12

It would have been useful to know a bit more about
competency based questioning and how that works to
prepare people, because I never really knew about it
until I was in an interview, and it stunned me a bit
when I was in there, I was lacking in the general

knowing what to do in interviews 9

Alumnus numbers 5 and 13 felt that the SSES
lacked in providing information about how
students can develop their marketability:

We didn't really get much advice on how to
write CVs, do personal development planning
(PDP) that sort of thing, there was probably

workshops along the way from the university on
a whole, but in our school we got too much

guidance 13

As part of the course there needs to be some way
of developing students' ability to market
themselves, in terms of understanding the
transferable skills that they have got s

It is important for students to be explicitly aware of the skills and knowledge they are developing in

order to be able to explain them and how they can be applied (Burgess 2007, Rae 2009). Rae (2009)

felt that all students need to be provided with training in self marketability.

2ndOrder Theme: Programme/Curriculum Design

This 2nd order theme discusses the suggestions that sixteen of the alumni gave for things that should

be done as part of the SSES curriculum in order to enhance graduate employability 1 2356789 10 11 12 13

14 IS 16 17. Six of the alumni articulated that employability should be embedded within the SSES

curriculum as opposed to being a university wide or extra curricula initiative I 3 S 13 14 IS.

In our school we didn't get
much guidance, it would

have been good to sit down
with someone andfor them
to tell me what's out there
for someone that's done a
degree in Sports Science,
what are the areas that you

can work in 13

Ifound that the careers advice was
very optional, no-one forced you to
go to careers meetings or to go and
see your careers advisor, it may

have been more useful for UMU to
talk solely about the kind of jobs that

you could go into and possible
pathways after uni within the actual
lectures themselves, rather than it
being such an optional thing 1

They should have a compulsory
careers session, make it a bit more

accessible 15

A regular lecture once every
semester, from someone who can
provide some information about
careers or how students can better
themselves as an employable person
when they graduate wouldn '1do any

harm 3

O'Regan (2010) recommended embedding work related interventions such as skills development,

labour market information, work experience, and recruitment procedure knowledge in the curriculum.
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According to alumnus 5;
embedding employability
related initiatives into the

curriculum can help
develop students' ability
to market themselves to
potential employers:
It needs to be made
clearer what students
need to do within their
course to get to the next
step that they want to get
to, what is the best way if
you want to go down that
route of employment, you
need to work out from
each of your modules
what the transferable

skills are and how you can
use that to show your
employer what you can
do, at the moment I don't

think that there's an
explicit process for that to
happe~andthatwould
help, how to market

themselves based on what
they have learnt

•

Alumnus 5 goes on to articulate
what more can be done within the

curriculum to better prepare
students for marketing themselves
to potential employers and attaining

a job in the world of work:
To back up each module there's a
module guide that outlines 01/ the
certain skills and attributes, I'm

pretty certain that very few of the
students will actually think, 'I have

done x, y and z module, this is
supposed to have given me the

following skills, I will make sure
that I can use a couple of those

when I have an interview', I'm sure
half of them didn't even know where
to find the particular document, so
there is a gap there, you might be
able to do literally just fifteen

minutes as part of the introductory
lectureforeach course, to say, 'at
the end of this module, you will be

able to do this', and then a
summary at the end of each module,
the key achievements and what you
might be able to take forward on a

CV

•

AGR (1995) and
Brewer (2009)
suggests that

increasing students'
awareness of careers
related information

should be
administered at a
departmental as
opposed to an

institutional level,
and be incorporated
from the first year.
The NSF (2010)
recommends

implementing review
sessions at the end of

a course to
acknowledge the
transferable skills

gained.

Five of the alumni mentioned that qualifications should be gained whilst students are completing their

SSES degrees S 6 8 II 17.
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The alumni reported that for those wanting
to go on and work in the Sports Science
industry, a degree is the first step in terms

of qualifications:
I knew by the time that I had finished uni
that my degree would not be sufficient to
take me into afull time role within Sports
Science, I knew that if I wanted to carry on
within Sports Science that my degree was
the first step, it wouldn't directly lead me
into a job, the reality is ifyou want to get a
job in Sports Science, you're going to have
to do further study after your bachelor's

degrees

)

It is important for Sports Science graduates to
have additional qualifications so that they can

compete in the competitive graduate job market,
as alumnus 17 demonstrates below:

When I came out of uni, if I'd have had the
UKSCA (United Kingdom Strength &

Conditioning Association accreditation), I'm sure
that people would have gone, 'ok, he hasn't got a
masters, but he's got his UKSCA, he's got his
experience and a degree, that maybe that lad
that's got his masters hasn't', so then it almost

evens itself out.

Alumnus 11 advises that students engage
with gaining qualifications whilst they are at

university:
It's worth getting your vocational

qualifications out of the way whilst you're at
uni and whilst you have the time to do them,
I don't think people realise just how much
time you have available to yourselfwhilst
you're at uni, because once you're in the

work place, you don't get buggar all time to
think about what you're doing.

)

Alumnus 11 explained that with some
vocational qualifications there is an overlap

between the content of the qualification and the
curriculum content within the SSES degree

course:
You could pretty much pass the CSCS (Certified

Strength & Conditioning Specialist)
qualification in your first year at university on
the basis of the core modules that you do, so if
that qualification is made available, you 're
building towards qualifications as you go,

instead of having to reproduce the same work
twice, you're actually meeting those targets as

you go.

I
The BASES 2010 guide to careers in Sport and Exercise Sciences provides career profiles of 17 people
working within the Sports industry. 14 out of these 17 people had post graduate qualifications. It is

important that students are at least made aware of the importance of additional qualifications.
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Seven of the alumni felt that students could be better supported and prepared for post HE life by

developing the personal tutor system 1689101516.

Alumnus 6 gave insight into how the personal
tutor system worked:

We all got given a tutor to go and visit once a
year, I think it was to find out how we were
actually doing to see if we were enjoying the
course, say how good our grades were, and
that was it, you had about five, ten minutes to
talk, I went to see mine twice, maybe three

times

Alumnus 15 feels that the personal tutor system
was inefficient:

We had a personal tutor, and you were
supposed to do PDP, but everyone always used

---)~ to think it was a bit of a chore, and you don't
really get much out of it, and unless you had a
specific problem you wouldn't really go and see
your personal tutor that much, it's like they
have attempted it, bur'S not really worked

The alumni believe that students need to spend
more time with their personal tutors:

I think more time with your personal tutor
needs 10 be made compulsory 8

Increasing the contact time with tutors, and
tutors demanding to the see the students more
often, not to make it look like a school thing,
but you need to have that level of discipline,
but I think it also comes from the student

themselves as well, where they want to meet the
tutor to increase that contact time, to be more
easily guided and led to what they want to do 10

In his quote, alumnus 10 demonstrates that he
believes both the staff and the students should
be engaged in the responsibility of making the
personal tutor system more disciplined and
effective. This belief was not unanimously
represented by all the alumni interviewed as
demonstrated in the quote below. Alumnus 1

) felt that it is the responsibility of the students to
----~ utilise and make the most of the personal tutor

system:
I probably only saw the lecturer I was assigned
to a handful of times throughout my degree, but
UMU can't really force that on you, I don 'I
think that's the point, the point is that they're
providing a facility and it's up to you to make

the most of it 1

I
J

However, based on general dimension 3, this approach does not reflect the requirements of the working
world. The alumni reported that their employers expected them to 'toe the line'. Five of the alumni reported
having to meet the standards, targets and deadlines set by the employers (see page 67). Therefore, enforcing a
'toe the line' work ethic within HE, would better prepare students for the requirements of the working world.

As suggested by alumnus lOin his above quote, you need to have that level of discipline'.

Five of the alumni felt that the placement process needs to be developed so that students can learn and

gain some good quality work experience 5 8 12 14 16. There was a general consensus among the alumni

that placements as part of the SSES course are a good idea. However, not all of the feedback from the

alumni regarding placements was positive:

It's a little hit and miss in terms of where you end up and how good it is and what experience you get,

Alumnus 16 reported having a
'miss' experience of a

placement:
My experience of a sports

development office was rubbish.
it was a waste of my time

basically; they need to make sure
that students are actually going

to learn something.

Alumnus 15was disappointed with the amount of independence that
she was allowed on her placement and did not feel that it prepared her

for the world of work in any way:
Everyone's expecting when you go into the world of work that you are
straight in there and they expect you to do whatever you have been
told. but when we went there. they had set stuff up for us and they

were telling us what we were going to do. and yet I thought that was
supposed to be our job, we had got everything ready. so it almost felt

like it could have been anyone. even if they have not got a Sports
Science degree, anyone could have done it.
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As stated on page 69, the alumni reported that graduates are required to 'hit the ground running' and

therefore alumnus 15's placement experience which involved being told what to do did not reflect the

reality of the world of work. Suggestions from the alumni for how placements can be developed are

presented below:

More work based learning
opportunities, evenjust

shadowing, anything to get you out
in the industry, so if they gave you

little snippets shadowing
somebody, like the day in a life of
a press officer at Everton, making
that emphasis on getting in the

industry and watching or working
alongside a specialist, going down
to Everton and watching a training
session, more experience of the
Sports Science way of life 8

Alumnus 14 thinks that placements need to be more
'meaningful' and have a purpose in which both the students and
the placement provider gain. Placements must reflect the true

nature of the working world (UKCES 2009):
It needs to be more meaningful, you've got to be there for a

purpose, its got to be something that the employers want to get
) out of it as well. because thinking back to my experience, they

didn 'I really want what I was doing, so it was serving a
purposefor us and not them.

The NSF (2010) also felt that placements should benefit both
students and providers. Placements should develop students
and help providers better meet the needs of their businesses.

I
t

Alumnus 12 suggests that there needs to be an
increase in the breadth and depth of the
placement options that are available to

students:
In third year they do some sort of work

somewhere, but only a very small percentage
of them are going to actually go into that

profession, so although its good because they
get to go into a club or whatever and do some
work, that's not real life, and it won't be for

99% of them.

The quote from alumnus 12 relates to the
suggestion that students need to be provided

with more information about different potential
career options (page 76). As demonstrated in
Table 3, at the time of interviewing, only 4 out

---~) of the 17 alumni interviewed in this study were
working in the Sports Science industry.
According to the preceding quote from
alumnus 12, the reality of Sports Science

graduates should be reflected in the placement
options that are available.

Eight of the alumni feel that developing more practical and transferable skills would have better

prepared them for their post HE jobs 3 9 10 II 13 14 IS 17. Below is a list of the skills that the alumni

specified they would have liked to have learnt more about whilst they were at university. The skills

have been split into three themes:

More practical laboratory experience 15

Weight lifting techniques 11

Sports Science related Biomechanical methodological techniques
laboratory practical experience e.g. how 10 measure certain proteins 10

Col/ectingand analysing heart rate data 17

Sports injuries/rehabilitation 17

Skills

Job specific skills

Working with others skills

Project management 14

_____ Negotiating skills 3 14

How to effectively work with different
personalities 9

Writing afunding application 14---- Computer programmes 13

The factors that the alumni referred to related to their job roles and were mainly practical in their

nature.

82



Alumnus 15 felt that more laboratory
based 'hands-on' practical experience was

required:
We could have had a bit more hands on
experience at undergraduate level, you

only really get to use the couple of bits of
equipment that you use for your project
and you don't get a great deal of use of

any of the other bits, maybe they could do
more workshops and things to get more
hands on experience, actually learning
how to use some of the equipment in the
labs, more hands on practical skills.

Alumnus 17 (who is a football coach) would have liked to have learnt
practical skills that would have benefited him in the day to day

occurrences of job role:
There were things I wish I would've been taught, for example, to do a
fitness session with the team, collect all their heart rate data, put it on

a computer and then look at it and go, 'right, ok, this is what this
means, 'day to day stuff.

As a Sports Scientist or afttness coach, ifyou have a cruciate knee
injury, and the physio goes, 'he's ok to train', you don't want to be
going to the physio and going, 'what's he ok to do? ' Because then

he's going, 'well, you should really know that ',fttness coaches do get
asked to do rehab with players, so I think knowing the basics to do

when they are just getting back from injury.

The UKCES believe it is crucial that graduates are able to use knowledge and skills in the workplace

effectively (UKCES 2009). Leitch (2006) reported that such skills and abilities can be developed at

university if students are given opportunities to practice them throughout their degree programme in

authentic workplace settings. Bowers-Brown and Harvey (2004) proposed that formal teaching must

be accompanied by practical skills and also applied to the environment in which they will be used,

enabling students to develop the cultural and social skills required for the successful implementation

of their learning. As stated by Denholm (2011), positive changes can result from thinking less about

'what' and more about 'how' we teach.

3n1 Order Theme: The Student Perspective

This 3rd order theme discusses what more can be done to prepare graduates for employability from the

students' perspective. The alumni acknowledge that students have to take responsibility for and be

engaged with enhancing their own employability.

2ndOrder Theme: Alumni Advice for Current SSES Students

This 2nd order theme presents ways current students can enhance their employability from the

perspective of sixteen alumni 1234' 6 8 9 10 11 12 13 14 ., 16 17. Six of the alumni advise that university

students need to prepare themselves for what they are going to do post HE 13' 6 II 17:
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I knew I wanted a career in sports development,
but I hadn't taken the steps at uni to know enough
about how to get into it, which means I wasted the
first six months after graduation working in a gym
because it wasjust the stepping stone into sports
development that I didn't need 1 (See page 86 for
further related discussion of the initial career path

challenges of alumnus 1).

)

In order to prevent such initial challenges upon
graduation, students should:

Make sure you learn as much as you can about
whatyou are going to go into after uni so that
you're prepared rather than you suddenly

graduate, you throw your mortar board in the
air and you then think, 'oh god, what am I

going to do now?!' 1

Students need to look at the requirements of their
desired jobs and begin making steps towards Students who are unaware what they want to

gaining such requirements whilst at university so do after HE should research as much as they
they leave university in a better position to achieve can about all the possible options that are

such job roles:
Students need to take a look at what's out there in available:
lerms ofjobs, because for example, ifyou look at a Whilst at uni, students should be seeking
job at EIS (English Institute of Sport), one of the what options are available to them, or what
first things it says is to be UKSCA accredited, that they can do to coincide with their degree to
wasn't something I even thought about, and I wish I _ ___;)~ make them more employable in thefuture,
had, because it's something that you can do whilst find out about the different options that you
you're at uni, it's not a heavy work load, you've have withyour degree, you have really got

just got to be organised with it 17 to look at all the opportunities out there so
(The importance of additional qualifications was that when you graduate you know what you

want to do, you need to seek as many
discussed on page 79). If students do not prepare different opportunities as possible to give
themselves and make steps towards gaining the
requirements of their desired jobs, they may be youself as good an idea as possible with

disappointed post HE when the jobs that they had regard to what the opportunities are 3

envisaged themselves getting are unattainable. I

J
Students should consider the purpose of their degree and their future career path at the beginning of their

degree:
Students should probably start considering it in their first year, ifyou had your focus and your goals planned

outfrom year one to your final year you would do considerably better, I could have been a lot more
productive with my time at university if I was more aware of what I wanted to do after university 11

This supports the claim from the AGR (1995), Brewer (2009) and GEES (2008) that all students should be
taught career management and effective learning skills from their first year in a progressive manner.

Seven of the alumni advise that students should engage in as much extra curricula activity and

additional opportunities as possible IS 6 9101315.

Alumnus 1 demonstrates that it is important that
students do not just focus on the academic

aspects of university, because as highlighted in
general dimension 2, factors such as 'living on
your own' and 'interacting with people' also
impact on preparing students for the world of

work:
I knew a few people in thefirst year who locked
themselves away in their rooms, and didn't make
much effort to get out there and meet people and
get involved in clubs and things, and although
they probably thought at the time that they were
doing the right thingfor their career, because
they were learning their subject as well as they
could, they may realise coming out of uni that
that was a mistake, because the social aspects

are so important, I would really advise people 10
get out there as much as possible.

As highlighted in general
dimension 3, the ability to

communicate and work with
others' was a very important

part of the working
environments of the alumni
interviewed (page 62). It is
important that students are
aware of this importance so
that they can make steps
towards developing their

ability to work with others. The
alumni feel that it is essential
that students develop the

factors that employers want,
due to the competitive nature
of the current graduate job

market.
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In his research, Redmond (2010) found that employers from all sectors wanted graduates to have

'more'. Students must engage with additional experience and activities alongside their degree in order

to be world of work prepared (Gilleard, cited in Mail Online 2007). The alumni advise students that

engaging in extra curricula and additional opportunities will help them to develop what Browne

(2007) termed an 'economy of experience', with the extra qualities over and above academic

qualifications that employers want (as highlighted by Green 2009, see page 7).

Get involved with anything you possibly
can. ranging/rom volunteering to be a study
subject. get involved with any opportunities

external to university. in clubs on
placements or coaching or whatever might
be around, testing with athletes. just try and
embark on anything that ispossible. doing
other courses that you think would get you
above maybe your best mate. because it's
very competitive and everyone's out to beat
each other to that number one job. you need

10 embark upon additional stu.fJtoyour
degree as much as you can 10

Be aware that you need to be thinking
about what you want do. and trying to
gain skills so that you stand out/rom

everyone else IS

People doing degrees have to realise
that it's not as easy as graduation and
thenfinding ajob. you have got to
make yourself differentiate/rom the
rest 0/ the pack. whether it's doing a
bit ofvoluntary work or an extra
qualification. that's the key at the

moment)

Get involved with as
much as they can.

volunteer. playing/or
teams. coaching teams.
just getting involved in

things to show that
they 'vegot more than

one string to theirfiddle
9

As mentioned in the introduction to this chapter, employers consider relevant work experience as

essential (Blair 2006, Green 2009, High Fliers 2012, Wilson 2012). According to Redmond (2010),

work experience guarantees employability. As stated by Schwartz (2011), "reading by itselfwill not

make anyone wise. Experience is also required". The importance of experience is supported by

eleven of the alumni, who feel that it is important that students get as much work experience as

possible whilst they are at university 12) 4 811121314 IS 17.
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The best way to improve students'
employability is by getting craft

knowledge of a certain area, so it could
be coaching a young team, or
shadowing someone within the

particular field, and then maybe getting
some work experiencefrom that 4

~ Eleven of the
alumni feel that it is

important that
students get as
much work
experience as

possible whilst at
university:

One of the worst things
for graduates coming

straight out of university
is that they have got no

experience, and until they
have got experience, they
won't get anywhere 12

Volunteer, get as much
experience as they can, people
at uni are too cottoned on to, '[

want to work as a sports
psychologist or a sports

physiologist, but [ only want to
work with elite people " but

you don't get that job without
having any experience, and
you've got to volunteer,

because people aren't going to
pay you to start with 17

-------

[work in recruitment, and what [ see on a
day to day basis is that now more than

ever, experience is key, when there are so
many people out there looking for work a
person that has a bit more experience,

regardless of what level of education they
have gone to, will be employed, it will be
a safer option, and what I have learnt
since graduating is [wish [ had done

more work experience whilst at
university, and [ think that's something
that students should be looking into 3

Ifyou don't get experience,
you're never going to get a

job in sport I

-------- Employers don't want
someone who's wet behind
the ears, if they don't get
experience, they're going
to end up getting ajob

that's !ill!where they want
to be 14

Put yourselfin work
experience situations

where you're being tested
and learning new skills
rather than working on a

till in Sainsbury's 3

According to High Fliers (2011), employers value experience because it means that they can get an

idea about how effective an individual may be in the work place, This notion was supported by the

alumni:

When recruiters are taking on someone who is
already experienced, you know what you're

going to get, you can see their career history, you
can get the references, and you know what this

type of person is about 3

One of the worst things for graduates now, especially
coming straight from uni, is that they have no experience,
and until they have experience they won '1get anywhere,

because if they have experience they have a reference from
a previous employer saying, 'this person is a good
communicator and does this, that and the other' 12

The alumni feel that the transferable skills that students are thought to gain whilst they are at

university do not reflect the nature of the world of work requirements, and that experience in the

world of work is the only way to truly acquire the requirements of the world of work:
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It's expected that students pick up good time
management skills along the l1Kl)', and you
do, but you pick up good time management
skills for yourself and doing your project,
and doing a project at LJMU is not like

doing a project in the real world 14

I don't think that's a thing
that we can teach, because
the only l1Kl)' they know is
through experience, so put
them in a work setting,

other than just observing 12

You can only really learnfrom
being around and seeing how
other people do it and gaining

your own experience, and I know
a lot of the time you learn when
you get it wrong not necessarily

when you get it right 11

Alumnus 17, who gained a lot of work experience whilst he was at university, stated: 'Iprobably

learnt more in work than I did at uni'. 90% of the students and recent graduates surveyed by

doctorjob.com (2004) also felt that work experience was the best way to gain the skills required for

work.

Alumnus 17
uses his
coaching

background
to exemplify
how being

capable in his .....
workplace .,.
comes from
experience
andleaming
how to deal
with different
situations:

There will always be a first time you come up
against a situation, and every time after that you

know how to deal with it, one of my bosses
always used to say, you know you're a coach
when you've got 20 kids running over the hill, 1
football, 2 cones and you know what you are

going to do', I can do sessions with 30 kids and 1
ball, I can do sessions with a ball each, and it 's
not because I'm a good coach, it's just because I
have done it day in, day out and you come up
against situations and you gel made to think on
your toes and you go, 'shit shit shit shit shit!'
and you go (sound of fingers clicking), 'I'll try
that', and if it don't work it don't work, but at
least you go, 'well, next time, it would have

worked ifwe had of just done that', it's having
that adaptability, whereas if you have only

coached two sessions, it would be like if I did a
lecture, it would be rubbish, but the more
lectures I do, the better I do it, it's just

experience, and I think that's what a lot of people
leave uni without.

This notion of
capability is reflected
in the quote below:
"Capable people not
only know about
their specialism's,
they also have the
confidence to apply
their knowledge and
skills within variable

and changing
situations and to

continue to develop
their specialist
knowledge and

skills" (Stephenson
1998: 2). It is
important that
students gain

experience in order
to develop such

capability.

Experience is also beneficial because it provides students with the opportunity to try different career

options (GEES 2008). As discussed, the alumni felt that more information about different potential

career options was required (see page 75).

Until they actually go and experience it, they're not going to be able to make up their own minds on which way
they want to go 12

The subsequent quotation demonstrates
this notion in action; alumnus 9 wanted
to pursue a career as a rugby coach, but
a placement with a rugby team made

him change his mind:

If I hadn't of had that experience, I might have
been out lookingfor jobs and jumped into a job
doing coaching and then not liked it six months
down the line, so it helped me see that coaching

was not what I wanted to do.

Alumnus 9 considered himself lucky to have had gained experience to prevent him pursuing a career

as a coach. Alumnus 1 however, was not so lucky. He wanted to pursue a career in sports

development. Eight months after graduating, alumnus I got a sports development role. After a year in

the role, he realised that the career progression and earning opportunities did not meet his aspirations,

and so began looking for alternative jobs. Gaining experience and awareness of the sports

development industry whilst at university could have helped alumnus 1 make more informed choices

when he finished university.

87



Five of the alumni advised that students should develop a network of contacts whilst at university S 613

1617.

The alumni suggested
that students should

develop good
relationships with the
SSES stan: as this will
help them understand ~
what they need to do
during university, and
help prepare them for
what they want to do

after university:

Establish a good relationship with whoever has expertise in your area, so
when you do go to themfor help you can sit there and have a nice long chat
about what your ideas are, and you just come outfeeling so much more

knowledgeable 16

Talk to your lecturers a lot, ifyou can get a good relationship with your staff
from early on you feel confident to go and ask themfor support and talk to
them about their research and ideas that they have and what's out there, then
you put yourself in a good situation for understanding what you need to do

during university andfor after 13

This notion reflects the suggestion from alumnus 10 that students should
increase contact time with staff to be •more easily guided and led to what they
want to do' (see page 81), adding further credence to the need for students to

spend more time with the SSES staff in a post HE preparing capacity.

I
~

Students should be generating and utilising contacts
from both inside and outside of the university,
getting to know as many people as possible:

Maintain or create links with clubs, associations,
lecturers, get involved with things inside and
outside of the university, get to know as many ~
people as possible, volunteer for things, coach,
anything you can to create a network and get to
know people so that they know who you are, they
know what you do, often it's who you know and not

what you know s

All of the 15 alumni that were employed at the time
of interviewing gained employment through

contacts of some form, whether it be hearing about a
job through a friend (alumnus 9), gaining a job role
through work experience (alumni 11 and 17), or
'knowing the right people' (alumnus 16). The fact
that all of the employed alumni had benefited from
contacts at some point in their careers highlights that
students need to be made aware of the important
role of contacts. Alumnus 17 provides an example

of the impact contacts can have:
I

It's all through who you know, I know one lad called Dave who was helping out at Tranmere,picking up conesfor
the under 12s coach while he was at uni, theyear after uni the under 12s coach got given ajob at the Welsh FA

and he took Dave to the Welsh FA, he then got offered a post at Derby County, he took Dave with him, now they're
at Wolves, and that was all because he wasjust volunteering picking up cones, Dave's a smashing lad, hes a

grafter and a bright lad, but he didn't get it because hes a bright lad, he didn't get it because he's a great coach,
he got it because he showed that he had a bit about him, he showed that he was committed, he'd catch a train or
bus over the water to Tranmere, even when it was bloodyfreezing on a February night, he'd go down there and

he'd help them out, he wasn't getting paid, andfor me, if I was the boss and I had someone coming to me saying, 'I
can help you, I can help you, I can help you', and they kept coming week after week after week and they weren't

getting paid, I'd think, 'they really want to do this'.

Redmond (2010) referred to the important role contacts plays in the employability of graduates:

"When more people than ever have qualifications, work experience and skills, having contacts
assumes ever greater importance" (Redmond 2010: 200).

"It's not what you know, it's not who you know. It's who knows you" (Redmond 20 I0: 20 I).

2.3.3 Phase 1 Summary & Conclusion for Deductive Analysis Theme 4: 'What more can be done
to prepare graduates for employabiUty?'

The conclusion for analysis theme 4 also acts as the summary for this chapter. Analysis theme 4

addressed the following phase I aim:

d. Identify what more can be done in order to better prepare graduates for employability - from

an alumni perspective.
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There is a need for HE to contribute to the delivery of a labour force that will ensure our national

economy is capable of flourishing in the current economic climate (Leitch 2006, Browne 20 I 0).

Degrees nowadays are being more and more common therefore less and less valuable or not worthwhile; a
degree 30 years ago was probably viewed differently to today, so the degree is not the be-all-and-end-all 3

According to the alumni, the general purpose of HE is 'preparation for the world of work and post HE
life. ' Since a degree is not enough to account for this purpose, what can be done to better prepare

students for the world of work and their post HE lives?

There needs to be an increased
awareness among students regarding

the competitive reality of the
working world and the world of

work requirements.

There needs to be an increased self awareness amongst students
of how curriculum interventions are preparing them for the reality

---)~ and requirements of the world of work. Page 58 demonstrates that
the alumni only began to recognise the benefit of aspects of their

university experience once they were in the work place.

I
An increased awareness will lead to an
increased accountability and perceived
'need' to engage with post HE preparing

opportunities. This is based on the
notion of a 'culture of instrumentalism',
where by students only learn what they
need, when they need it (Ainley, cited in

Fearne 2008, see page 5».

)

According to the alumni, students need to be aware of the
benefit of engaging in order to fully engage (see page 75).

"Students will not be motivated to engage with employability
enhancing interventions, if they do not see the urgent need

which exists" (AGR 1995).

Increasing students awareness of the value of curriculum
interventions will enhance students' awareness of the 'need' to

engage.

I
J

If students are engaged in the curriculum
interventions, then the culture of instrumentalism
would be transformed into a culture of learning
whereby students gain from the totality of the

learning experience (Ainley, cited in Fearne 2008,
Burgess 2007). Students need to be engaged with

interventions in order to gain in the intended
manner.

Enhanced engagement combined with an increased
self awareness of how interventions are preparing
students for the reality and requirements of the

---)~ world of work will result in students being better
able to market themselves and their attributes to
potential employers, and apply and develop such

attributes when in the world of work.

There will be a further discussion and recommendations for how to increase awareness and better

prepare students for post HE in the synthesis chapter of this thesis.
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Chapter 3: Phase 2, part 1 - What Staff Give & What Students Receive - the Dissonance &
Congruence

Phase 1

Interviews with alumni from the SSES.

Part 2 involved focus groups with SSES
students regarding their experiences and
perceptions of the L&T experience.

Phase 3
I

Interviews with immediate graduates.
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3.1 Ethnographic Research Approach

Phase 1 highlighted that the HE experience needs to be orientated around preparing students for their

post HE lives. The rationale for the use of in-depth interviews in phase one was that they will result in

the production of in-depth accounts of the alumni attitudes, beliefs, theories and mindsets regarding

their university experiences. However, interviews are situations that are too context dependent to be a

reflection of what truly happens within the culture in qu~stion (Alvesson 2003). Interviews cannot be

expected to capture the genuine experiences the alumni underwent as SSES students. Also, the alumni

interviews do not represent the perceptions of students' during their time at the SSES, or provide

insight into the SSES student culture. Furthermore, Weerts and Ronca (2007) stated that alumni are

likely to support their HEI based on their perceptions of the quality of their HE experiences. That

being, alumni with positive perceptions of their HE experience are more likely to volunteer and get

involved with their HEI. Brennan et al. (2005) suggested that it is the successful alumni who are more

likely to partake in research conducted by their HEI in order to demonstrate their post HE success.

This highlights the need to gain the perceptions of current students, in an attempt to overcome the

limitation of only gaining the perceptions of 'successful' alumni.

Phase 2 of this research programme therefore will address the following research question:

What are current students' perceptions of their HE experience in relation to post HE preparation?

After careful consideration, it was decided that phase 2 of this research programme would be located

within the ethnomethodological qualitative research paradigm. The term ethnography originates from

two words, 'ethno' which means 'folk' and 'graph' which was derived from 'writing' (Silverman

2001). Ethnography effectively means writing about folk. Ethnography can be defined as a study that

involves the observation of naturally occurring events (Silverman 1985). Ethnography involves the

researcher immersing themselves within a given cultural group, collecting data through field work

over a prolonged period of time (Cresswell 2007). The rich data source that results from this

immersion is used to create a cultural portrait of the group in question (Cresswell 2007). It has been

suggested that engaging in a close and relatively prolonged interaction with people in their everyday

lives can produce a better understanding of the beliefs, motivations and behaviours of people than can

be established through any other research approach (Hammersley 1992). Immersion in the student

culture provided the researcher with the opportunity to gain a first-hand experience of this culture,

allowing for a more in depth understanding than can be offered through the use of interviews alone

(Alvesson 2003). The use of an ethnographic research approach reduces the amount the researcher

had to rely on the accounts of the participants', and allows the researcher to discover factors that the

participants may have been unaware of or found difficult articulating (Creswell 2007). Furthermore,

students may use different language in synthetic environments such as interviews and focus groups to

when they are in their L&T environment, and therefore immersion in the student culture will allow for
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the true students' cultural language to be experienced. Since the researcher did not study for her

Sports Science degree at the SSES, she wanted to gain an insight and understanding into the student

L&T culture and experience within the SSES that was not biased by making assumptions based on her

own L&T experiences (see page 25). On a final note:

"Inundated with information about nearly every aspect of HE, we lack sustained discussion of the
changing inner culture of universities" (Rothblatt 1996).

Phase 2 part 1 of this research programme addressed overarching research programme aim 'b':

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

In order to address this overarching aim 'b', phase 2 part I aimed to determine what the SSES

provided in relation to preparing students for post HE. This involved gaining insight into the

employability related information provided to students in L&T sessions by SSES staff, guest lecturers

and LJMU careers staff, whom provided insight into the requirements of the world of work and 'what

employers want'. Phase 2 part 1 aimed to observe students close up within their university L&T

environment in order to gain an understanding of the student culture, so as to better understand and

explain student actions, attitudes, mindsets, theories and beliefs, through identifying any trends and

patterns that occur between groups andlor individuals. Interviewing is still considered to be an

important supplement to ethnographies since they can be used to understand and explore the meanings

and ideas behind the behaviours and practices observed in the L&T culture (Alvesson 2003, Krane

and Baird 2005). The phase 2 part 1 ethnography was supplemented by group interviews termed focus

groups. The focus groups aimed to further address overarching aim 'b' by gaining insight into

students' perceptions and understandings of the L&T, assessment and feedback methods, alongside

the opportunities that were offered and experienced over the duration of their course in relation to

promoting effective learning and preparing students for the working world. It was intended that both

the ethnographic immersion and focus groups would illuminate how the SSES can utilise curricula

interventions to promote effective learning and better prepare students for the working world,

contributing to overarching aim' c':

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

Whilst some of the findings from the focus groups will be included in part 1, phase 2 part 2 focus

groups methods and further findings will be presented and discussed from page 177.

3.2 The Ethnographic Focus

The focus of phase 2 part 1 of this research programme was orientated around the SSES preparing

students for post HE. As was demonstrated at a SSES pre-application open day conducted on the 13th
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of April 2011, the SSES is proactively employability focused. The pre-application day began at

1.15pm on Wednesday 13th April 2011 with the SSES Director walking to the front of the lecture

theatre filled with prospective students, and welcoming them to the SSES. The director described how

students 'will develop techniques to use in real life' as a result of 'academic studies with a view to

employment in the future '59 (see Table 16 regarding subscript nwnbers). During induction week lectures for new level

1 students, the SSES director gave more background into the employability focused courses within the

SSES:

The curricula is employability focused, we tutor
you through PDP, we have a structured career
programme and events, and a WRL package 20

We have an applied curriculum, so there is more
currency in the curriculum to understand how
the work place works, whichin turn enhances

your employability when you fin ish 20

The curriculum has a WRL core strand that runs through
the Sports Science programmes, we think that this
curriculum produces high quality graduates 20

We have developed collaborations with employers in an
attempt to enhance your employability when you leave,

because that's what it is all about 2

By the end of your degree you will be an innovative,
independent learner, and highly employable 20

The WRL strand that the SSES director referred to is embedded in the Applied Sports Science (ASS)

mandatory modules that run through the three years of all the undergraduate BSc Sports Science

programmes (level 4, 5 and 6) (Figure 5). The staged curriculum model consists of interventions

devised to develop students' awareness of the skills needed in the workplace (Familiarisation),

provide opportunities to develop these skills (Skilling-up) and practise them in work-related settings

(Engagement) (Thompson et al. 2008A). The level 4, 5 and 6 ASS modules was the focus of this

research study.

Research Methods Familiarisation

Research Skills

Research Project

Learning about oneself
Learning and practising skills
Experiencing the real world
Experiencing and learning how
to learn and manage oneself

Figure 5: Threestageemployabilitymodelfor undergraduateBScSportScienceprogrammes(Thompsonet al.
2008A)

3.2.1 Subjects

Students enrolled on the level 4, 5 and 6 Applied Sport Science modules (ASS 1, ASS2 and ASS3)

during the academic years of 2009/2010 and 2010/2011 were the main focal point of this pha e of the

research.
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Table 14: The dates that the L&T sessions for the ASS modules were timetabled within, during the academic
years of2009/2010 and 2010/2011

2009/2010 2010/2011
ASSI
ASS2
ASS3

14/1110 - 15/4/10
22/9/09 - 23/2/10
2110109-1212/10

20/1/11 - 3113/11
21/9/10 - 2112111
24/9/10 - 28/1111

An email was sent to the students informing them that the researcher would be observing and

conducting informal conversations with students in the lectures, tutorials, laboratory and placement

learning settings involved the ASS modules (appendix 10). A copy of the participant information for

this phase of the research programme was attached to the email (appendix 11). Students were

informed that if they did not want to be included in the study, they should reply to the recruitment

email with the words 'opt out'. Students were informed that they could email and withdraw from the

research at any point, without giving a reason. Students were guaranteed that any direct quotes used

would not be attributable to any individuals, and that all collected data would be anonymous at all

times.

Table 15: Numbers of students enrolled onto the ASS modules during the academic years of 2009/2010 and
2010/2011 and the number of students that chose to opt out of the research

ASS 1 ASS2 ASS3
2009/2010 Cohort Number
2009/2010 'Opt Out' Number
201012011 Cohort Number
2010/2011 'Opt Out' Number

228 166
o 2

231 192
4 2

141
1

151
1

For the 2009/2010 academic year, 228 level 1 students, 166 level 2 students and 141 level 3 students

were sent the email. None of the level 1 students, two of the level 2 students and one of the level 3

students replied choosing to 'opt out' of the research. For the 2010/2011 academic year, 231 level 1

students, 192 level 2 students and 151 level 3 students were sent the email. Four of the level 1

students, two of the level 2 students and one of the level 3 students replied choosing to 'opt out' of the

research.

3.2.2 Data Collection Methods & Procedure

Krane and Baird (2005) suggested that ethnographic research should involve a variety of methods.

The aim is to collect data in as raw a form and from as wide a range of methods as possible, in order

to create a rich representation of what goes on in the students' culture (Denzin 1997). Participant

observations, documenting, informal conversations, focus groups and document collecting formed a

major part of the ethnographic research (Genzuk 2003). As stated in the trustworthiness criteria

section (page 26), the use of multiple qualitative methods of data collection to study a given

phenomenon is known as methodological triangulation (Denzin and Lincoln 2000). Denzin and

Lincoln (2000) describe triangulation as a strategy that adds rigour, breadth, complexity, richness and

depth to research. Phase 2.1 of this research programme employed methodological triangulation in

order to enforce trustworthiness.
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I I
Part 1 involvedan ethnographicstyle Part2 involvedfocusgroupswiththe SSESstudents
immersionin the SSESstudentL&T inorderto clarityandelaborateon issuesthat became

culture. apparentin part 1(themethodsand furtherresultsfor
part twoarepresentedfrompage 177).

Participant observation was the main method of data collection used in part 1 of phase 2. The

participant observations involved documenting descriptions of activities, behaviours, actions,

conversations, interpersonal interactions, organisational or community processes, or any other aspect

of observable human experience of interest and relevance (Silverman 2001). Observation allowed the

researcher to gain a broad description and understanding of the workings of the social group in

question (Krane and Baird 2005).

The phase 2 ethnographicresearchwas effectively conducted in two parts:

I

"The participant observer gathers data by participating in the daily life of a group or organisation he
studies. He watches the people he is studying to see what situations they ordinarily meet and how

they behave in them. He enters into conversation with some or all of the participants in these
situations and discovers their interpretations of the events he has observed" (Becker 1958: 652).

Observations involved the L&T sessions that occurred as part of the ASS modules and any other

sessions that the researcher felt contributed towards the aims of the study (see Table 16 for sessions

attended). As described by Becker (1958) in the above definition of researcher observation, the

researcher participated in the L&T lives of the students. The researcher therefore had to initially

consider the role that they were going to assume in the student culture (Creswell 2007). The

researcher decided to adopt a 'fly on the wall' role, in which they attended L&T sessions with the

students and observed the content of the sessions. The researcher did not participate in any L&T

related activities, such as answering questions, working in groups, participating in laboratory sessions.

This role allowed the researcher to share in the activities and experiences of the students in the L&T

setting, allowing the researcher to 'feel' as well as see what is happening in the students' environment

and culture, enhancing empathy. The researcher was able to gain a firsthand experience and

understanding of the current students' HE culture and environment, without impacting on the

students' L&T experience (Krane and Baird 2005). The researcher was very conscious that they did

not want to interfere or influence the students' L&T and university experience in anyway, and through

the 'fly on the wall' role the researcher could ensure that this did not happen. As demonstrated in the

above quote from Becker (1958), informal conversation is a part of participant observation. However,

communication and conversation with students during L&T sessions only really occurred when

initiated by the students themselves.

During L&T sessions, the researcher aimed to position themselves at the back of the room, allowing

them to gain a good view of the room whilst having minimal potential of impacting on the students'

L&T experience. Field notes were documented during the participant observations in L&T sessions.
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Such notes consisted of rich, detailed descriptions, including the context within which the

observations were made (Silverman 200 I). The researcher made notes on:

• The environment and setting of the L&T sessions.

• The content of the L&T sessions, including quotations from staff and students.

• The researcher's reflections on their own experience, feelings and thoughts.

All documents that were provided to students during the ASS L&T sessions were collected. For

example, module handbooks and handouts. Any other documents of relevance were also collected.

For example, lecture slides and documents regarding the content of the careers sessions. Relevant

documents will be referred to throughout the presentation of the data and are included in the

appendices.

3.2.3 L&T Sessions

Presented in Table 16 is an outline of the sessions that will be discussed in this chapter alongside data

from the focus groups. The 'Session Number' allows the reader to identify the details and origin of

the sessions as they are being discussed. 'Session Details' provide details of the sessions. As stated,

the ASS module L&T sessions were the focus of this research alongside any other sessions that the

researcher deemed relevant to the aims of the study. As part of the ASS modules the researcher

attended lectures, guest lectures, careers sessions, laboratory practicals and placements. Alongside the

ASS modules, the researcher attended a guest lecture for the BSc Science and Football course, a

careers session, induction weeks, open days, a staff away day and a Students Union meeting. 'Time &

Venue' details the day and time each session was timetabled for. Often the sessions did not last for the

duration of the specified timetable time. In order to give insight into the type of environment that each

session took place in, a key is provided to indicate the seating capacity of the venues that the L&T

sessions took place in (where relevant). 'Student Cohort in Attendance' defines the student cohort that

the session was intended for. Where noted, the number of students in attendance is stated.

In order to account for the stated trustworthiness criteria, the researcher endeavoured to provide

detailed, thick description of the settings and events that were investigated in order to help promote

the credibility of the research (see page 26) (Creswell and Miller 2000, Shenton 2004). As stated by

Shenton, "without this insight, it is difficult for the reader to determine the extent to which the overall

findings 'ring true '" (Shenton 2004: 69).

Table 16: Sessions attended during the researcher's immersion within the SSES students' L&T culture that will
be presented and discussed

Session
Session Details Date Time & Venue

Student Cohort In
Number Attendance

GL Football Performance Analysis 26/3/09 Thursday 3-5 171
SSc Science & Football

-20
2 lW.L Welcome 14/09/09 Monday 10-10.30 SF Level I
3 lW.L Meet Programme Leaders 14/09/09 Monday 1-2 SF Level I
4 lW.L Evening lecture 14/9109 Monday 5.15 - 6.30 M Level I
5 lW.L Welcome back (StatT Mmtba-II 14/9/09 Monday2-S M Level 2
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6 IW.L Welcome back (StaffMembcr2! 14/9/09 Monday 2-5 M Level 2
7 Jw.L BSc (Hons) Sports Science 15/9/09 Tuesday 2-3 116 Level 3
7b IW.L 'WoW' 1519/09 Tuesday 1-2 M Level 3
8 IW.L Evening lecture 16/9/09 Monday 5.15 - 6.30 M Levell
9 IW.L School Welfare & Support 16/9/09 Wednesday 2-4 JP Levell
10 L Introduction 22/9/09 Tuesday 9-1 I LLT ASS2
II L Principles of Exercise Testing 29/9/09 Tuesday 9-1 I LLT ASS2

12
L Module Introduction (Introduction to the 2/10/09 Friday 11-1 ASS3Placements) CB

13 LPDP Reflective practice 16/10/09 Friday II-I CB ASS3

13.5
GL Contemporary Issues in Applied Sports 27/11/09 Friday II-I CB ASS3Science

14
GL An inter-disciplinary approach to athlete 1/12109 Tuesday 9-11 LLT ASS2develo ment

IS L Role of the Coach 21/1/10 Thursday 12-2 M ASSI
XI Sports Development Placemene 12/2/10 Friday 1-3 Care Home Placement Group I
X2 Sports Development PlacementO 26/2/10 Friday 1-3 Care Home Placement Group I
16 GL Role of the Physiologist 11/2/10 Thursday 12-2 M ASSI
17 L Assignment Plan 23/2/10 9-11 Tuesday PJ ASS2
18 L Role of the Psychologist 25/2/10 Thursday 12-2 M ASSI

PLI Sports Marketing Placement" 3/3110 Wednesday 11-2 EAFC & Placement Group 2around Liverpool recruiting
PL2 Sports Marketing Placement" 4/3/10 Thursday 3 EAFC Placement Group 2
19 L Exam Preparation 1514110 Thursday 12-2 M ASSI

SAD SSES Staff Away Day· 18/6/10 Friday 9.30 - 4 Conference All SSES academic staff
Centre attended the away day

20 IWWelcome 13/09/10 Monday 11-12 M Level I
21 IW Library re-familiarisation 13/9/10 Monday 2-3 LLT Level 2
22 IWWelcome back 13/9/10 Monday 2-3 LLT Level 2

23 IWBSc (Hons) Sports Science 13/9/10 Monday 4-5 SF Level 2

24 IWWelcome back 14/9/10 Tuesday 9-1 I 137 Level 3
25 IW BSc (Hons) Sports Science 14/9/10 Tuesday 2-3 103 Level 3
26 L Introduction 21/9/10 Tuesday 9-1 I M ASS2

27
L Module introduction (introduction to 24/9/10 Friday 11-1137 ASS3placements)

28
L Welfare, ethics & best practice/self 1/10/10 Friday 11-1 137 ASS3conduct

LPDP Development of Reflective Practice 9-11 Tuesday M ASS229 (Skill Self-Analysis - BASES 5/10/10
Competencies)

30 LPDP Reflective Skills for the Applied 15/10/10 Friday 11-1 137 ASS3Sorts Scientist
31 L Theoretical Considerations in Performance 19/10/10 9-11 Tuesday M ASS2Analysis & Motor Control Evaluations

L Ethics & Best Practice in Sport
32 (Contemporary Issues in Applied Sports 29/10/10 Friday 11-1137 ASS3

Science

33
L Theoretical Considerations in Nutritional 2/11110 9-11 Tuesday M ASS2Evaluations

34 L.PDP Development of Management Skills 9/11/10 9-11 Tuesday M ASS2
35 CS Alternative Career Options 11/11/10 12-1 Thursday 144 ASS316

36 L Contemporary Issues in Applied Sports 12/11/10 Friday II-I 137 ASS3Science Cancelled guest lecture

37
L Measurement issues in performance 16/11110 9-11 Tuesday M ASS2assessment

38 CS Applying for Post Graduate Courses 18/11/10 12-1 Thursday 144 ASS3

39 GL Contemporary Issues in Applied Sports 19/11110 Friday 11-1 137
ASS3

Science - Talent ID 29

40 L Feedback & Data Interpretation: 23/11/10 9-11 Tuesday M ASS2Communicating with Non-Scientific Groups
41 CS CV Writing 25/11/10 12-1 Thursday 144 ASS38

42 GL An inter-disciplinary approach to athlete 30/11/10 9-11 Tuesday M ASS2develo ment
43 CS Interview skills 2/12110 12-1 Thursday 144 ASS34O'

44 L Assignment plan & Theoretical 17/1/11 1-3 MondayM ASS2Considerations in Physiological Evaluations
L Introduction: Sports Science &

45 Development of Athletes 2011111 Thursday 12-2 M ASSI
PDP Notion of Success

46 CS Self Awareness & Finding Work 24/1/11 Monday 10-11 PJ
ASSI

Ex rience sO'
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47 LP Biomechanics 24/1111 Monday 1-3
Muscle Strength Lab.

ASS2
12

48
PDP Role of the Coach & Introduction to

Reflection 2711/11 Thursday 12-2 M ASS1

49 L Assignment Preparation 28/1/11 11-1 Friday CB ASS3
50 CS Alternative Careers Options 31/1/11 Monday 10-11 PJ ASSI 1d'
51 LP Psychology 31/1/11 Monday 1-3M ASS228/29

SU Question time with the VC • 3111111 Monday 4-5.30 Parr Street
Studios Liverpool Futures Forum

52
LP Nutrition

This lab was conducted in the style of a
lecture and lasted -55 minutes

7/2/11 Monday 1-3
PC Lab

ASS2-18

S3 L Role ofthe Psychologist 10/2/11 Thursday 12-2 M ASS1

S4 LP Physiology 14/2/11 Monday 1-3 ASS2
Lasted -35 minutes Biomechanics Runway 20

SS GL Role ofthe Physiologist 1712/11 Thursday 12-2 M ASS1
S6 GL Role of the Biomechanist 1812111 Friday 9-11 A&D ASS) 3S

57 LP Performance Analysis 2112/11 Monday 1-3 ASS2
Performance Analysis Suite 7

58 CS Alternative Options with a Sports 21/3/11 Monday 9.45 _ 12.30ODC Open to ~I students
Science Degree: Employer Event * 12u 9)'

S9 Pre-application Open day 13/4/11 Wednesday 1.15 - 2.15 137 Prospective Students
Key: IW - Induction Week Lecture, GL - Guest Lecture, L - Lecture, PDP - Timetabled Personal Development Planning, CS -
Careers Session, LP - Laboratory Practical, EAFC - Everton Active Family Centre, GDC - Graduate Development Centre
Venue Key: M - 300, CD '" 160, A&D· 300, SF - 200, PJ -156, JP -186, LLT - 168, 103 -112, 1.44 - 40, PC Lab - 52, 137 -198,
171-55,116-90
o Placement group 1 was part of a Sports Development module, and involved eight students from BSc Sports
Science levels 4, 5, 6 and MSc Sports Psychology. The placement involved working on a project aimed at
tackling social exclusion of elderly people through physical and social activities. The project worked alongside
local primary schools and Care Homes delivering a programme of intergenerational activities, including;
gardening, cooking, physical activities and ICT (Miveld 2010). The researcher attended three sessions with the
group. Data from two of the sessions will be been presented and discussed (12/2/10 = Xl, 26/2/10 = X2,
~.
• Placement group 2 was part of the ASS3 module, and involved a group of six students working on a marketing
strand of a project entitled Premier League Men's Health. The project aimed to motivate and inspire hard-to-
reach males aged 18-35, to make positive, healthy lifestyle choices through a series of gym and football
orientated coaching sessions, providing physical activity and fitness support (Miveld 2010). The group worked
on the project in pairs, covering the following three areas; recruitment, social media and events. The group
attended the placement for ten weeks (20/1/10 - 24/3/10). The researcher attended one session with each of the
three pairs. Data from two of these sessions will be presented and discussed (Recruitment pair: 3/3/10 = PLI,
Social media pair: 4/3/10 = PL2, BJ..eR~ pM 19l3/1Q).
• The staff away day consisted of two presentations (appendix 16 and 17) and group discussions between the
SSES staff. Data from both the presentations and the group discussion will be included. It must be noted that
some of the data presented from the staff away day was handled and analysed by Elena Zaitseva and Charlotte
Chandler. Elena was a research officer and member of the NTF project team, and Charlotte was the NTF project
coordinator. Any data presented that was analysed by Elena is referenced with 'EZ', and any data presented that
was analysed by Charlotte is referenced 'CC'.
• The researcher attended the Liverpool Futures Forum on the 31st January 2011. Liverpool Futures Forum is an
annual meeting organised by the students union elected officers open to all UMU students (Liverpool Students'
Union 2009: 6). The 2011 Liverpool Future Forum presented question time with LJMU's at the time vice
chancellor.
* The 'alternative options with a Sports Science Degree' session involved employers from different industries
providing insight into the different career options that are available to Sports Science graduates. The involved
the following presentations:

A career in The Army - Army Careers Advisor (DT)
Working as a Project Co-ordinator for a charity - Project Coordinator for Cycling Projects (SSES
alumnus) (DC)
A career in Finance - Financial Skills Partnership Manager (PM)
A career in Sports Customer Service/Events Management - Customer Service Manager, Financial
Skills Partnership (GS)
A career in PE Teaching - Assistant HeadIPE Teacher (OJ)

The initials represent the presenters' pseudonyms.
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The researcher ensured that they gained consent from relevant members of staff prior to attending

laboratory sessions. Throughout the process of this research, the researcher liaised with the SSES

Director, the ASS module leader and the member of staff that delivered the careers sessions to ensure

that they were aware and involved with the research that was being undertaken.

3.2.4 Data Analysis Procedures

Content analysis was used to analyse the qualitative data gathered from phase 2 part 1. Content

analysis is defined on page 38. Below is a summary of the procedure used to analyse the data:

1. All notes made throughout the duration of the immersion were copied into a word file in

chronological order.

2. The word file was printed out and read thoroughly (appendix 12), allowing the researcher to

become familiar with the data set and determine the best way to represent the findings.

3. The data that the researcher deemed to be relevant to the aims of the study were electronically

(in word) extracted from the transcripts and pasted into a new word file.

4. Again, the researcher manually read through a hard copy of this new word file, before

condensing and arranging the data based on the aims of the study. Findings and themes from

different sources were clustered together into units of similar meaning.

5. This process of redrafting the data first manually and then electronically was repeated until

the data was effectively saturated and could not be further broken down and clustered into

units of similar meanings.

6. The researcher then concentrated on presenting the data and providing interpretative

discussion and recommendations alongside inputting relevant literature. The end product is

the chapter article presented.

3.2.S Data Representation

Phase 2 part 1 of this research programme presents the words of the SSES staff, the LJMU careers

staff, the guest lectures' and the SSES students alongside interpretational discussions from the

researcher and input from any relevant literature. The words of the students will be from within their

L&T culture and from the focus groups (part 2). Data will be triangulated with data from the alumni

study in phase 1 of this research programme where appropriate. According to Spindler and Spindler

(1987, cited in Creswell 2007: 217), an essential part of using an ethnographic research approach is to

explain findings from the subjects' point of view. In order to account for this, the researcher's

interpretations and reflections have been kept to a minimum. The researcher endeavoured to present

the relevant material in its rawest possible form, allowing the reader to make their own interpretations

and not have to rely on the interpretations of the researcher (Krane et 01. 1997). This process enhanced
the trustworthiness of the research programme and accounted for the 'thick description' of 'the

themes' trustworthiness criteria (page 27).
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Extracts from the ethnographic data collection have been tagged with the session number that the data

originated from (see Table 16 for session numbers). Some extracts have been tagged with more than

one session number, highlighting themes of discussion that had arisen from multiple sessions.

Quotations from the phase 2 part 2 focus groups have been tagged with pseudonyms and reference

numbers to represent who and where extracts came from (see Table 17 for pseudonyms, page 178).

The reference numbers relate to the transcript number and the transcriptions' line numbers that the

quotations originated from, allowing the reader to clarify the original form and context of quotes as

desired. Providing context allows the reader to make their own interpretations and determine the

credibility of the fmdings (Shenton 2004), again accounting for the 'thick description' trustworthiness

criteria of this research programme (page 27). The focus group transcripts are be numbered 1-4.

Extracts from D's individual interview will be tagged 'D'. More information regarding the focus

groups procedure will be provided from page 180. Transcripts can be found in appendix 13. Some

quotations have been edited for the purpose of clarity and constancy (for example, to remove filler

words). Any names that were used have been removed to protect the anonymity of members of the

SSES staff. Brackets symbolise where names have been removed. For example, where a member of

staffs name was stated, (lecturer), (supervisor) or (anon.) will appear instead. Researcher reflections

from the L&T sessions are sparsely incorporated throughout the presentation of the data. Such

reflections will present additional information and perception into the scenarios in question. As stated

by Mitchell (2002):

"The informed researcher's voice does not provide an authoritarian monologue but contributes a part
of dialogue" (Mitchell 2002: 208).

Researcher reflections will be highlighted in e and written in italics. to ensure that they are easily

distinguishable from the voices of the staff and students.
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3.2.6 ASS Philosophies

Before giving an overview of what opportunities the ASS modules offered, the philosophies which

underpinned the ASS modules and the subsequent opportunities will be presented.

Such philosophies were based on the competitive graduate job market:

Almost 265,000 students graduatedfrom UK universities in 200734
Only 20,000 gained employment in graduate recruiters 34

1 in 3 enter employment in non graduate jobs 34

Over 60% of graduates have a 2.1 or better 34

On average 70 graduates apply for every
graduatejob 22

A degree isn't enough, a good
degree will provide a basis, but
it's added value that's going to
get you into the top graduate

schemes, the roles in elite sport
or wherever you want to go, it's
what you tell employers you've
done to make you stand out,
experience, voluntary work,

other skills andfacets that you've
got, and that's what the ASS
module is about, it's up to you
how much you take it up, when
you come to applyingfor jobs,
you will want to fill your evs'
and covering letters with hard
facts to sell yourselves, so you
need to pick up on this and move

with it 23

This competitive graduate job market means that 'a degree alone is no longer enough' 34

Lots of people on paper have very
similar qualifications, you have to offer
something that tells an employer that
you're different, what extra can you

offer? 34

We want you in the top jobs, but it's not
just about you having that 2.1 or 1st on
your Cv. it's about added value, and
that's what this module is about 4S

There's 8000 Sports Science graduates
a year, you need to build up your ev in

order for you to stand out from the
crowd. get experience in the 3years

that you are at uni, take every
opportunity you can to build your ev
up, that is what's going to set you apart

from other graduates S6

You need hard evidence on your ev. you
will put your degree, but what comes with
that? Having a degree is fine, but what we
want is added value, because that's what
people in employment want and lookfor
now, they want to know how you differ

from other graduates S 2S

You need a good degree and you need a
goodCV5

The moment you think that your degree is
aI/you need for a job, you've got
problems, your degrees just one

component of it, it's the basis upon which
we develop 4S

You have got to be doing something extra
now, so that you can get ahead of the rest

24

Due to the competitive state of the current graduate job market and the fact that 'a degree alone is no longer
enough', the SSES developed the ASS employability focused modules:

We've responded to the demand and we're giving you
opportunities 45

You need added extra on your evs', and the ASS module is
going to help us get it to you 19

The ASS philosophy is trying to bridge the gap between theory
and the work environment; how we apply the science 45

In the first year we look at where you can go work
wise, what those jobs involve and what skills are

required in the workplace, in the second year we focus
on skilling you up with those requirements, and in
level 3, you engage in placement activity, which

provides the opportunity to apply the knowledge and
skills that you have gained (see Figure 4) 3102026

The SSES staff attempt to engage students with the philosophy of the ASS modules and the

importance of preparing for post HE by informing students of the competitive graduate job market

and the fact that a degree alone is no longer enough:
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We've set lots of activities up to help
develop you over and above your

academic skills and become employable,
because the job market is no longer about

your degree grade; it's about added
value, it's up to you whether you engage,
and it 's ultimately down to you being

proactive 45

Your aspirations really
start when you walk

through the door here,
because there's so much
you can be doing to put

yourself in a position to get
a good graduate
opportunity 26

Think about what you want from
your time at L./MU and what

your career goals are, you don't
need a concrete idea about what
you want to do, but knowing the
direction that you want to go in

is useful 45 26

Below is the summary slide that was presented at the end of session 45, exemplifying the

encouragement students received from the SSES to engage in post HE preparation:

Whilst students and universities should share in the effort and commitment of ensuring graduates

employability, ultimately, the responsibility is the students (Denholm 2011, Graduate Prospects 20] 1,

Lexmond and Bradley 2010, Redmond 2011).

"Universities offer fabulous opportunities for students to develop their skills and experience; all they
have to do isjoin in" (Redmond 2011).

The member of staff in session 45 articulated to students that they need to take responsibi lity:

Personal development is about you, no one else is going to develop you, we'll develop your academic
knowledge, but this really is down to you, you have to drive this, and the best graduates, with the best CVs, are
the people who drive this ...... it's up to you whether you engage, and it 's ultimately down /0 you being proactive

The alumni supported this shared responsibility notion by making recommendations for what more

can be done to prepare graduates for the world of work from both the student and the univer ity

perspective (Table 13, page 74). Despite the SSES providing opportunities and encouraging tudents

to engage, members of the SSES staff articulated at the staff away day that they were concerned by

students' lack of engagement:

Students don't engage, they don't
appreciate what we are offering

them SAD

They don't want to enhance their
performance/or some reason SAD

The problem we've got is
engagement in the teaching process

AD.'Z
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The SSES staff were perplexed by the students lack of engagement, however, it cannot be assumed

that students are employable based on curricula provision alone (Yorke 2006). The researcher

established a dialogue with a mature male level 1 student during the academic year 2010/2011.

During one conversation, this student described his fellow students as having 'apathy' in relation to

their studies and personal and professional development. It is important todetermine why students are

disengaged to the point of apathy (Cooper 2011). Since the effectiveness of any educational practice

is directly related to ensuring student engagement, research is required to examine the nature of such

apathy and determine how engagement can be enhanced (Astin 1999, Ehiyazaryan and Barraclough

2009). In order to determine how to engage students, a member of staff at the staff away day

suggested that a better understanding of students is required:

Unless we know what motivates students, we don't know what to do; we need to understand them SAO

According to Rae (2007), students' perceptions of how post HE preparing opportunities are delivered

determines whether they will engage or not. It will therefore be fruitful to gain a better understanding

of students by exploring their perceptions of the post HE preparing opportunities being provided by

the SSES (Barrie 2007, Rae 2007). As stated at the away day:

There is a needfor pedagogic research to enhance engagement SAO

Insight into how students can be better engaged can determine the best ways to incorporate post HE

preparation into the SSES curriculum.

3.3 Phase 2. part 1 overview:

In order to gain a better understanding of students. issues related to engagement and the aims of this
study. part 1 of phase 2 of this research programme will provide:

3.4 An overview of the post HE
preparing opportunities provided

by the SSES via the ASS
modules, combined with an

insight into students' perceptions
and experiences of such

opportunities.

3.5 An overview of the advice and
recommendations students were

provided in the ASS modules regarding
the requirements of the world of work
and how to adequately prepare for post

HE, combined with an insight into
students' perceptions and experiences of

such opportunities.

3.6 An investigation of issues of
engagement through an

exploration of the student culture
within the L&T environment in

order to better understand
students' attitudes and

perceptions in relation to the
opportunities provided.

3.4 ASS Opportunities Provided

The employability orientated opportunities that were embedded in the ASS modules are presented

below:

Employability Oriented Opportunies (as discussed in sessions 34263 10):

PDP Guest speakers Reflection Placement Careers sessions

As shown in Table 16. ASS2 involved the opportunity for students to engage with five laboratory

sessions. The opportunities presented above will therefore be discussed, alongside the laboratory
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practical sessions. The placement and reflection opportunities formed the focus of the phase 2 part 2

focus groups, which will be discussed from page 176.

The post HE preparing opportunies and students' experiences and perceptions of such opportunities will be
discussed in the following format with a subsequent conclusion:

An overview of PDP An overview of the
careers sessions

An overview of the
laboratory practical

sessions
An overview of the

guest lectures

An overview of the
purposes of the personal

tutor system
Students' experiences
and perceptions of the

careers sessions

Students' experiences
and perceptions of the

careers sessions

Students' experiences
and perceptions of the
laboratory practical

sessions

Students' relectance to
engage explored

Students' experiences
and perceptions of the
personal tutor system,

including students' failed
attempts to utilise the
personal tutor system

Subsequent
recommendations

Subsequent
recommendations

What more could be
done?

- Subsequent
recommendations

3.4.1 An Overview of PDP

As demonstrated in Table 16, PDP is embedded into the ASS curriculum:
PDP is about employability development, in order to get Your academic studies is one part of your development,
you into thejob that you want, and that is one of the the other part is your personal employability, your

purposes of the applied module spine 3 10 26 4S career goals, you also need to be thinking about thai 4S

The SSES staffreferred to PDP as being able to develop students in the following ways:

104



We aren't just trying to develop you academically, we're also trying to create this rounded
individual that has the necessary skills in addition to the academic background to pursue the

career that they want to. we feel it is important, because ultimately we're responsible for tlying to
get you into jobs, and the job market is competitive, and you will need some of this PDP

Develops your ability to
understand what can be
learntfrom different

experiences

Develops your
ability to

understand what
you're learning
and improving on

Develops
your ability to
self improve ---------

Develops the
tools to become

reflective
practitioners

PDP 4526

Added value over
and above YOllr

degree

Ongoing reviewing and
evaluation of career
and academic goals

Highlights skills that
students should be
developing based on
what employers want

Identifies your
skill level and
knowledge base

Identifies your
strengths and
weaknesses

Identifies new
requirements,

targets, goals and
learning needs

In session 45, the following definition of PDP was provided to the students:

Burgess (2007) reported that the information produced through PDP can ultimately be communicated

to different audiences with different needs, such as potential employers po tHE.
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3.4.2 The Personal Tutor System

Alongside being embedded in the ASS curriculum, PDP is supported by a personal tutor system. In

the SSES, each student is assigned a personal tutor during induction week in their first year that they

carry through until their last year. The figure below displays the purposes of the personal tutor system:

Employability is in the ASS route way, and your personal tutor is there to support that activity,
they are assigned to look after you for the three years 45

Support post HE
preparation and PDP

An important facet of your PDP is the personal tutor system, that is one person who can really work
with you and help you think about work experience opportunities, they can point you in different
directions career wise 26

You should be reliant on your personal tutor, they will help and support you and look at your evs,
that's what they're there for, that's what they're paid for, make them work for their money 27

Provide students with
references post HE

Your personal tutors are the ones that are potentially going to be helping you with references and
developing evs, use peoples experiences to help you, you'd be stupid not too 252627

It is very important that you become familiar with your personal tutor and develop a relationship
with them, they can help you through and will be the ones giving you a glowing reference when
you graduate and start applying for work, but they can only give you a reference if they know you,
so you need to engage and interact with them, make yourself known to them, they are your
academic buddy in a way 3 5

It's really important to engage with your personal tutors, they will be the ones providing a reference
for you, so if you haven't engaged, they won't have a lot to write about 7

Engage with the personal tutor system, use them, that's what they're there for, they can write your
references when you graduate, as a personal tutor I can't give you a specific reference if I don't
know you, if I've never seen you, some reference requests I receive and I don't know them, so I
don't write them, it's up to you guys 5 22

Make sure you catch up with your personal tutors, it gives them an idea of where you're at, how

<you got on last academic year, what you want to achieve, have they got any thoughts on what you
are doing and what you want to do, it's also an opportunity to set some goals for the year 25 26 27

If some people can't even get 40% to pass a module, there is a reason there, and that reason needs to
be clarified, so maybe you need to have a chat to your personal tutor, who you will established a
rapport with, maybe you need additional help, whatever it is, and remember you don't get anything
unless you ask 22

Provide academic
support

Provide personal
support

It shouldn't be if you've planned it but invariable for some people third year is a stressful year,
- you've got a lot of work on, stress, grades, speak to your personal tutors, use them 25

The personal tutor system was discussed by the alumni in phase 1 of this research programme. Seven

of the alumni in phase 1 felt that the personal tutor system that they experience was ineffective and

required development (page 81). As stated by alumnus 15, 'it's like they have attempted it, but it's not
really worked '. The figure below presents the focus group students' experiences and perceptions of

the personal tutor system:
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The students in
focus group 2 D: I've not seen my personal tutor since the first year K: I see mine every year EG: Mine didn't even
reported having recognise me C: I see mine at the start of every year and that's it JF: Yeah I've just seen mine at the
very little contact ---- start of every year when it's compulsory S: We got told we had to didn't we EG: I haven't even seen
with their my tutor this year, he walks past me and he doesn't know who I am, he doesn't really care 0: I didn't

see mine this year 31.19S-1214.
personal tutors:

JL and K gave
some insight into
what they
experienced
during personal
tutor meetings:

JL: They say at the beginning of the year come back and have a little chat with them, but last year I
remember going to see my tutor, and I was like, 'hey, I'm just coming to see you because they told me

<
too, so, I'm back!' And he was like, 'ok, so you did fine in your exams', and I'm like, 'yep', and he was
like, 'ok, then .....ready for second year!' And I'm like, 'that was the most awkward conversation of my
life, why did I just do that?! 1.2182.2187

K: You just go and see them to talk about the marks you got last year and they just say, 'are you
happy?' And it's just like, 'yes, no', and then you go 3.12990I3DI

Group 2
discussed using K: I want him for a referee, so I have had to get to know him without complaining C: That's the
h . I problem really, I'll ask my personal tutor to be my referee, but I don't really know him, because I
t eirpersona ---- hardly see him JF: Yeh that's the problem I've got with mine C: He's just really generic and not
tutors as their post really that great, but then I suppose there's not really much you can do really is there 3.1216-1226
HE referees:

The students feel
that they got to
know other
academic
members of staff
more than their
personal tutors,
and would
therefore rather
approach those
members of staff
for references
and support:

EG: I asked my dissertations tutor to be my referee for my PGCE D: Yeah that's quite a good idea S: I
think I might do that, you get a lot more contact with them, and they know how you work JF: Yeah I
was thinking of doing that, I feel like my major project supervisor will actually know me as opposed to
my personal tutor that I've only seen about four times so I don't really interact with, I've found if I've
got a problem, I would rather go and see the lecturer who I need help with, rather than go through my
tutor 3.1228.12S2

R: I feel like you get to know your lecturers and your dissertation supervisor more, because you see
them more, and I feel like they know you more JL: I wouldn't have a problem going to see my tutor at
all, if I needed to I would go and see him, but this year the problems that I have are more like, what am
I going to do next year, and dissertation, and I guess because your dissertation leader has spoken to you
this year and knows your interests, I feel like to go and see him is more worthwhile R: And it's more
relevant to go and see the people who lecture the things that you want to talk about 1.22002212

JF: I don't really see my tutor, so it's a bit more difficult for me to just start chatting to them as opposed
to other lecturers who know me and know my work and things like that 3.1308.1310

JF: With my tutor, his field is so completely different to the modules I do and the areas I'm interested in,
there's no common ground, so I wouldn't go and see him about academic matters or anything like that
EM: Yeah that's the same for mine, he's psychology and I didn't take that module for second or third
year, so I suppose he hasn't really got a feel about what 3.1362.1369

0: It's good having a point of contact I suppose, in first year definitely but.. ...JF: If you don't have a
problem though, there's no reason to see them in a way C: But if you really do need to go see someone,

<thenthe options there to go see your personal tutor K: Yeah because if you didn't have your personal
tutor, who would you go to in the first year if you did have a problem? 3.12S9-1268 •

JL: In first year at least you know you have a personal tutor and a support person there if you need
them, which I guess is nice but it's just like R: And some people probably do need them JL: Yeah and
some people do, because of moving away from home and stuff, but then I guess as you gradually move
on you realise who you feel comfortable talking to, so you can see them instead R: I suppose you can
book to see any lecturer, so you would probably book with the one you know the most 1.2m 222S

The students feel
that the personal
tutor system
provides a
beneficial 'point
of contact':

As demonstrated in the quotations above, the students involved in the focus groups reported a lack of

engagement with the personal tutor system. It has been suggested that engagement with the

opportunities HEIs provide is ultimately the students' responsibility (Denholm 2011, Graduate

Prospects 2011, Lexmond and Bradley 2010, Redmond 2011). However, some of focus group 1

articulated unsuccessful attempts to take responsibility and utilise the personal tutor system for the

support it was intended to provide, as demonstrated below:
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JL: 1 really want to do something abroad, and it is so hard to find out about it, even when you ask the
lecturers they're like, 'I don't really know' 1.1004.1005

M: We have tried to go and speak to lecturers and be like, 'what do you think? What do you
recommend? Do you think we should do a masters? Do you think that we should do this?' And
obviously they don't really know what's best for us either, because they're like, 'well you could do
a masters, but I can't guarantee that that's going to get you ajob either', so you just don't have a
clue what to do, and it's stressful JL: Because we were saying we really want to do nutrition, and
then we went to speak to one of the lecturers M: He's helpful but they can't say, 'do this', or, 'do
that', because they don't really know either, because they can't guarantee anything, but I just feel
like it's so difficult to know what to do, and no one else really knows either 1.889.905

Smentioned that she was unsure what post HE options were available to her. but did not perceive
going to her personal tutor for guidance as a possibility, despite that being one of the intended
purposes of the personal tutor system:
S: 1 suppose you could just talk to your tutor but I feel a bit silly going in and being like, 'so, what
can I do?' 4.2243.2244

Based on the experiences of the focus group students and the alumni, it does not appear that the

H: Loads of stuff happened over the summer, so me and my mum went and seen (anon.) and he was
dead helpful, and then they sent me to the head of the school, 1 remember I was literally hysterical. 1

1S couldn't even talk and my mum was trying to talk for me and I thought, my personal tutor wouldn't
Persona upport have been able to do anything like that, I would have benefitted from seeing a guidance councillor to

literally drag me through everything, because what was my personal tutor going to do if I suddenly
started crying in the middle of his room? 1.2190-2231

R: In first year I didn't like it, because you did so many modules, and I went to my tutor and said,
Ad. 'I'm thinking about changing course,' and he said, 'yeah. you can if you want', and I was trying to
ca ermc Support find out what the rest of the course would be like, to know if I would like it or not, and he just

didn't give me any information, he was like, 'yeah, you can change, or you can stay on' 1.1565.1573

Post HE
Preparation and
PDP Support

personal tutor system is accounting for its intended purposes (page 106), or developing students in the

ways the PDP intended (page 105). This is supported by alumni 15, who stated you were supposed to

do PDP' when discussing the personal tutor system The students made reference to how the personal

tutor system could be enhanced, as presented in the figure below:

The students suggest that the personal
tutor system should be aligned to the
needs of students, and that tutors
should be more involved with the
students:

EO: Maybe they could change every year. with the options
you take; you get allocated a tutor from that area K: But
then you might get allocated somebody who you don't

<
like,so it could be bad, I suppose you could always switch

if that happened S: And it depends because if someone has
seen their tutor in first year, they might not want to switch
EO: You could request to keep them 3.1314-1327

S: Maybe if they had a few people and then those few
people were involved in the course, what lectures you
actually do and things like that s.un-un

The students suggested that personal
tutor groups could have been utilised
in order to enhance the interaction
between the students and the personal
tutors (see page 169 for a further
discussion on the notion of
community);

A: On our first day in first year they split us up into tutor
groups, and we were never in those groups again M: I can

<
onlytell you one person from my group A: Like you could

easily, you've already sorted them into groups, all you
have to do is arrange for them to meet up even 2.1051.1070

S: You should see your tutor more in your groups, they
could do seminars or get more involved with telling you
about careers JF: Or they were kept more up to date on how
your progressing. as opposed to the start of each year where
you just do a review of the previous year's results, and then
you don't see them again for another year 3.1213.1297

The students felt that personal tutors should be more involved with students' HE experience and

progression. Above, S suggests that 'a few people' should be involved with providing support for

students. This links to alumnus number 16 who recommended that 'the right people' are assigned to

act as personal tutors:

As a member of staff, some people are naturally good at being someone 's mentor and some aren't, so I think
maybe you need to look at the right people being therefor support.
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It is important that tutors are equipped to meet the demands of the role and provide the required

support. In this sense, tutors need to be more proactive in providing guidance to students as opposed

to waiting for students to turn up at their door (Hounsell et al. 2006). The alumni also recommended

that students should spend more time with personal tutors (page 46). The HE experience can be life

changing, as it is a time when knowledge, skills, values and personality are developed

(HECSU/AGCAS 2011). For many students, entering HE is a big step in their maturation, personal

and professional development, and therefore support and guidance throughout this process would be

beneficial, if not essential (O'Regan 2010). As highlight in the quote below from D, it is questionable

whether students navigating themselves through the turbulent HE experience can also adequately

prepare for post HE:

D: Ifound moving away quite tricky, so I concentrated on settling myself in a new city and living with new
people rather than going out and getting work 0.975- 978

Students were informed that engaging with their personal tutor would help to prepare them for the

supervision relationship they may experience upon entering the world of work:

Ifyou go through any professional training you will have to engage with a supervisor and experience close
supervision relationship with regard to applied practice 30

However, since the alumni were required to 'toe the line' in the world of work, it does not appear that

the personal tutor system reflects the reality of the world of work and is therefore not preparing

students for post HE. Increasing the 'toe the line', discipline work ethic and making students feel

accountable to the personal tutor system will better prepare students for what will be required of them

in the working world. The personal tutor system should reflect the world of work. Instilling the world

of work requirements, ethics and cultures within the opportunities that the SSES is providing to

students will effectively train students for the requirements of the world of work whilst they are at

university. As stated in the literature review, numerous authors have recommended that employability

skills are embedded within the curriculum (for example, AGR 2010, Ainley cited in Fearne 2008,

Denholm (2011), Kay et al. 2007, Knight and Yorke 2004, NCIHE 1997, O'Regan 2009, Universities

UK 2006, Wright et al. 2010).

3.4.3 An Overview oftbe Careers Sessions

As stated on page 4 of the ASS Module Handbooks, 'out of class directed exercises and lectures

linked to the careers service will ..... be used to support the class based tasks' (appendix 14). A

document overview of the careers sessions is provided in appendix 15 which states:

These sessions have been designed to follow the theme adopted in the ASS modules and the personal tutor
system, in firstly introducing students to the idea of self-reflection and skills development in the first stage and

then in the next stages helping students to develop the necessary skills to support them in their job search
(appendix 15: 1).
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During L&T sessions, the SSES and careers staff verbally highlighted the content and benefit of the

careers sessions being offered to students: .

We have developed a specific careers programme, we
didn 'tjust want to leave it to you to go to the careers

office, because a lot oj you aren't proactive enough, so we
have some careers programmes that you don't have to go
to, it's entirely up to you, but very very useful sessions to

get the process underway 4S

Make sure you
attend the careers
sessions, they will
benefit and help you

27

We urge you to come along,
because there is quite a lot oj
useful inJormation, so please
try to come to these workshops

this academic year 22

Again, the competitive graduate job market was emphasised to students, in an attempt to make them

aware of the importance of engaging with the careers provisions:

CompetitionJor graduate jobs is very fierce at the
moment, 340,000 students graduating summer 2011,

with 70 applicants per gradute post with a large
company 414658

Thejob market at the minute is tough and competition
Jor graduate jobs is increasing 22

It is more important than ever to be preparedJor
graduate jobs 46

The job market is competitive, but there are still a lot oj
jobs out there, but there's a need to be a little bit more
proactive when applyingJor jobs, it's important not to

miss any opportunities 3S

Graduate Prospects (2011) research demonstrated that students would be more likely to engage with

careers service opportunities if their perceptions of what they thought such opportunities should

involve were accounted for, highlighting the importance of gaining students perceptions. The figure

below discusses students' experiences and perceptions of the SSES careers provisions:
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D was boping to gain
some 'insider
information' from tbe
careers sessions:

D: I've gone to some of the lectures that they've done this year, but they've not been very
____ engaging at all, it's just been sort of reading from PowerPoint slides, it was all information I

could've found out myself, I was expecting some sort of insider information, but it was just
all stuff that you can find out quite easily for yourself O.IOSI1068

Some of the students
discussed how tbey felt
that the careers
information was too
'general' and not
specific enough:

R: We had one talk from the universities employability award people, and it was a good
talk and they did talk about, 'you've got loads of options, and there's different kinds of
jobs', but it was for Sports Science, we're doing physiology for our 3,d year, some people
are doing management, some people are doing biomechanics JL: It was really general R: It
didn't feel tailored to people doing physiology, it was like, 'oh, you could be an
advertiser', and you just think, 'well, I don't want to do that' JL: And everything she gave
us we needed further study, and the only thing we could do was work in a leisure centre,
which we don't want to do 1.1057.1069

EO: We had two sessions, PowerPoints of what you can do after this degree, but it could
~- __ have been expanded, more detail, obviously you could go and see her if you wanted, but

when you have no idea of what you want to do and you just get given this list of different
things, maybe could have got a guest lecturer to come in or something 3.709.715

JL: We go to these careers talks, which are general about the course and not very
specific, and it's hard to know where you want to go, because even till we're saying
maybe we will do a masters in physiology, but hold on a minute, where are we going to
go with that still?' R: What does that even involve? We don't know, because no one's
told us' JL: And you really have to go out there yourself and try and find the information,
and it's not that easy to find 1.878.887

Despite the careers
sessions being integrated
into the SSES, JF and D
did not view the careers
sessions as 'being JF Th ff i I' k d h d . , . .. .available on the course' : e careers stu ISmore In e to t e gra uate centre, It s use your irutiative more to
because it was not directly <go up there or get in contact with them as OPPOed to it directly being available on the
managed by the SSES. course 3.688-690

The alumni articulated that
employabilio/ should be D: If there's enough funding there I think it'd be a great idea having it specific to Sports
embedded within the Science
SSES curriculum as D.1211·1212

opposed to being'a
university wide or extra
curricula initiative (page
78):

S: She obviously can't just tell you the jobs, so she just gave us a big list of websites, but
then I've got so much work on that I can't find time to sift tbrough it, I've got so much work
that it's just like I want to have a careers meeting but I just feel like I have too much to do
3.718·724

Some of the students
cited 'time' as an issue JL: When we went to that careers talk she gave us a few sheets, they were actually quite
preventing them from good, I've been going on the websites, the postgrad websites were pretty good, and even
engaging with the ~--- some of the job websites sort of help you, but it's just actually sitting down at the
opportunities suggested computer and doing it, it takes so long 1.2762.2766

in the careers sessions:
R: I feel like this is the busiest time of my uni life, I haven't got the brain space to be
thinking about what I want to do 1.276K.2769

Rae (2007) suggested that students being unable to perceive the relevance and subsequent need to

engage with employability related L&T is due to the disjointed way in which it is delivered. Since tbe

focus group students cited having a lack of time in their third year as a post HE preparing barrier, this

research programme suggests that students are engaged witb post HE preparation earlier in their

degrees when more time is available. Alumnus 11 believed that students hould consider the purpose

of their degree in relation to their post HE lives at the beginning of their degree (see page 83),

supporting the claim from the AGR (1995), Brewer (2009) and GEES (2008) that students should be

taught career management and effective learning skills from their first year in a progressive manner.

The member of staff in session 3 referred to the students' time at university as 'university career'.

This philosophy needs to be instilled within the students HE culture. The researcher reflection below

implies that such a philosophy should be instilled within the students' culture upon entering the SSES:

J deciaed at the beginning 07 my PhD tnat I m1S going to have very different tactics to m
undergraduate degree approach,' stressful 'all nlghters' the night before deadlines and going ou
three times a week were a thing of the past, I aimed to lrork around a flexible 9 to 5. Monday t
rFriday working week. J felt that it would be easier to start my PhD with this attitude. and

ndered whether there lMS any method in my madness. Since altitudes are dijJ1cult 10 re
mould. it is easier to ensure th are ori 'nal established in a certain manner (Dweck 2000 . I,
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Alongside establishing acceptable behaviours, work ethics and philosophies amongst students, there

needs to be an increased accountability regarding the importance of preparing for post HE, since

students will not engage unless they are able to perceive the urgent need which exists (AGR 1995).

Ehiyazaryan and Barraclough (2009) identified that students' engagement enhances when students

perceive a value in a given endeavour. As such, members of staff should not portray the 'optional

attitude' regarding the opportunities provided that were observed:

Without a rapport with your personal tutor, you might as well not have one, you're paying for it, it's completely
up to you guys 22

They're the careers sessions, they're there for you, whether you take them or not, that's up to you 45

Graduate Prospects (2011) and doctorjob.com (2004) advised that there needs to be an increased

awareness amongst students regarding the importance of careers related opportunities that are

available. Reinforcing that the opportunities provided are essential will help to enhance students'

awareness of the importance of engaging with them.

3.4.4 An Overview of Guest Lectures

The following extracts are from the ASS module handbooks, which can be found in appendix 14:

A series of guest lectures will
provide an insight into the

nature of the applied
practitioners that form the
basis of the Sports Science

support team and the
fundamental skills required in
such roles (ASS 1 Module

Handbook 08/09: 2).

A series of guest lectures from
specialist practitioners will provide

students with an insight into the nature
of Sports Science support within the

major scientific disciplines
(physiology, biomechanics,

psychology, performance analysis and
sociology) and the skill base

requirements of such occupations
(ASSI Module Handbook 08/09: 3).

The sessions will draw on the
experience of practi tioners involved in
the delivery of Sports Science support
(ASS2 Module Handbook 09/10: 2).
Contemporary lecture sessions will be
delivered by staff and guest speakers
with experience of working in applied
Sports Science settings (ASS3 Module

Handbook 10/11: 5).

The staff envisaged that the guest lecturers would benefit students from a career perspective:
The speakers will talk to you about their

backgrounds, the training they've done, the
transition from HE to the world of work, things your
degree can and can't offer, things that they did when
they were at your stage to get them to where they
are, and what you need to do if you wan/to work

where they work and do what they do 45

Guest speaker sessions will
be in areas that we think
are of interest from a
career perspective 27

The guest lecture from
session 14 was an

employer, which meant
that students were provided
with the opportunity to

gain insight from a Sports
Science graduate employer:

It will help get you familiar
with the kind of jobs and
roles that are out there,
getting you to see where

you can go 45

Ifyou want to work in the northwest in elite sport in
the E1S, then there's a bloody good chance your V
will reach my desk, if someone chucks a CVat me,
or if1go to advertise lor a job, what am f looking
for in an applicant? JIYou are interested in elite,
then this is perhaps a good opportunity just to make
alew notes on what YOIl need to be doing over the
next couple 01years if you want your CV to really

standout.
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Norton and Thomas (2009) advised that students should be provided with the opportunity to gain

insight into employer perceptions. Students were encouraged to make the most of the guest lecturer

opportunities:

They will talk to you about
their world of work

experiences. and what skills
are required in the world of

work 34

Listen to what they say. ask questions,
because they are working in the top

end of our game in terms of
supporting athletes, and that's just one
example of an industry where some of

you may go 45

You won't get many opportunities at
this stage of your career to listen to
people who are at that level and

dealing with experiences that you're
going to have to go through, ask

questions, probe 40

Students' experiences and perceptions of the guest lectures are presented below:
K: They've been quite good, because you can see what they've done in their area, I

<enjoyedthat because I find those interesting, rather than someone saying, 'you can
K and EG described just do this this this and this' 3.785.788

the guest lectures as
'!nte~e~ting' and EG: The guest speakers have been good, they always proper inspire you, and then
'inspiring': . you're like, 'yes, I want to do something like that,' but then you don't do anything

about it 'ha ha' 3.1714.1715

The guest lectures
assisted in the
stemming of JF's
career interests:

JF: What made me interested in strength and conditioning (S&C) was two graduates
that came in that are both working in that field and they were able to explain what

---- they'd done since graduation, how they'd got into employment, things like that, that
was interesting 3.797-800

K: Obviously people just don't go straight into a job, some people were lucky, I
think one guy got into his job straight away, but it helps you to see what you're

<
goingto have to do JF: If there's someone who's well established, say in their

D, K, and JF felt that it is thirties, it's a bit gap since they were a graduate, so you miss out on that aspect of
beneficial to hear about what they have done straight after university 3.808-1114

peoples' transition from
HE into the world of D: It really helps to see young professionals that got a degree and managed to
work: break into the industry, because there was a guy who was, twenty three or four,

he'd come to John Moores a few years ago and he's now high up in England
doing something or other, so it's good to see that there is a clear pathway that you
can do and you're not just wasting all this money D.1262-1273

Sand K felt that it
would be good to
have more guest
speaker sessions:

The students felt
that there needs to
be more variety in
the guest speakers
professions:

The girls in focus
group 1
demonstrated that
the guest lectures
resulted in them
feeling
demoralised:

S: In first, second and even this year we're meant to have people coming in and
____ talking to you from ditTerent professions, but they didn't K: They never did, I think

we had two S: It's not the same as experiencing it, but sometimes you don't even know
what options there are 4.2231.2241

D: The guest presentations that they get are really good, if we got a bit more of a
variety, because they had loads of S&C people come in, but then not had any
performance analysts or coaches D.1253-1261

H: They have people coming in who talk about what they've done, there were a couple
of lads that came in last year, but that was largely S&C, and they were all lads M: That's

~ __ the thing, they all seem to be S&C, and it's like, obviously we're not going to do that H:
When you go into the sports field obviously it is male dominated but obviously girls are
equal, well, trying to be anyway, but I don't feel like there's anyone that's come in and
said, 'well, I've done this as a placement', or, 'we did this' 1.965.975

The researcher heard a student refer to guest session 42 as 'pointless' when walking
out of the lecturer theatre after the session: That was totally pointless for me, because
I'm not interested in physiology and I'm not interested in nutrition
M: It seems like the people that they bring in to speak to us are isolated cases who have
ended up being lucky, and it doesn't make me feel any better about the situation,
especially because of the fact that they are all blokes and they are all doing S&C, it's
just like, 'well, I know I'm never going to be able to do S&C, because I'm not

--- interested in it, and I'm a tiny little girl who's not going to be able to tell beasty rugby
players what to do', so I just think it's so pointless for us girls to be sitting in those
lectures, whereas they never bring in women who are in this field to speak to us JL: It
does feel like if you get a lucky break then you're on it, and if you don't, then good
luck to you 1.1021.IOl2

The students found the guest lecturers interesting, and as demonstrated by JF, they aided in the

stemming of career interests. However, the areas of the guest lectures and the information provided

needs to be achievable in order to be inspiring and motivating. Students need more information

relevant to the stage of career that they are at, for example, what they can be doing whilst they are at

university to prepare for post HE. The NSF (2010) stated that guest lecturers must be inspiring and
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represent course relevance. The students felt that guest speakers only speak about their careers at their

peak. The students would have valued gaining more insight into the processes that the speakers went

through to gain their positions i.e. the transition from HE student to the world of work. Information

regarding the guest lecturers' routes to their current positions will make the careers seem more

achievable and in turn inspiring. Adding to this notion, the alumni felt that insight into the career

paths of graduates would be beneficial in enhancing graduates awareness of the reality of the working

world and the wide range of possible opportunities that are available post HE (Table 13, page 74).

Insight into other graduates career paths can be inspiring and stimulate careers ideas in current

students (Rissmeyer 2010). The guest lecturers need to account for a wider range of students needs.

As stated by a member of staff, the guest lecturers represent, 'just one example of an industry where

some of you may go' 45. Based on the alumni, not all Sports Science graduates will end up working in

the Sports Science industry (Table 3, page 33). It would therefore be beneficial to have guest lecturers

that represent and encourage the wide range of potential career options that are available to students,

both within and outside of the Sports Science industry. This will decrease the notion of failing if not

working in the Sports Science industry as demonstrated by the alumni (page 77), which will be fuelled

by presenting students with unachievable examples of Sports Science jobs. Furthermore, since

students find it hard deciding what to do post HE (as will be demonstrated on page 147), alumni who

faced difficulties post HE should speak, to show students that graduates can overcome the turbulent

and difficult transition between HE and post HE. Tod et al. (2007) highlighted that providing students

with insight into both the HE and post HE experiences of alumni could help them feel more relaxed

and stable in their HE experience. Tod et al. (2007) described the HE experience as 'an evolution',

stating:

"Students may benefitfrom knowing that their experiences are echoed in the lives of their
predecessors. Suchfindings might help normalise their reactions and emotions during

turbulent and potentially frightening times" Tod et al. (2007:318 and 332).

As will be demonstrated on page 145, the focus group students described feeling unprepared for the

prospect of transitioning into post HE. Alumni can enhance students' awareness and preparation for

the difficulties and realities of the post HE world (Graduate Prospects 2011).

3.4.5 An Overview of the Laboratory Practical Sessions

The ASS2 Module Handbook (09/10: 5) states that, fa mt;'jorpart of the module involves a series of

discipline specific lectures and practical sessions which provide students with the opportunity to

engage in a number of assessment strategies frequently used during the assessment of competitive

athletes' (appendix 14). During L&T sessions, the staff informed students what the laboratory

practical sessions would involve and why it was beneficial to engage with such sessions:
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Thepractica/s provide you with insight into how the different sections (i.e.physiology, Staffwith experience
biomechanics, psychology, nutrition, performance analysis) focus evaluation and of supporting athletes

assessment, for those of you who have ambitions to work in certain environments where will give you the
you're going to be working with other practitioners, you need to understand what their theoretical
game is about, it's usefulfor people to get an understanding of where we're comingfrom backgroundfor

across the disciplines 44 certain tests, and tell
Working in the Sports Science industry involves working in an interdisciplinary team, you the process they

and understanding the different disciplines and roles that make up the team is a would go through
requirement of the world of work (to be discussed on page 124). The laboratory when assessing

opportunity will therefore help to prepare students for the world of work. athletes 26

Presented below are the focus group students' experiences and perceptions of the laboratory sessions:
R: We have had some labs, not as many as we thought and probably would have
liked H: But even then you can't see anything because there's that many people in
there, they need to split it up 1.23*2)50

K: We did a bit in first year, but you just get to watch. you don't get to do anything
D: The staff carries it out K: And you just sit in and he's just talking, so you don't
get to use anything basically 3.1~81.1~90

M: We did the odd lab where and it was just, 'this is what you do', we're all stood
there watching and we get showed something, we didn't really get to do anything,
and I feel like I learn from doing stuff, so if we'd have got to do it, I probably
would have known a bit more 1.1817.1820

JF found it 'frustrating' JF: You learn the theory of all the tests that get done in labs through lectures, but then
only learning --- you don't get to do them yourself, and it can be a bit frustrating, just having to read
theoretical knowledge: about them 3.221Jo4.2206

The students felt that
there was a lack of
laboratory sessions
during their degree:

For EG, the lack of EO: I wrote a letter of complaint to (anon.) about it, and he didn't even reply to me,
because we were meant to have labs in second semester, but because we moved

laboratory time lead her , over to this building the third years were in the labs doing their dissertation work,
to write a letter of which is understandable, but we didn't get any labs, we didn't learn how to do a
complaint to the SSES: V02 .... test or anything, it was ridiculous 3.1552.1559

R feels that she learnt a
lot from using the labs
for her final year major
project:

The focus group 1
students feel that
being better prepared
for using the labs in
their final year
projects would have
been beneficial:

JF took 'initiative' in
order to gain more
laboratory time in
preparation for his
major project:

D and JF found the
opportunity for
'volunteering to be a
subject' beneficial for
gaining 'lab
knowledge':

However, the inclusion
and exclusion criteria
for research meant that
the opportunity to
volunteer was not
available to all:

R: This year for doing dissertation testing and stuff, we've learnt loads in the labs,
--- like how to use Douglas bags and what the results mean and stuff, I think in other

years we used to go to the labs like once in every six weeks or something 1.1829-1832

M: We have had to waste loads of time because our module leader for our
dissertation has just been like, 'no, I want you to practice this and practice this', and

--- we've just spent up until Christmas practicing, we haven't even done anything,
whereas if we'd have prscticed in second year it would have saved us loads of time
this year R: We could have done that last year 1.1836-11142

JF: We are doing a V02mu test for our major project, so you've had to learn to do it,
--- and then you're going to do it for real, and we used our initiative a bit, we've booked

our own lab times 3.1561.1564

D: You get chance to go in and help out with other peoples dissertations, which I
think is really good, but it's not like part of the course, but say in first and second year
we used to get emails every week of people JF: I think that's where I got more lab
knowledge, volunteering to be a subject, especially first year because you were never

--- in labs, because I knew people then who were in their third year, and so using that
time I'd ask questions and get more involved, and that helped a lot 3.1592.1599

Five of the alumni advised that current students should volunteer to be a subject for
research studies that are going on within the SSES

___ S: For girls there's not really the same chance K: No because we always get
subject recruitment emails through but it's for males 3.1601.1603

Despite the students' suggesting that more practical based opportunities are required, the researcher

noted that the students were reluctant to engage with the laboratory opportunities that were already

being provided:
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For example, in the ASS2 biomechanics and physiology
laboratory sessions, the students were provided with the
opportunity to take part in practical based work. Students

were therefore required to attend the labs wearing
appropriate attire, as articulated by the member of staff in

session 44:
The biomechanics and the physiology practicals are very
difficult to run without subjects, so please bring kit with
you, if we don't have people to do them it's going to be a
boring two hours, so make sure you bring kit for those two

practicals 44

After this announcement, the researcher overheard a student
sitting nearby mutter, '/'mjust going to arrive on crutches. '

)

Whilst waiting outside the muscle
strength laboratory for the

Biomechanics Laboratory session to
start, the researcher heard one female
student say to a male student, 'have
you seen what's in there? Everyone
looked in and went, '/ 'm not doing
that!" During the lab, students

reluctantly volunteered when asked.
This reluctance to engage was also
depicted in the physiology lab, as

demonstrated below.

I

The physiology lab took place in the biomechanics runway. At
the beginning of the session, the lecturer asked for volunteers.

One girl put her hand up. The lecturer requested more
volunteers. No one else offered their services. The lecturer
went on to explain that the session would be focused on

physiology tests that could be used in a field environment. The
volunteer began to complete sprint tests. After completing the
majority of the required tests, the girl suddenly said that she
needed to stop; she had pulled her hamstring. The lecturer
asked for another volunteer, so that the testing could be

completed. The lecturer stood facing the students, waiting for
a response. After a painfully awkward silence that lasted
approximately 15 seconds, the lecturer said, 'if no one

volunteers, we haven't got a session'. He still did not get a
response from the students. After another uncomfortable

silence, he said, 'if no one volunteers, we may as well call it a
day ',At this announcement, a loud male voice from the back
of the room said, '1'1/ do it'. As he stood up from his stool, he
muttered under his breath, to no one in particular, 'why did /

say that? ,

After a while, this male volunteer
decided to stop testing and

returned to his position at the back
of the room. Once again, the
lecturer asked for another

volunteer. He looked around the
group, and resorted to asking

individuals directly to take part.
--)~ When the lad next to the

researcher was asked, he
responded by saying, 'injuries',
patting the back of his left knee.

After trying to engage the
students to volunteer, the lecturer
announced at 1.35pm, 35 minutes
into the 2 hour timetabled session,

you are free to go then ',

I
J

The researcher spoke to the lecturer at the end of this session. He said that this was the fourth week he had ran
the lab, and that this week was the worst week for volunteers, 'the other weeks haven '1had many students
turning up to take part and wearing the appropriate kit, but this is the first one where / have had to stop the

session prematurely'.

Astin (1999) warned that a lack engagement can reflect a lack of involvement with the L&T content.

Focus group 1 shed some light onto the students' lack of engagement with the laboratory sessions

provided:
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JL: When we went to those
practicals last year, it was
split into three groups, and

we were in the
biomechanics runway and

they were like, 'right,
someone volunteer to do
shuttle runs: and you're
like, 'definitely not, when

there's 30 or 40 people lined
up all the way 10wn this

room
H: They say come dressed
appropriately, but you

think, 'no, because then you
can't pick me' 1.2352-2362

A: There was one where you were getting dunked in water and 1 thought there's
no way I'm wearing swimming stuff in front all these people

H: That was in first year wasn't it, because 1can remember looking at the list
and I was the only girl in my group and my mate said, you're the only girl in
that group, and they want you to wear a bikini', and I can remember thinking

for two weeks, 'oh my god, I'm not going, I'm not going', and in the end 1 didn't
go, because 1was like, 'no, I can't possibly do that'

JL: But when we went they said they won't make girls do it
H: But they should have said that on the email, because I just didn't go

R: This comes back to the fact that actually, if you knew all the people in the
group you might not mind so much

H: It wouldn't bother me to do a shuttle run or standingjump or anything like
that, but if they asked me in a class

R: In front of 100 people you don't know
H: I'd absolutely say no 1,2364-2394

It appears that the dissonance between students desiring more laboratory and practical sessions, yet

failing to engage with the sessions already provided was due to large class sizes and a lack of

community within the SSES student culture. As stated in the literature review, participation in some

form of learning community promotes a sense of belonging and contributes to better quality leaning

and student success (Kember et al. 2001, Zhao and Kuh 2004). The students feel that laboratory

sessions which involve more students engaging in the session at anyone time would be beneficial, as

opposed to just one student on their own (the issue of large class sizes and community is further

discussed on page 169). The researcher reflection below highlights that a lack of accountability may

also impact on students' lack of engagement with the laboratory sessions:

found it peculiar tnat the students aid not turn up to labs dressed appropriately and did no
engage. During my Sports Science degree, we had to turn up for labs wearing our 'Covent
'niversity Sports & Exercise Sciences' branded lab kits. Ifwe were not wearing this kit, then
re not allowed into the labs, and if we were not allowed into the labs, wefailed the mandata
odule. Furthermore. we were all expected 10 engage and participate in all lab session.
'ontrtbution to the lab was marked It does not a ar t t the SSES students are iven thi

3.4.6 ASS Opportunities Provided: Summary

This section aimed to provide an overview of the opportunities provided by the SSES via the ASS

modules, combined with an insight into students' perceptions and experiences of such opportunities.

This section summarises the SSES opportunities and recommendations for how to enhance such

opportunities.

The Personal, Tutor System

According to the staff, preparation for post HE and PDP was embedded within the S Sand

supported by the personal tutor system. The intended purposes of the personal tutor sy tern were to

support post HE preparation and PDP, provide students with references and provide academic and

personal support. Students reported feeling unprepared for the world of work, highlighting that the

personal tutor system was ineffective in preparing students for po t HE. The intended purpo c of the

personal tutor system were also ineffective when students attempted to access and utili e the support,

suggesting that the personal tutor system is unequipped to provide the necessary support when
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required. It is apparent that students need more assistance, support and insight to help prepare them for

post HE. It is important that personal tutors are able to meet the demands of the role and provide the

necessary support. Personal tutors must spend more time with students and be more involved with

their HE experience and progression. Since the personal tutor system does not reflect the reality of the

world of work, it is therefore not preparing students for post HE. Increasing the 'toe the line' discipline

work ethic and making students feel accountable to the personal tutor system, will better prepare

students for what will be required of them in the working world. The personal tutor system should

reflect the world of work.

Careers Sessions

Despite students being informed that the competitive graduate job market meant it was important and

beneficial to engage with the career sessions provided, there was an apparent lack of engagement.

Based on the students' perceptions and experiences of the career opportunities provided, careers

sessions need to be more specific and embedded within the SSES as opposed to being coordinated at

an institutional level. The philosophy of 'university career' needs to be instilled within the SSES

culture, with students being prepared for post HE from the beginning of their degrees in a progressive

manner. It is important that students are made to feel accountable regarding the need to prepare for

post HE.

Guest Lectures

The staff encouraged students to engage with the guest lecture provision, since the staff envisaged that

the guest lecturers would benefit students from a career perspective. Based on the students'

perceptions and experience of the career opportunities provided, students need more information

relevant to the stage of career that they are at, for example, what they can be doing whilst they are at

university to prepare for post HE. Students reported that guest speakers only spoke about their careers

at their peak and that they would have valued gaining more insight into the processes that the speakers

went through to gain their positions i.e. the transition from HE student to their current position.

According to the students, this would make the careers seem more achievable and in turn inspiring

and motivational. The guest lecturers need to account for a wider range of students needs. As stated

by a member of staff, the guest lecturers represent, 'just one example of an industry where some of

you may go' 45. It would therefore be beneficial to have guest lecturers that represent and encourage

the wide range of potential career options that are available to students both within and outside of the

Sports Science industry. More quantity and variety is required in order to account for the wide range

of post HE options, and the wide range of student needs. Since students find it hard deciding what to

do post HE, alumni who faced difficulties post HE should speak to show students that graduates can

overcome the turbulent and difficult transition between HE and post HE.
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Laboratory Practical Sessions

The staff perceived that laboratory practical sessions would give students insight into the various roles

involved in the Sports Science industry. The students felt there was a lack of laboratory practicals

throughout the duration of their degrees. Some students took initiative and got involved in RISES

research to gain laboratory knowledge. However, this opportunity was not available to all students,

which is an issue that needs to be addressed. Despite the students' suggesting that more practical based

opportunities are required, the students were reluctant to engage with the laboratory opportunities

already provided. For example, students did not turn up wearing the appropriate laboratory kit and

were reluctant to volunteer and take part in the practical lab sessions. Students reported purposefully

not turning up wearing appropriate attire to avoid participation. It appears that the dissonance between

students desiring more laboratory and practical sessions, yet failing to engage with the sessions already

provided, was due to large class sizes. The students feel that the laboratory sessions that involve more

students engaging in the session at anyone time would be beneficial, as opposed to just one student on

their own (the notion of community within the L&T context will be further discussed on page 167).

Engaging more students in practical sessions will enhance the sense of community within the L&T

sessions and in turn enhance engagement. In summary, there is a need to:

Increase support based on the individual needs of students.

Increase students' sense of accountability regarding the opportunities provided.

Increase the sense of community within the SSES student culture.

Prepare students for the world of work requirements, which are discussed below.

3.5 Advice & Recommendations for Post HE Preparation

Due to the competitive nature of the graduate job market and the fact that a degree alone is not

enough, it is important that students understand what the world of work requires from them. As stated

by the member of staff in session 27, you need an understanding of the skills and requirements you

will need', The researcher identified patterns and themes in the data collected from the L&T sessions

related to the requirements of the world of work and how students can prepare themselves

accordingly. The advice and recommendations students were provided regarding the requirements of

the world of work and how to adequately prepare for post HE will now be presented, followed by

students' perceptions and engagement with such recommendations. The advice and recommendations

are from the SSES staff, careers staff and guest lecturers. For the purpose of this study, these three

groups of people will be collectively referred to as 'staff',
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The Advice & Recommendations for Post HE Preparation will be presented in two sections. A
concluding summary will be provided after each section:

I

The World of Work
Requirements How to prepare for post HE

L Summary L Summary

3.5.1 Advice & Recommendations for Post HE Preparation: The World of Work Requirements

It is important to consider how the world is changing and the skills and knowledge that graduates

require to make and keep them employable (GEES 2008). In terms of supporting employability

development and awareness, it is important to help students identify the kinds of skills, knowledge

and qualities that are required of them (Wilson-Medhurst 2005). The world of work requirements as

defined by the staff in phase 2 of this research programme are presented below:

The World of Work Requirements

Exceptional People
to work with

Exceptional People

Interpersonal
Working Ability:
The Team Behind

the Team

Self Awareness &
Marketability

The Knowledge &
Experience Triad

Technical Knowledge

I
Craft Knowledge

L Experience

Each of the world of work requirements will be discussed in turn, followed by an exploration of

assessment for the world of work requirements. Presented below is the rationale for the world of work

requirement 'exceptional people to work with exceptional people':
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As a Sports Scientist, you need to demonstrate a range of personal skills that will make athletes and players want to work with
you S3

Feedback from scientific employers indicates that they value personal skills just as highly as they value their technical
knowledge, a large pharmaceutical employer told me that if somebody scored below average in how they put across their
personal skills, they probably wouldn't look at that candidate even if they scored well in a scientific test, so softer skills are
also very important, as is the knowledge that you gain from your course 43

It's important to do as well as you can on your degree because academic results are important, but as well as the knowledge
and skills you'll gain from your degree, employers are looking at softer skills as well, such as team working, communication,
problem solving, and you need to provide evidence and sell these skills on paper and in person, on application forms and in
interviews, so try to build and develop your skills, so that you have got more evidence to talk about in interviews, you can
build skills through part time work, work experience, course placements, voluntary work, extra curricula activities like sport 46

The guest lecturer in session 42 articulated that Sports Science graduates are required to have many different personal
attributes and abilities: You're not just there as a scientist, that's a given, you've got to generate that working hypothesis to
answer the coach, you've got to be that sales man, somebody that can stand next to the coach and convince them that your
idea is the thing that's going to change them and their athlete, you've also got to be a personal mentor, you've got to be able
to look at the coach and think, 'what keeps that coach up at night?' You've got to be thinking about what the coach will
probably come to two, three weeks, or even months in the future, so that when he asks you the question, you've already got
some assimilation of the answer, you've got to be that positive agitator, you've got to ask the right question at the right time,
you've got to be the motivator, the guy that can stand next to the coach, the athlete and generate that extra little bit of

Q) co..:.: enthusiasm for that session 42a . = os~.~i.~My advice is that rocking up to lectures, doing the bare minimum, is not good enough, we are looking for exceptional
~ is ~ 8'\peoPle, to work with exceptional people, that doesn't matter if you're interested in working for the EIS or if you want to~ a '" 1< work with Manchester United or whoever else 42

::.8 ~ S I want to see somebody who has developed and implemented some level in innovation, somebody who can think= 0 0 oS differently, we actively go out and find people who are a little bit different, not just somebody who has a 9 to S, fairly plain'0 i'; [G CV, there's got to be something on there that stands out 42

til ....8~-e .~ ;, = We're looking for someone who has implemented innovation whilst at university, someone who has gone the extra mile 14

~e~~
~ -tl *You've got to start building up your CV right now, take every opportunity to enhance your CV whilst you can, try and get

involved in anything that you're lecturers are doing, do some coaching, get yourself a coaching award, don't be pulling
pints in pubs to get yourself through uni, invest a little bit of money, get yourself a fitness trainers award, you might think
that you can do that without a degree, which you can, but a degree with a fitness instructors award gives you the opportunity
to develop communication skills if nothing else, because you're working with clients 56

*Ifyou're not careful you might just end up with a degree, what you should look to do is build around that degree, in terms
of both your work and qualification profiles ss

*Heads of departments that I speak to in football and other sports, say that they look at what Sports Science graduates have
done outside of university that demonstrates that they want to work in this world, that demonstrates evidence of doing and
understand what the British Psychological Society (BPS) and BASES say are important to be a good practitioner, have you
done any voluntary work, have you attended any workshops, attending courses outside of what goes on within the uni is a
must, continue professional development, learn from people, athletes, coaches, peers, showing evidence that you have gone
out and done other things apart from just sitting in a lecture, and then saying that you're a good Sports Scientist 53

If you want a job when you get out there, you have to have something to say with depth and meaning to tell S3

*Clubs look to recruit people with the appropriate academic background, but you also have to have the appropriate character,
you have to have demonstrated commitment, via voluntary work, additional courses and qualifications, you have to have
shown commitment in terms of investing your own time ss

If you really want to work in the professional sport field, you have to put in a lot of time, commitment, and enthusiasm 13.'

The best graduates, academic and employability wise, put in a lot of personal investment and time, successful people have all
applied time to what they want to do, they're committed 4'

You need to have enthusiasm and energy; you've got the feel the passion for working in that environment s.
Employers are looking to see whether you're motivated and enthusiastic, you can really tell if someone wants a job, and
also whether you would fit into the team, and that they would enjoy working with you, so they are looking at certain
characteristics 43

Get the most out of your degree, get involved, you can buy into BASES as a student, there will be jobs offered up for 2012
Olympics, there are lots of things going on, so my suggestion is have a chat with your personal tutors, have a chat with
module leaders, see what's going on 22

Get involved in the research community, if you help them, they will help you, there are lots of studies going on, volunteer as
a subject, try and get some more information about how we collect and analyse data etc. , 22

I encourage all of you to volunteer to be participant in other peoples resesrch projects, it's good to help each other out
volunteer wise, and it will help your understanding of your project 24

Ensure you make the most of the opportunities whilst you're at university, because there are lots of opportunities to get work
experience to get involved in extracurricular activities and build evidence of skills 46

Get involved in everything and anything, get out there and find yourself a job, meet people SI

• One of the ways staff advised that students can make themselves stand out from other graduates was
by gaining additional qualification and courses. 121



Due to the competitive reality of the graduate job market, graduates are required to gain additional

qualifications, as described in the quote below from the guest lecturer in session 39 and D from focus

group 1:

I had apostgraduate qualification, but I don't
think that was the thing that got me thejob, it
was thefact that I'd worked at afootball club
for five years, because a lot of people now
are going through apostgraduate, and

sooner or later, a load ofpeople will go off to
do a doctorate 39

D: In a professional club it's either you've got all these
qualifications or you're an ex-player, because ex-players

just walk intojobs 0.880-883

D: You need to be head and shoulders above everybody
else, and a lot of people have got degrees now, so a PhD
is the next thing I've got to get if I want to get there 0.888-

891

Ainley and Allen (2010) defined the phenomenon described by D and the guest lecturer in session 39

as 'escalator qualifications', that being:

"Education and training is increasingly like running up a down escalator- a situation where you
have to gain more and more qualifications simply to stand still" (Ainley and Allen 2010: 73).

Focus group 1 expressed concern regarding the need to possess additional qualifications for the world

of work:

JL: Whenpeople say, 'you could be a physiologistfor a team', and
you're like, 'ok, well I'm not even qualified in that yet, how do I get

qualified in that? If I do a masters am I qualified in that?' I don't think
weare

A: See I want to do nutrition, but I don't think after doing one year's
lectures on nutrition I can say I'm a nutritionist

H: Everything's going to have to have like something extra 1.1048-1055

M' Every job I have looked at
to do with nutrition all want a
masters or a PhD, it seems

like you don't even get a look
in ifyou 've not got one 2.2165-

2167

Five of the alumni advised that qualifications should be gained whilst students are completing their

SSES degrees (Table 13, page 74).

The guest lecturer from session 56 who was a Sports Science lecturer at
another university, explained how the students in his department get the
opportunity to gain additional qualifications whilst they are at university:
We run a certified strength and conditioning specialist award (NCSA)

course each year, and our students get to sit that award in thefinal year,
it's technically a postgraduate qualification worldwide, we've got

endorsement through the NCSA, so when our students graduate they can
already have that NCSA after their name 56

In order to compete with Sports Science graduates from other HE
institutions, SSES students need to gain additional qualifications.

The guest lecturers in sessions 55 and 56 highlighted that additional qualifications and courses can not

A member of staff at the staff
away suggested that the SSES

should offer additional
qualifications: Wewould be
better doing UKSCA and
BASES accreditations and

things like that.

only help students to compete, but they can also prepare students for the reality of the working world:

FAfitness trainers award for Ifyo~ 've n?t got a co~ching award, t'! and ge~one, and tt?'and
example, opens your eyes to the kind get a IIII~eblt?f coaching as well, g~tt~ngafe~/ln¥for the different

of things that are going on in physiological demands of sport '~ Imperative ifyou want to
football clubs, it's delivered by und~rstand w_herecoaches are cO,!,lnlffrom, ~ecause coaches use
people that have an awful lot of a different kind of languc:geto sc~entlsts,so II.helps you to break
experience working infootball down language barriers, yo~ ve ~ot to bridge that gap of

55 communication 56
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A summary of the types of qualifications and courses that the staff suggested students should engage

with are presented below:

Qualifications

Additional
qualifications and
courses (relevant
to the career area
of interest) 16 S5 S6

'Get yourself a
NSCA or UKSCA

badge,' it's
something people

do ask for' 55

A postgraduate
degree 42 55

BASES
accreditation 16 S5

Coaching
qualifications S6

The member of staff in sessions 48 stated:

There's loads of opportunities to do level] coaching awards, and through local sports development offices
coaching awards might be free for students.

This is an example of a resource that should be fully utilised and that students should be encouraged

to engage with, through increasing awareness and accountability.

The ability to work
interpersonally and
communicate effectively
with colleagues and clients
is an essential requirement
in the world of
professional sport:

Working in the Sports
Science industry involves
working in an
interdisciplinary team. It
is therefore important to
understand the different
disciplines and roles that
make up the team:

Communication is a massive quality in the world of professional sport 55

The vast majority of Sports Scientists that I have seen have good interpersonal
skills and are able to cope with the variety of different people that are around
them in their working worlds, it's about how you as an individual blend with
those around you 13.5

You can't underestimate communication, it's not just about gathering
communication from athletes, it's about how you communicate that information
to them, and put it in the right terms and the right context so that you can have
an impact on injury prevention or performance 56

You have to develop interpersonal skills, you have to build up a rapport with
coaches and athletes and gain their trust 56

Empathy is really important, try and understand the person that you are dealing
with, try to see the world from the other persons point of view, you need to be
sensitive to what they're telling you, try to make sense of what you hear,
understand them, check to see if you have got the meaning right 40

The Sports Science environment deals with interpersonal relationships, if you
want to be a Sports Scientist you have to work with people, and if you can't have
an interpersonal professional relationship with people then you're on the wrong
course, you have to get on with people 1529

There is a team behind the team which interlinks and works together towards a
given goal: Psychologists, Nutritionists, Physiologists, Biomechanists, Coaches
etc, and it is crucial that all practitioners know what each other are doing, all
practitioners have a weekly meeting to discuss what's going well and what's not
going well 1442

You have to work in a team, and therefore how you work in a team is very
important to being successful, understanding the differences between different
professionals is very important when working in this environment, and if you can
understand this, you will be in a better position to communicate 1l.5

It is important to understand what other people do, if you are working as part of an
interdisciplinary team, you need to understand the role that different people have in

, __ -- those teams, because you will rely on them in the field, and it's the collective team
of people that ultimately brings about the success, whether it's in the health sector
or the sports sector II 44 45

I did coaching qualifications as part of my undergraduate degree, if you've not got
a coaching award, try and get one, and try and get a little bit of coaching as well,
getting a feeling for the different physiological demands of sport is imperative if
you want to understand where coaches are coming from, because coaches use a
different kind of language to scientists, so it helps you to break down language
barriers, you've got to bridge that gap of communication 56

It is really important that as a Sports Scientist you understand what coaches do,
you're unlikely to be affective if you don't understand the coach's role, so get out
and do some coaching, get some coaching qualifications 41
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It is important that students
are aware of the skills that
they are gaining and
developing as part of their
university experience:

Students require self
awareness in order to
effectively market
themselves to potential
employers:

Brainstorm what skills you possess, we don't reflect everyday on the skills that
we have gained, you've probably got a lot of skills from this degree course that
maybe you haven't thought about, things like scientific knowledge, lab skills, or
softer skills like team work, leadership, skills you might have got from part time
jobs or other extra curricula activities 41

The only way you know which skills you need to develop is by analysing those
skills that you've got, most of us have loads of skills that we're not even aware
of, there's things you will have developed through school and activities you've
done through education so far 46

Employers value personal skills as well as academic skills, analyse your skills,
identify any gaps, what do I need for the different careers that I want to go into?
A plan of action can then be developed for the skills that need developing 46

You won't use everything that you do in your degree in the world of work, but the
degree gives you time management, the ability to write properly, the ability to talk
to people properly, talk to different people sa

Demand for Sports Science graduates is high in a range of professions because
you develop problem solving, numerical skills that you can use within industries
such a business and finances 3S 46

Maximise the skills you have got and demonstrate them to employers S8

You will have developed a lot of skills and specialist knowledge from this course,
you will also have developed a lot of other skills through part time work, extra
curricula activities, so it's good to start thinking about how you can sell and put
those across to employers on paper and in interview 3S

You need self awareness and the ability to sell your skills on paper and in person 43

Knowing your skills can help you promote yourself better, it makes it a lot easier
to sell yourselves to employers, employers expect to see skills based language, so
it's important to understand what employers look for 46

evs are really crucial in your chances in the job market, it's the first thing
employers see, so you have to make sure you get your applications right and
really sell yourselves, take care and time over applications, they can take a while,
but it will stand you in good stead 41

S from focus group 2 demonstrated that she was unaware of how the attributes that she developed at

university could be applied to different contexts post HE:

S: Ifyou wanted to go and do physio then tt would be good to say, 'I've been assessed on doing physical exam',
but ifyou didn't want to be a physio then it's not going to help you, so it would be good to have practical, but

you're never going to be able to cover all the practical things that you're going to have to do 4.146S-1476

The inability of S to identify how her experiences at university relate to the world of work bears

consistency with the findings from Glover et al. (2002), who highlighted that students did not

recognise how their experiences at university were applicable to the working world. As discussed in

phase I, the alumni only became aware of the attributes that they had developed as a result of their

university experiences when they started to put such attributes into practice in the work place (page

58), which supports the findings from Leggott and Stapleford (2004) (see page 10). As will be

discussed on page 213, focus group 1 demonstrated that they were unaware of the attributes that they

developed from their placement experience. This research programme highlights that there is a need

for increasing students awareness of the attributes they are developing alongside their degree and the

applicability of such attributes to the world of work, as established in the below quotation from JL and

R:
JL: I fee/like they should be leading you down a route

R: And them telling you which jobs you would be good at with the skills that you've got from the course
JL: But I don 't think it is 1.872-873
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As discussed in the literature review, students need to be made more aware of the notion of

marketability and the applicability of the attributes that are being developed from any given situation

(REA 2006, Leitch 2006, UKCES 2009, Norton and Thomas 2009). Experiences do not have to be

applied directly; they can be applied in different contexts to demonstrate different attributes. If

students are aware of their attributes they will be better able to effectively market themselves to

potential employers, and better able to apply their attributes in the workplace (Burgess 2007). As

stated by UKCES (2009: 7), "one of the most valuable skills is the ability to transfer one's skills ".

The Know/edge & Experience Triad

The slide below was presented to students in session 45 to demonstrate that Sports Science graduates

are required to have a combination of knowledge and experience in order to be effective in the world

of work.

The staff expanded upon this knowledge and experience triad within the session:

Effective practitioners require a
combination of technical

knowledge, craft knowledge skills,
and WRL, it's an amalgamation of
the three that forms competent

practitioners 10 142648

The moment you think that your degree is
a/l you needfor a job, you've got problems.
your degrees just one component of it, it's
the basis upon which we develop, craft

skills and WR.L are critical 45

A degree is not always
enough, the degree gives a

solid base, but it's the
extra work outside that
make' a difference 3958

The importance of experience, technical knowledge and craft knowledge for po t HE will be

discussed in more detail.
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To get into the applied area, get some voluntary experience, if applicants haven't undertaken voluntary work, we aren't interested 16

It doesn't really matter where you work; the same core skills apply, so get work experience 5.

You don't get jobs without experience 27

Two thirds of employers stated that graduates who had no previous work experience are unlikely to be successful during the selection
process, demonstrating the value of doing work experience <46

D: It's got to be really relevant experience and not just blanket experience; it's got to be really tailored to what job you're applying for
0.861-163

Get involved in as much work experience/voluntary work as possible, get out there and work in the field, no-one's going to give you a
job if you've been sitting behind a desk for three years 5.

The CVs that stand out are the ones where the students tried to do something relevant to either their degree or their career aspirations,
even if it's been unpaid, voluntary work shows a bit of commitment to their future direction rather than just collecting a few pounds
together from serving on tables as a waiter for example <46

Get any experience you can, if you know where you want to go in your career you should be actively seeking that, because there's no
doubt now, that on graduation, your CV has to involve some extra personal development activity and evidence of that, going into the
market place now with just a degree and no work experience at all is going to prove difficult for you 45

You need to do all you can to stand out from the crowd, and to gain entry into many jobs and postgrad courses, particularly in the
Sports Science field, experience may be needed, so it's good to try and find out which skills and experience you need for certain jobs
and research into career options 22

We're looking for you to have three years worth of experience, so you need to be getting otT your backsides, getting out and getting
experience with ditTerent individuals, ditTerent clubs, different set ups, and it has got to be interdisciplinary experience, I want to see
something where you have had to sit round the table with 10 to 15 other people, and had to contribute to that environment and work
within that environment to get to a goal, employers want someone who's not sat on their backside at uni, and has started to gain
knowledge of the high performance environment 42

Work experience shows ambition 58

Work experience helps you develop and provide evidence of skills; the more work experience you've done the more examples you've
got to draw on 46

Work experience is important, and understanding what goes on in the job 45

You need to do work based learning stuff, voluntary stuff, trying to get into sports and doing a bit, that's the biggest regret I had, that I
didn't do that as a student, the degree doesn't necessarily offer it, but you have to be proactive and get yourself out and about, knock
on peoples' doors, because you'll come out with a degree, but so will something like 22,000 students each year, and what will make a
difference, is your experiences not your qualification, that's not what the distinguishing factor is, it's your experiences, it's hugely
important, it will make so much ditTerence, and the opportunities are there, it's just being the one that actually puts your hand up and
says, 'yeah, I do want to get some of that experience' 39

NB: it should be noted that 'experience' is the term used for the purpose of this study. Different terms were used by different
members of staff {including Experience. Elite Sport Knowledge. and WRL}.

This knowledge is a given 42

Gained from lectures, theories 48

From level 1 you have some subject matter knowledge, that would allow you to write an essay about V02 max or what imagery is 29

Knowledge about the key components that underpins the practical skills, techniques or concepts 29

You need subject matter knowledge, the theories, key skills, key components 48

If you're a physiologist you need to know the technical principles ofphysiology42

No matter what profession you go into, you will need theoretical knowledge to do the job 4'

There are certain things you need to know as a Sports Scientist, just as there are certain things you need to know as a doctor, as a teacher,
as a lawyer, this is the professional knowledge that is gained from academic teaching methods, such as, lectures, you need this before you
can work practically 29

The demand for skilled graduates is increasing all the time, which tells us they want people with theoretical knowledge 45

Make sure that what you are bringing into the workplace and teaching is research informed; make sure that you don't over step the mark 32

It's important to have knowledge to impart on athletes to enhance their training and optimise their recovery
52

When working as a Sports Scientist, it's important that you can give out clear recommendations to your client, underpinned by clear
scientific principles 52

We have got to be grounded in good theory, so you're going to be gaining your broad theoretical base while you are here that will enable
you to go on to practice safely and effectively ss

You need to educated yourself and keep up with the latest things in your professional development, it's as much your responsibility to get
yourself trained up on things and address all the information out there as it is the athletc and coach 56

NB: it should be noted that technical knowledge is the term used for the purpose of this study. Different terms were used by
different members of staff (including Technical. Theoretical. Subject Matter. Professional Knowledge).
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The ability to apply the other two knowledge elements in the work place, for example, in the track centre or at the pool side 42

Knowing how things are delivered, the methods and processes, how things are broken down or structured, the situational or conceptual
issues 29

Allows you to be able to work with people, to have the basis to transfer what we learn into practice 26

Craft knowledge isn't taught, can only gain from doing the job, it emerges from the experience of tackling the contextual and
complicated realities of everyday practice 2948

Me standing here talking to you wouldn't make you a Sports Scientist, you have to actually get out and do it and learn from being in
those situations, learn from mistakes, learn from being in everyday practice, you may have prepared an amazing presentation for a
football team, but how do you ensure that they engage and don't sit there on their mobile phones? I can't teach you that, you have to get
out there and experience it 29

It's pedagogical knowledge, the teaching, the delivery, knowing how to do something, it's ok understanding the respiratory system, but
can you then go and do a V02maxwith a 10year old? Can you do a bleep test with a 40 year old? 48

People get Sports Science degrees, and then go into the world of work, and find out that they have to learn a lot more to make what they
learnt at uni apply, you have to adapt what you learn to the field, you need to apply knowledge to practical situations 53

From working in the field you enhance your knowledge and skills, you learn how to apply the skills better, and you learn things that we
can't teach you here 26

Craft skills allow practitioners to be able to work with people, to have the basis to be able to transfer what we learn in this environment
into practice 26

You need practical hands on skills, and you get that from experience, I've learnt a lot over the years from my experience in the applied
football setting, and it's the same for any job, you learn on the job, so gaining work experience and developing practical skills is so
important 4'

Sports Science environment is dynamic and changing practice environment, and you need the ability to make split second decisions, and
you learn how to make those decisions from experience, you need to experience for yourselves and learn from your mistakes is 29

You need to plan for what happens 'if, you learn from experiences and you build up your strategies to deal with that'6

As you get more experience, you will know how to deal with things better '8

You won't be a Sports Scientist having done a degree, you'll be able to write an independent piece of work about Sports Science, but
you won't be a Sports Scientist, you have to get experience, one day is never the same as the next, the environment that you work in
changes constantly, like a nurse on a ward, patients are different, peoples conditions change, it's the same with Sports Science, you are
dealing with people in a constantly changing environment, and you have to learn from experience and have the ability to make changes
and decisions in practice 48

NB: it should be noted that 'craft knowledge' is the term used for the purpose of this study. Different terms were used by
different members of staff (including Practical and Pedagogical Knowledge).
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As stated, craft knowledge is required in order to apply theoretical
knowledge and experience in the world of work 1442. The guest lecturer in
session 42 explained that whilst it is important to have a strong technical

knowledge base, craft knowledge is more desirable to employers:
I'm quite happy to take a 10% drop in technical knowledge, for a 10% gain
in the craft, it doesn't matter if you have the biggest brain in the world, the -7
coach would rather have 10% less knowledge and someone that can get the

message across to them 1442

This links to the alumni, who felt that employers view a degree as a
prerequisite, and are more interested in the type of person a graduate is

(page 65).

Focus group 1 demonstrated that they were aware
that theoretical knowledge alone was not enough

for the world of work:
JL: Because our course is such a unique, applied
knowledge, you simply can't get a job on having
just the degree, whereas some degrees, like
business and things, it's amazing to have
placement years and stuff, but it's not as

necessary, I think in our degree, you need it
R: You don't get anywhere with just theory

knowledge 2.870-878

However, the focus group 1 students do not feel that they have developed this
essential craft knowledge. In the extract below, the students discuss the fact that

they know what the different laboratory equipment does, but they do not know how
to use it. In essence, they are demonstrating that they have developed good
technical knowledge, but that they have not developed craft knowledge:

H: That's not going to come in handy when you finish uni, if someone says, 'how
do you use this?' you can 'tjust tell them, and then they '/I be like, 'well, go on

then', 'I can just tell you what it does, [ can't use it' JL: I can tell you everything
about it, but not how to work it H: Yeh practical is the most important thing

2.1658-1664

At SAD, a member of staff articulated
concern regarding the development of the

SSES students craft knowledge:
We are now producing graduates who do
not know how to put a blood pressure cuff

on, which isfrighteningsAD.fZ

JJ
The SSES Director articulated the world class
excellence of the technical knowledge that

students gain from the SSES curriculum: The
research of the world experts' based in this

department goes into the curriculum, meaning -7
that this curriculum can't be anymore up to

date than it is 20
SSES has world class staff, making the

curriculum world class 2

SSES students gain excellent technical knowledge from the world expert staff.
However, in order for students to be adequately prepared for the world of

work, experience and craft knowledge need to be accounted for. In session 45,
the member of staff taking the session explained how he feels that his ability

to adequately develop these two aspects is not 'exhaustive':
The moment you think that your degree is a/l you need for a job, you've got

problems, your degrees just one component of it, it's the basis upon which we
develop. Craft skills and WRL are critical, and using the ASS modules, I'm
going to try and help guide you towards developing those, I can help you in

some areas, but it isn't exhaustive

The SSES staff do not feel that they have the expertise to account
for all three factors of the knowledge and experience triad:

The University would say we are preparing our graduates to be
employable in a broader sense of the word, rather than in a very

specific location, we have to assess those sorts of skills, the
problem we've got is that actually, assessing skills, it's really quite

complex and difficult, and often outside of our expertise and
knowledge base SAD.fZ

As discussed, the world of work requirements are often
factors that can be described as 'wicked competencies',

because their complex nature means that they are
problematic to define, teach and assess (Thompson et
al. 2008). This explains why in the previous quote the
member of staff described assessing skills as, complex
and difficult, and often outside of our expertise and

knowledge base.

The SSES staff may not perceive that they are equipped to assess 'wicked
competences' due to the disparity from the scientific assessment that they

are accustomed to:
Is there an issue with trying to have an aim of something which is

fundamentally not capable of being assessed? So in other words, in
scientific terms, we try to encourage students to have a hypothesis, and a
well written hypothesis can be tested using a statistical technique SAD.fZ

The challenge for us is being creative to do the assessment; it's the creative
assessment that's the challenge for us SAD.fZ

The SSES staff suggest that focused assessment guidelines would help them
to improve their current assessment methods:

In order to explore ways in which we can be more innovative and to -7
improve what we are doing, we need more focused guidelines, to help us to
focus on the specific learning outcomes that improve what we are doing

SAD.EZ

There needs to be a statement in there that helps to guide us in terms of our
learning outcomes, so if one statement was related to employment, or real
world skills out there, or things that people do, then we would have to

respond to that by putting a learning outcome that related to that, and then
if we've got that learning outcome, we then need to think about how to

assess it, so unless we are driven from outside.T don't think we are going to
be very clever in responding to that SAD.fZ

At the SSES staffaway day, the first presentation
discussed the development of assessment methods
in order to prepare student for the working world
(appendix 16). The issues discussed were based

around the following:
How does assessment prepare students for what

they mightface in the world of work?
Assessment needs to be aligned to learning
outcomes and what we want students to learn

There is a need for assessment to equip students
for the longer term.for life wide and lifelong

learning;for a life and work where there is little
formal assessment

A need for assessment that equips studentsfor life
time learning and work (Boud and Falchikov

2006).
How do we design authentic curriculum and
assessment opportunities that will prepare

students for II complex world?
This final question will be explored using findings

from the research programme.
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3.5.2 How do we Design Authentic Curriculum and Assessment Opportunities that will Prepare
Students for a Complex World?

A member of staff at the staff away day stated 'what I want to know is what otherforms of assessment

are out there?' SAD.cc. The discussions at the staff away day demonstrated that the issue of aligning

assessment to world of work preparation needs to be explored:

Do we want to test peoples' ability to go out and work in the 'real world'? How do
you assess that? You've got to send them out to the real world to see what they are doing, and have some

method of assessing them SAD.EZ

What the real world expects of our students - that is what we should test, assess if they can go out there and do
weI/ in their jobs SAD.cc

The students also felt that assessments should be aligned to the requirements of the world of work.

M' It's like you know when (lecturer) sees you in the corridor and he asks you loads of questions and he's like,
'well, these are the types of questions you '1/ get asked in a conference ifyou went to present your work " wel/,
why aren't we being assessed on that then? Why do you just stop me in the corridor and ask me it ifyou think
it's that important? You should be saying to someone, 'this should be on the module guide', because I wouldn't
know what questions I would be asked if I went to a conference or whatever, or an interview, so why isn't that

part of the module? 2.3563-3570

Bloxham and Campbell (2010) stated that there is a need to engage students in the assessment

process, highlighting the importance of gaining students perceptions of assessment. The perceptions

and insights of the focus group students will be presented, in order to determine how students can be

better prepared for the world of work through assessment. Suggestions for how each of the discussed

world of work requirements can be assessed are presented below.

Assessment for the World of Work Requirements

Exceptional People
to work with

Exceptional People

Interpersonal
Working Ability:
The Team Behind

the Team

Self Awareness &
Marketabili ty

The Knowledge &
Experience Triad

I
Technical Knowledge

I
Craft Knowledge

L Experience
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Assessing Exceptional People to work with Exceptional People

Focus group 1 felt
that the importance
of personal qualities
in the world of work
means that assessing
them would help to
prepare students for
the working world.

R: It seems like most jobs you don't have to write
essays all the time, especially ifyou 're working with

athletes or the public, your personal skills are going to
be valued, if two people went to an interview, and on
paper one person was better than the other, but the

other persons way more socially engaging
A: Which is more important/or thejob

R: I'd expect them to get it, so maybe they could
assess us in, well; we've never had a mock interview

or anything like that
A: Or interview techniques

R: Which I know you can go to the careers service and
get that, but it's not part 0/ the course, so you're not
necessarily being interviewed on a relevant subject
M: You're not really being assessed on it 2.3435-3452

• •
The alumni also
cited personal

qualities as being
important in the
world of work

(Table II, page 61).
According to
alumnus 12,

employers are more
interested in the type
of person a graduate
is, because, 'that's

more important than
skills of the trade,
because skills 0/ the
trade you can teach'

(page 68).

Assessing Intemersonal Working Ability: The Team behind the Team

A member of staff at
the staff away day
articulated that
interdiscpilinary

team work should be
assessed due to its
importance in the
world of work.

Student A from focus
group 1 suggested that
assessment should be
utilised to help prepare
students for marketing
themselves in the world

of work.

Maybe what I should be doing is
setting a group assignment, because in
the real world, with people going to
work in a job, they work in small
teams, in cardio rehab you have to

work in small teams, you work with a
cardiologist, and you work with a

nurse, so teamwork is very important,
and that is a generic skill that they

have got to learn, how to work together
SAD.EZ

The alumni believe that employers are
concerned that graduates will comfortably fit

into the workplace (Table II, page 61).
Interpersonal working ability should be
implemented into the SSES curriculum in
order to prepare students for this world of

work requirement. A team culture within the
SSES could be created by getting students

involved and inputting into their course. This
wi II get students used to inputting and

contributing to process within a team (Nichol
2011).

Assessing Self Awareness & Marketability

A: I went to this interview, everyone who
sent their CVs got to the interview point, but
then they picked from the interview who got
it, which shows how the interview affected

it, and I think we should get interview
training, because it does make a difference,

like ifyou 're less nervous and stuff
H: Yeh first impressions 2.3527-3540

The alumni also suggested
that students' marketability
should be developed as part
of the SSES curriculum
(Table 13, page 74).

It has been demonstrated in the literature that during interviewing employers place more importance

on attitude, interpersonal and communication skills than on degree classification. adding credence to

the need to prepare students accordingly (Adecco Group 2012, Burgess 2007, Talabi 2012).

Assessing the Knowledge & Experience Triad

As demonstrated on pages 85-87, 126 and discussed in the literature review (page 8), important world

of work preparation is gained from experience. The students felt that more practical experience should

be utilised and assessed to help prepare students for the world of work, as demonstrated below:
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H: My sister is at Trent and they had to prepare for this mock person coming in, and she had to greet them and
make them feel comfortable, and then she had to take skin folds and blood pressure, and the teacher was sitting
in the comer assessing her, which is what is going to happen obviously if you go into it, but she said that was
better than writing an essay of what you should do with references, because it's not applied 2.341j().3496

Sharing practice between and within HEls is an effecient learning experience and use of resources, which can
provide inspiration for development (Norton and Thomas 1999).
H: That's something that I definitely would have preferred, rather than having to constantly write about what
you would do, rather than someone watching what you are doing 2.3501.3503

This quote from the guest lecturer in session 39 supports that assessment on requirements of th« world ofwork
holds importance: When you get out into the real world, people start asking you what you've done, rather than
what they can expect of you 39

EM demonstrates how assessing practical experiences can provide students with examples that can be
marketed to potential employers: EM: When your applying for jobs you can say, 'yeah, I've done this, got
assessed through this', but if you don't do that, then it's just all your knowledge, you can't really like refer to
that 4.14#-1449

Do you assess knowledge or the application of knowledge - a lot of it can be 'what is this, what is that', very
superficial, or you are looking at application and establish a scenario and see if you can pull together what you
have taught to effect a solution SAD.CC

The UK Commission believes that it is crucial to be able to use knowledge and skills in the workplace

effectively (UKCES 2009), Leitch (2006) reported that such skills and abilities can be developed at

The students felt
that practical
experiences
promoted
learning.
The alumni also
discussed the
importance of
practical
experience for
post HE
preparation (page
81):

H 'wished' that
she had gone to a
different
university with a
more practically
orientated Sports
Science course:

The students
thought that
practical
experiences
should be
assessed:

The students
provided examples
of ways that
practical
experiences could
be assessed:

H articulated that
there should be a
shift from
assessing 'what
you lYQ.Y.IQ do', to
'what you m
doing':

M: I've learnt so much more this year just from getting out and doing the stuff rather than just sitting in the
classroom 2.1561.1562

R: I learned more from my dissertation than I did from any other coursework or any other lecture or anything, so it
would be good to do something different, and you'll get really knowledgeable about a different thing 2.22l8 .2243

EG: Ithink that's how I learn best, just being like, thrown into a situation and then having to do it 3.2200-2202

·S: I find practicals really useful, because he'll tell us the theory behind it, and you get it, but you go to the
practical and you're actually using it and you're thinking back to what you've learned, and it just reinforces it and
you just understand it better than just seeing a picture on a screen if you can actually do it, I can remember them
more because I think like, 'oh yeah, I did that' U3S-B42

JL: Quite a lot of people on like a sports course are the same, they are quite practical people, so it's easier to learn
1.1822·1823

I learnt more out of uni in placement and additional things, than I did in the classroom 58.DC

Duncan et al. (2007)found that practical, experience based learning enhanced student enjoyment, engagement
and development 0/ criticality compared to traditional, lecture led delivery in Sports Studies.

H: Ionly chose this uni because everyone was like, 'it's a five star uni, brilliant for Sports Science', where
as now I wish I'd picked somewhere more practical but not so great at research, because I don't learn by

-- looking at a board, Ihave to actually do it, and every other uni seems to do that apart from here, and I've
bought a lab coat for £30 quid, worn it like once, and I even bought goggles, I've never worn the goggles,
ever! JL: Here as well they do have good facilities H: But we never use them 2.1593.1603

K: We need more practical experience, and the assessment on your practical stuff, rather than just writing and
exams 3.176901770

K: They should assess some practical stuff, watching you do some things like hands on rather than just all the
written stuff, if we got the chance to do practical stuff as well, because you don't really get to do that much, and
like S said (see above"), they learnt better from doing the practical because they could relate back to it, when
you're just doing an exam, you can't really relate to anything, your just relating to what you've been told in
lectures or in a book 4.1423.1437

EG: When we did muscle metabolism, we did the practical, but then it was basically just the write up that was
assessed, it wasn't the process that we went through, which would have been good 4.14-40-1443

R: JL's friend does pharmacy, and one of her exams is a fake pharmacy shop, the teacher comes in and asks
her for a certain drug, like a pretend job JL: She works in a pharmacy anyway, but it's so good for the ones
who don't work in B pharmacy, because they need to do two weeks hospital, two weeks in a pharmacy
placement to pass their degree, and that assessment prepares them for going to do the placement, because
when they're on placement the person marks them on how responsive they are to questions they're asked 2.3468.

3479

university if students are given opportunities to practice them throughout their degree programme in

authentic workplace settings, Bowers-Brown and Harvey (2004) proposed that formal teaching must

be accompanied by practical skills and also applied to the environment in which they will be used,

enabling students to develop the cultural and social skills required for the successful implementation

of their learning, If it is not possible to take students on workplace visits, working with employers to
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develop virtual or real world teaching resources should be considered (GEES 2008). As stated by

Denholm (2011), positive changes can result from thinking less about 'what' and more about 'how' we

teach.

Other 'Real World' Assessment Issues

• Oral assessment for 'wicked competencies'

At the away day, the staff highlighted the difficulty involved with assessing 'wicked competencies'.

The students and staff suggest that oral assessments could be utilised to assess competencies that are

complex and 'hard to convey':

K: Sometimes it's
easierjust to speak
things rather than

write it down
EG: Yeah doing

vivas, like a spoken
exam 4.1462-1465

JF: The thing I like about presentations is if the lecturer questions
something, you are able tojustify it to them, and explain yourself,
where as if it was just apiece of coursework they wouldjust say,
'oh, that's wrong', where as in thatf face 10face scenario you are
able to give an account of yourself and why you've done things

S: Yeah I suppose sometimes where you know what you mean........
JF: Yeah but it can be hard to convey it

S: II's giving you a second chance to explain it 3.1515.1525

I get the best
understanding about
how good a student is
when I interview them,
talk to them, you can

challenge and question
them, I would like to
use more interview-

type assessment SAD.CC

• Accountable Assessment

As previously mentioned, students are not engaging with the opportunities provided by the SSES. As

demonstrated in the quotations below, it appears that assessments that make students feel accountable

enhances engagement and learning:

K: Presentations are good;
because you have to go over it over

it again to make sure you can
present it

D: Yeah because you're actually
on the spot, your accountable as

'Well,because you're actually there
inperson so you can't just hand in

a piece of coursework, 'oh its
rubbish, it's gone', at least with
doing a presentation ifyou don't
know your stuff you're going to

feel a little bit humiliated
K: Yeah it makes you more

prepared because you don't want
to look thefool doing it, especially
ifyou have to do it infront of the

class
D: Because you can hide behind a
piece of coursework, once it's gone

it's gone 3.1497.1513

R: Sometimes
when you're
doing a

presentation you S: Sometimes
end up learning whenyou have
more because the lecture and
whenyou're they say, 'do the
doing a reading', you

coursework all don 'tjust go and
you have to do is read it straight
write it on the away, but when
paper and you you have
canforget about coursework, then
itforever, and you have to do it

you make yourself to be able to
know it when it's understand it. so I
apresentation suppose the
because when coursework
people ask you makes you
questions so you actually have to
get put on the do it 3.1406-1409

spot a bit 1.715.72)

H: I do prefer
working in a

group, because
then Ifeel like
you can't let
other people

down. where as
whenI'm
working by
myself I'm

terrible, really
bad 1.S88.589

Ehiyazaryan and
Barraclough

(2009)
demonstrated

that students take
more

responsibility for
work when it
impactson the
successof
others.

Focus group 1
suggested that
observational
assessments
should be
introduced.
According to
group I, this

will encourage
people to put
more effort
into tasks
(page 211).

The staff toyed with the notion of accountability at the staff away day:

Can you make assessment somehow more challengingfor the students so that 'Wecan actually put them more on
the spot?

The ans-weris yes 'Wecan: consequences SAD.CC

Due to a culture of instrumentalism, where by students learn what they need, when they need it,

students need to be given a reason or consequence to learn and engage with assessment, such as not
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wanting to be humiliated during a presentation or not wanting to let peers down (Ainley cited in

Fearne 2008). Students need to be made 'accountable', as engagement is enhanced when students

perceive a value (Ehiyazaryan and Barraclough 2009). A member of staff at the staff away day stated

'as soon as students see the benefit of something then they're on it' SAD.CC. In the above quotations,

both D and R refer to a culture of 'hiding behind coursework'. In the quotation below, the member of

staff facilitating session 45 stated that it is 'easy somebody telling you which essay to write':

People always get a bit uncomfortable when we start talking about PDP. it's easy somebody telling you which
essay to write and which question to do. but once the onus is on you. you find out who the lazy ones are

It may be that students are not used to taking responsibility within the educational setting as opposed

to them being lazy (this issue will be pursued in greater depth on page 290). Students need to be better

supported and more involved in the academic community in order to enhance accountability,

responsibility, engagement and learning, and remove the option for students' to 'hide behind

coursework' (the notion of community is discussed in more detail from page 169). It is important to

encourage students to engage with things outside their comfort zones. As Rae (2009) states, students

may prefer 'safe and certain' approaches to learning and assessment, but the real world is not safe.

• Cohort Size

It should be noted that the staff feel that the assessment options available to them are limited due to

the large cohort size:

The biggest problem we have is that some of the things
that you want to assess, just restricted by the sheer

volume of people you are dealing with SAD.EZ

You know what the big problem is for our program. I
think our program has got too big for a start off, that's

the problem if we are really honest. it's got too big SAD EZ

3.5.3 Summary: The World of Work Requirements

This section aimed to provide an overview of the advice and recommendations students were

provided regarding the requirements of the world of work and how to adequately prepare for post HE,

combined with students' perceptions and experiences of such opportunities. With regard to the world

of work requirements:

TheSSES
provides
excellent
technical

knowledge, but
the other world

of work
requirements

are not
accounted for
to the same
world class
standard.

•
This issue is

reflected in the
personal tutor

system; whereby
the expertise of
the SSES staff
could not
account for
providing

students' with
the required
personal and
professional
support.

•
The SSES therefore

needs the staff expertise
and specialism to

account for the other
components of

preparing students for
their post HE lives (i.e.
the requirements of the
world of work and
support). The SSES

staff highlighted a need
for 'focused assessment
guidelines' in order to
prepare students for

other world of
requirements.

•
Assessment
approaches
that develop
employability
should be

explored and
be as equally
valued as

technical skills
and academic
knowledge
(Pegg etal.

2012).
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As highlighted in the literature review, there is an apparent 'skills gap' between the skills possessed

by graduates and the requirements of the world of work. This offers the potential for HE to realign

courses to the requirements of the world of work (GEES 2008). The UKCES (2009) suggested that

HE learning environment should resemble the workplace. Numerous authors have recommended that

employability skills should be embedded within curricula (for example, AGR 2010, Knight and Yorke

2004, O'Regan 2009, Wright et al. 2010).

In order to prepare
students for the world of

work, assessments
should be aligned to the •
requirements of the

world of work.
Learning and

assessment should
resemble world of work

application.

The world of work
requirements, ethics and

cultures should be instilled and
embedded within the SSES and

it's students, creating an
environment that replicates the

world of work and it's
components, with the addition

of support, guidance and
nurture.

The World of Work Requirements: Summarised

Exceptional People to
work with Exceptional

People

Personal skills

Innovative people
who are a little bit
different, stand out,
gone the extra mile.

Students have to
build around their
degrees whilst they
are at university in

order become
•exceptional' .

By investing their
time whilst they are

at university,
students also

demonstrate that they
are committed and
enthusiastic about
working in their
desired field.

Students were
encouraged to get
involved and make
the most of the
opportunities

available to them.

Interpersonal Working
Ability: The Team
Behind the Team

The ability to work
interpersonally and

communicate
effectively with
colleagues and

clients.

Working in the Sports
Science industry involves

working in an
interdisciplinary team. It

is important to
understand the different
disciplines and roles that

make up the team.

Self Awareness &
Marketability

It is important that
students are aware of
the skills that they
are gaining and

developing as part of
their university
experience.

Students require self
awareness in order to
effectively market
themselves to

potential employers.

•
The students'

university experience
will therefore be

effectively training
and preparing them
for the world of
work. A student's
career should begin
when they enter HE.

The Knowledge &
Experience Triad

Effective practitioners require a
combination 0/ technical

knowledge, craft knowledge skills,
and WRL 10142648

Technical Knowled~e:
This knowledge is a given.
Knowledge about the key
components that underpins

the practical skills, techniques
or concepts.

I
Craft Knowledge:

Knowledge about how to
transfer technical

knowledge into practice,
gained from experience.

l Experience:
You '/I come out with a degree,
but so will something like

22,000 students each year, and
what will make a difference, is
your experiences, not your
qualification, that's not what

the distinguishing/actor is, it's
your experiences 93
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Crebert et al. (2004) underlined the importance of embedding the development and assessment of

generic skills and abilities in HE. Below is a summary of recommendations for developing and

assessing the world of work requirements as stated by phase 2 part 1 of this research programme:

Exceptional People

Students need to build around their degrees and invest time engaging with a variety of different

opportunities. The degree alone is not enough. As stated by Gilleard (cited in Mail Online 2007),

students must engage with additional activities and experiences alongside their degree in order to be

world of work prepared. Students need to be provided with suggestions of additional opportunities to

engage with, including the opportunity to gain additional qualifications and courses.

Assessment:

Due to the importance of personal skills, students' effectiveness in mock interview scenarios should

be assessed, with evaluative feedback.

Interpersonal Working Ability: The Team behind the Team

Students need to be able to work effectively in an interdisciplinary team. A team culture within the

SSES could be created by getting students involved and inputting into their course in a team set up

(Nichol 2011). This will get students used to contributing to a process within a team.

Assessment:

Interdisciplinary group work should be assessed. Group work must reflect the reality of the world of

work in order to effectively prepare students. Assigning individual roles and assessing individual

contribution can help to promote 'real world' group work.

Self Awareness and Marketability

There needs to be an increased awareness of the attributes students are developing alongside their

degree, and the applicability of such attributes to the world of work. As stated by a member of staff in

session 46, 'most of us have loads of skills we're not even aware of' (see page 124). If students are

aware of their attributes they will be better able to effectively market themselves to potential

employers, and better able to apply their attributes in the workplace, as demonstrated below:

t Awareness of
the world of

work
requirements +

t Self
awareness of
attributes and
how they relate
to the world of

work
requirements

--
t Marketability

and
effectiveness in
the world of

work

Assessment:

Mock interview scenarios with evaluative feedback will enhance students' awareness of how to

effectively market themselves to potential employers.
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The Knowledge & Experience Triad

NB: experience will be discussed in the 'how to prepare for post HE' section below.
Students require a combination of technical knowledge, craft knowledge and experience in order to be

adequately prepared for the world of work. Technical knowledge alone is not sufficient for the world

of work. Whilst it is important to have a strong technical knowledge base, craft knowledge is more

desirable to employers.

Assessment:

More practical experience should be utilised and assessed. Practical experience can be used as

examples to market to potential employers, which students should be prepared for accordingly.

Assessment needs to be shifted from hypothetical to 'real world' scenarios. In essence, students need

to be assessed on what they are doing rather than what they would do. For example:

• An observed mock needs analysis with a client/patient/subject.

• Responsiveness to questions during a mock job scenario. This assessment can also

provide preparation for placements.

General Assessment

The staff highlighted the difficulty involved with assessing 'wicked competencies'. The students

suggest that oral assessments could be utilised to assess competencies that are complex and 'hard to

convey'. Assessment that makes students feel accountable enhances engagement and learning.

Without accountability, students can 'hide behind coursework'. Examples of accountable assessment

include:

• Presentations

Group work

Observations

•
•

The presented summary highlights a range of assessment opportunities that require consideration. The

NSF (2010) promoted the consideration of a broader range of assessment methods, as appropriate to

the subject matter.
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3.5.4 Advice & Recommendations for Post HE Preparation: How to prepare for post HE

Below is an overview of each of the factors that will be discussed regarding the advice and

recommendations the staff gave for how to prepare for post HE:

How to prepare for post HE

Contacts

The Importance of
Preparing Early

L How can students be
engaged with preparing

for post HE?

The Importance of
Considering Post HE

Options

How to prepare for post
HE: The Students'

Perspective

I
The Importance of

Experience

What more can be done?

Trialjob options L Summary:
How to

prepare for
post HE

Students' Perceptions of
Experience (and

Subsequent
Recommendations)

3.5.4.1 The Importance of Exper ience

The importance of experience was discussed in the literature review (page 7) and highlighted by the

phase 1 alumni (page 86). As presented in phase 2, students require technical knowledge, craft

knowledge and experience in order to be adequately prepared for the world of work. The degree

accounts for technical knowledge, and since craft knowledge can only be gained from experience, it is

essential that students gain experience. As demonstrated in the below extract, employers require

graduates to have work experience:

Two thirds of employers stated that graduates who had no previous work experience are unlikely to be
successful during the selection process, demonstrating the value of doing work experience 46

Guest speaker 39 attempted to engage students with the importance of gaining experience:

I cannot push the placement stuff enough, I never really valued it enough when I was at unl, but I can tell you
that when you get out into the real world. people start asking you what you 've done, rather than what they can

expect you to do 39

This adds credence to H's suggestion that there should be a shift from assessing 'what you ~ do',

to 'what you are doing' (page 131). As demonstrated previously on page 126, experience helps to

prepare students for the general world of work and enhances their ability to compete in the graduate

job market. Experience can also provide students with opportunities to network and develop contacts,

and trial potential job ideas, which will now be discussed. An overview of the benefits of experience

are presented in summary form below:
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Experience

Contacts TriallingJob IdeasWorld of Work
Preparation

(previously discussed,
see page 127)

The Ability to
Compete

(previously discussed,
see page 127)

3.5.4.2 Contacts

The extracts below discuss the important role experience plays in developing contacts, as articulated

by the staff:

In 20 J 0 over one quarter 0/
graduate vacancies were

filled by graduates who had
receivedfurther job offers or
students who'd already done
work experience with the

company, demonstrating the
value of work experience 46

Experience can
_____ develop contacts

and networks,
which in turn
can create job

./ opportunities: ~

/ \

People sometimes
find out about jobs
through contacts and

networking 35

The students were informed
that establishing a dialogue
with staff can help to prepare
them for the world of work:
often lecturers have a lot of
contacts in industry and you
don't tend to find out about
them unless you're on a more
friendly terms with them than

lecturer and student, ask
lecturers if they hove any
contacts/or experience 46

A lot of'jobs are gained
through networking and

meeting potential employers
46

!fyou want to progress into
performance sport, try and network
and speak to people that you feel are

influential in the sports that you
want to progress into, don't wait for
opportunities to come to you.from
my experiences, that only happens
on the very odd occasion, you have

to seek these opportunities .1

I
Work experience helps you

make useful contacts;
employers do recruit from
those that they take on in

work experience 46

/ Experience gives you the
opportunity to get to

know people, 'spiralling
effect'regarding

contacts, when you meet
one person, meet lots of

other of the back 51

Work experience
allows you initial

access to companies
51

The guest lecturer from session 56
described how students at the

university he works at engage in a
lot of placements in sports clubs,
and as a result, students are in a
prime position to be looking/or
work at the end 0/ the third year.

One student last year did a
placement with Man City and he's

working there now, It's about
gelling that experience behind you

and building the CV up 56

The students in focus group I and a student in session Xl were conscious of the important role having

contacts can play in the employability of graduates:

JL: That's why lW are so lost for after uni, because in this job it's all about who you know, get your name
spread around, or get afew contacts, because ifyou apply for a bigjob, it's so obvious that probably some

other lad's going to have had a contact and get the job before you
A: Yeah or used to play for them or used to know them so

I'm going to study fashion, there are nojobs in Science and Football, I did the degree because I loved sports at
school, but I'm really unlikely to get anywhere in it, it's who you know in this game XI
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The fact that all of the employed alumni who were interviewed in phase 1 gained their employment

through contacts of some form, demonstrates the importance of students networking (see page 87).

Hawkins and Gilleard (2002) stated that networking is a skill employers rate highly. The ability to

network and develop contacts is not only beneficial for helping graduates get into the work; it is also

of benefit in the work place, as demonstrated in the quote below from the guest lecturer in session 42:

It's not a bottomless pit of money, you've got to be somebody who has a broad network and have that
communication, somebody who can pick up the phone to the SSES and say, 'can you do some research for us "

or 'what deal can we breakfor you to do something for us and we to do something for you '42

3.5.4.3 Trailing Job Options

As stated by GEES (2008), work experience gives students the chance to try a career. The extracts

below highlight staff attempting to make students aware of the importance of experiencing the

environment involved in potential career options:

You need to be able to be pretty sharp and quick, because ifyou don't get your defence in qutckly then you'll be
knocked to the floor, you also need thick skin, you will be on the receiving end of peoples anger and

disappointment, players who are left out of the squad who feel like they should be in the team, they will always
lookfor someone to lash out at, and at points they will find a way to blame the fitness coach or the Sports Scientist,
and the information that's been provided that's prevented them from being picked. so you need to be thick skinned.

most of the things that are said in these places people don't mean, they're just lashing out 55

Experience allows
students to trial the

working environment
and culture of potential

career ideas. This
appears to be of

particular importance in
the context of the Sports

Science industry:

The students were advised to gain experience in order to trail potential career options before

committing to them, as demonstrated below:

Football clubs are a bizarre, industrial
environment, inhabited by competitive

people with 20-30 ridiculously overpaid egos
that if you don't stand up to and don't make
sure that you're on the same level as them

can make your life hell 5S

The culture and philosophy
in the British cycling team I
is 'medal or nothing' 42

It's a very unstable world because
coachingpositionsare very performance

target dependent, and performance
depends on your athletes, so if an athlete

has a bad day or is struck down by
illness, you're collecting your P45, only

interested in medals 48,
, Football and high

performance sports world
has a highly unique

culture, it's idiosyncratic,
ruthless, I manager comes
in, J2people can lose their
jobs, it's competitive 18
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You need to understand
the culture of the sport
that you're interested in

working in 53

j;;;~~;~o~~'fi:d \ /out if the career
isfor you 58d

Speak to those in job fields ~ Students were ~
that interest you.find out advised to trial ~
more about what they do, career ideas Internships give you the chance
informational interviewing, before to get your hands dirty,find out
speaking to a professional __,,- whether you're comfortable in
that's doing ajob that you ~ committing to professional sports
want to get into, tofind out them: environment, and it's something
about thatjob, industry etc., \ on your CV that makes you

it gives you another stand outfrom all the other
viewpoint than can be offered graduates"

from websites alone 15 There are a range of
Hawkins and Gilleard (2002) opportunities to get involved
and the NSF (20 I0) advocate with, but go and have a look in
talking to people in potential thefirst place"
jobs and asking those 'warts

and all' questions.

Get experience in
different things,
and apply for

different things 58

Applied sports physiology
is an Insecure, dog eat
dog environment, and

you must be able to cope
with it 16

Ifyou understand your
sport and its culture,

you'll be able to present
yourself in a woy that

people will think is useful
53

There's so much to
doingajob that you
don't experience
whenyou're at

university, do work
experience while

doing your degree 46

Work experience can help you see if ajob is a good fit for you
and your personality, and it helps you to test out the reality of
thejob, so, ifyou've got any particular careers in mind .its
worth trying to do relevant work experience or shadowing,

even afew days work shadowing is good for checking out work
ideas and developing contacts 46

Hawkins and Gilleard (2002) feel that trying different kinds of
work experience allows students to determine what they are

good at and passionate about.

The quotation below from alumnus 12 demonstrates how experience can help students determine what

career paths they want to pursue:

Until they actually go and experience it, they're not going to be able to make up their own minds on which way
they want to go

3.5.4.4 Students' Perceptions o/Experience (and Subsequent Recommendations)

As discussed, work experience is essential for developing important post HE components such as

preparing students for the competitive world of work, developing contacts and exploring potential

career options, Many of the focus group students had not engaged with work experience, despite staff

advising students of the importance of preparing for post HE during their degrees, Students'

perceptions of work experience are presented below:
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Students 'do not
know where to
start' regarding
engaging in work
experience:

A: You don't even know where to start JL: And you don't even have the confidence to email someone and say,
'can I come in and shadow you?' because you don't necessarily know about nutritionist and strength and
conditioning coach and all the individual things, and you don't realise the importance of them, and how they
work together until you develop through uni R: When they're like, 'go out and get yourself a placement, it's
really good', I'm like, 'well what jobs are there? I don't know what job exists!' 2.899 920

S: A lot of the guest speakers did work experience all the way through uni, which everyone always says is
good to do, but when you don't have a clue what you want to do and you don't really know until later on, it's
hard to know where to even start going to 3.817-820

JL: Even ifit had ofbeen two days for each module in first year,just to get a better understanding, because even
the guest lecturers haven't said, 'this is how you go about getting a placement there' 1.1000-1003

JL: They're like, 'oh, just email all the clubs', and you're like, 'they're definitely not going to email me back!'
We just think that's like way beyond us M: And especially not like a little first year, they're not going to be like,

\

'Oh yeah, come along' A: I wouldn't even email my lecturers JL: Yeah I didn't go and see my lecturers in first
year, it's just, too scared to do anything 2.922-933

In session 58, DC told students that they are required to be confident regarding experience: You can't be a shy
person, you need to get out there and see what people want, get involved in everything and anything

JL: They said in first year you should be going out and getting involved, getting a placement, but when they<say that to you in first year, you don't care, because you feel like graduation is a million miles away 2.895 897

JL: Ifwe wanted to do a placement I guess we could have gone out and found one ourselves, but in first year
you don't realise that R: You don't think that in first year M: It's like at the time you don't realise the
importance, where as if you were stressed out a bit more you might have been a bit more proactive R: It just
doesn't seem real, it's like your degree is going to last forever 1.988-998

Dand JL
described how
they were madefi I D: They were looking for an internship performance analyst, I applied, I went down for an interview; I didn't
~~:ntable and get it, and I was told I didn't get it because I didn't have enough experience, so straight away I thought, 'well,
understand the <I need to ~et some experience', I really want~ to g,:, that intern, so I was a bit mad at myself for not having
importance of any experience, so then I went out and got quite a bit 0.935-982

gaini~g work JL: It was only in final year where it finally clicked, when we did that rugby interview, you final realise, 'oh
expe:ten.ce .after my god, I don't know anything', and that's when you think, 'I really need to do some work experience, and
gaming Insight quick' 2.88<1-883
into the reality of
the world of
work:

D: It needs to be pushed through that you need to get as much experience as you can, because some of my
friends have jobs in Subway and stuff, which are good enough jobs, but if you come out with a Sports Science
degree putting down on your CV that you worked in Subway is not what employers are looking for at all, there
needs to be more of an emphasis from the uni on actually getting out there during summer and Christmas
breaks and actually finding stuff 0.813-824

A lack of
confidence
prevented
students from
engaging in work
experience:

Focus group 1
demonstrated
that a lack of
accountability
prevented them
from engaging
with work
experience:

The focus groups
felt that students
need to be
encouraged and
made more aware
of the importance
of gaining
experience, so
that they feel
more accountable
and engage with
work experience
throughout their
degrees:

0: In first year you're not clued up enough, I know from my own experiences I thought during the summer
of first year, 'right, this is it, ('II come out with a degree that'll be me done, ( must be head and shoulders
above everybody else going for the job', so maybe in first year if you drill it in that you need to go out and
get a placement, the emphasis of going out and getting related work needs to change 0.831-842

C: ( wish ('d got that proactive, they should really encourage you more to get proactive, maybe second
year ask you what do you want to do in the future, and in third year encourage you to look for a work
placement and stuff, whereas ( was just left to my own devices and (just focused on my work, wasn't
getting anything experience wise, so I'm going to come out of a degree with no experience K: Yeah I
don't really have experience JF: Yeah I wish I'd started looking in the second year, because it's only this
year, I've done this applied placement and then I've done a lot of shadowing work, but I wish I'd started
sooner as well 4.2157.2170
C referred to being 'left to his own devices', adding further credence to the notion that the personal tutor
system designed to provide personal, academic and employability focused support is inadequate (see
page/08).

Since engagement enhances when students perceive a value, HE should do more to make sure that students
are aware of the important need/or gaining work experience (Ehiyazaryan and Barraclough 2009, Graduate
Prospects 20/ I).

Since students 'do not know where to start' and show a lack of confidence, students need more

support to help them gain work experience,
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D suggested that if students engage with
experience, it should be acknowledged

through assessment:
D: At this university we have like six

months off, rather than just saying you've
gone completely at the beginning of May
they say for six weeks you're still in uni,
but you've got to find a placement, and if
you do you get an extra 5% added on

0.806-811
D: Maybe if they got assessed for the

amount of hours they did at a placement
and the number of placements they got, it

should be acknowledged within the
university ifyou go out and get a

placement and get work 0:1162-1168

Due to the lack in confidence, focus group I felt that the SSES
should provide more support with regard to students pursuing

work experience:
JL: It would have to come down to them saying, 'these are the
options, you choose what placement you would want to do "
they're not going to organise itfor you, you just know they're

not, but if there was some way to do it
H: But for £9000 they should organise it for you

M' But then, other courses go on placements every single
year, and they go for months, if other courses can arrange it,

then why can't ours? 2.942 _ 950

D suggested providing more placement opportunities:
D: The uni has got a website for vacancies and stuff, they

could put more placements up there and placement providers
and details 0.1055-1059

According to Graduate Prospects (2011) and GEES (2008) the importance and benefits of engaging

with work experience needs to be better highlighted to HE students, As suggested in the quote below;

students need to be made to feel accountable and aware of the importance of opportunities in order to

engage and gain:

If there isn't a demand to engage, then people won't do it,' lack of accountability, lack of engagement 30

3.5.4.5 The Importance of Preparing Early

The quotations below present the advice given to students from the staff regarding preparing early for

post HE:

The entry route Jar Sports
Science jobs can be quite
complex, you may require

further study or
experience, so the earlier
you start to research the

better, so that you can start
to gain what jobs require

4622

For large employers
and postgraduate
courses you need to

start applying early in
your final year, so it's
good to get prepared
and ready to apply for

things 12 46

Research different roles,
don't be too fussy, I hate to

burst your bubble. but
you're not going to go

straight into your dream job
as soon as you graduate,
start thinking about your

dream job now 5R.DC

/fwait until your final year
or when you graduate to
start looking, you are
leaving yourself in a

vulnerable and pressured
situation, It is good to have

something lined up for
when you finish 12 )5 46

Start thinking about your
future and getting

prepared. investigate and
research your career
options early on, think

about what you want to do,
find out how you can get
into those jobs so that you
are in a positon to apply in ~

third year 22 )5 46

The
Importance

of--)1.~~n\
-: We don't want you to get to

the end of your degree, and
you've done nothing to think
about where you're going,
because sometimes at that

point, It's too late, you cannot
affilrd to close everything out
and keep your head down and
work, we want you to work

hard, but you need to look up
to see where you're going

sometimes 17

In third year you're not going to have as much
time to volunteer and gain work experience,
and you don't want to get to six months
towards the end of your degree and think,

'what am I going to do? ' and have to
volunteer every hour god sends, but if you do

it now, and do it in your own time, just a
couple of hours a week, you're going to make
it a lot easier for yoursel/going into year J,

and when you start lookingfor jobs 11
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The member of staff in session 46 informed students of what they should be doing each year of their

degree in order to help ensure that they are prepared for post HE:

2nd Yearl"'Year
Start looking at your skills and
what you need to develop, what
careers are out there. start

gaining relevant work experience

Continue gaining work
...... experience, continue research ......
.". careers, start to look into .".

postgraduate courses that you
might want to apply to

M from focus group 1 gave insight into how she approached preparing herself for post HE over her

3rdYear
Apply for things early,
particularly for Jarge

employers and
postgraduate courses 46

three years at university:

}StYear
First year you don't think
about it, you're just too
busy making friends and

having fun

2nd Year

Second year I was like, 'Iwant to do
nutrition', which is when I actually

started thinking about it and stuff, and
even then I was just like, 'well, I will see

what happens in third year'

3rdYear
Now it's like, 'shit! I

finish really soon, what
am I going to do?!'

The approach adopted by M reflects the students involved in O'Regan's (2009) study who

demonstrated little concern regarding the labour market, with only a few beginning to consider skills

development as they approached the end of their second year. Alongside M, some of the other focus

group students described feeling unprepared for post HE, as demonstrated below:
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JL: They really leave it totally
up to us what we want to do

with this degree, and Ifeel that
that's why we speak to people

that are working in retail
shops with a Sports Science

degree, 0111have been
thinking aboutfor the last
month is what am I going to

do, and it's hard to keep going
and thinking about it 1.977.981

K: It's a bit scary now, I was
lookingforward to getting
rid of all education and like
exams and coursework and
things, but now I'm thinking.
'what am I actually doing
like with my life? ' It's a bit

scary 4.1841.1844

R: Now it feels real
because we're

finishing soon, so
you feel /ike your
panicking like,

'what am I going to
do?' 1.163()'1631

JL: I feel like they give you
really false hope, I can

remember my parents saying,
'Sports Science, why are you

doing that? ' And I was like, 'no
seriously, this is such an

amazing course', and now I'm
like, you were definitely right,
I'm so wrong, it's unbelievable

1.1069·1073

JL: I do really like our
course, but I feel like I'm

gradually losing motivation
this year because I don't

know where I'm going with
it, and that makes it so
much harder 1.1S48.1550

R: I've done so much
academic work now

through my whole life,
school and this, I want
to do something and get

some skills, at the
moment I can't do

anything, I don 'tfeel
qualified to do any job,
I'd like to do something
which builds your skills

and stuff 2.2010 - 2014

PLJ: I quite want to go
into projects working
with obesity, but there

doesn't seem to be many
opportunities to get into
that, and I was thinking
about doing a PGCE, but
I didn't have enough time

to apply

H: I know loads of people
that work in the home
office and shops and
they've all got Sports
Science degrees, and

you're just like, 'oh my
god, what I am going to
do? All this money and all

that work' 1.1016-1019

JL: I chose Sports Science
because it was the only thing
that I would remotely want
to do, and then I feel like it
took me until this year to
even slightly know what I
want to do, and l feel like
this course just leads you to
where? Because you come
out this year and you're
qualified in nothing at all

1.836-840

Students
Unprepared

M' Jfwe hadjobs in
mind you could be
like, right, 'I really
want to do this, I'm

going to work towards
it', but because I want

to be a sports
nutritionist, but how
many people are
actually sports

nutritionists? Not
many 1.1552.1554

M- I do really enjoy our course,
a/though I bitch about it, it's only
because I'm stressed out about
getting a job, I'm enjoying what
I'm doing, but it's just thinking

about the outcome, everything I'm
learning I'm really interested in,
I'm willing to learn, but it 'sjust
what to do afterwards which is
stressing me out 1.1676 -1684

This quote adds credence to the
notion that the SSES is

accounting for the development of
students' technical knowledge,
but not the other world of work
requirements necessary for post
HE preparation (page 128).

It is notable that despite all the advice and opportunities to encourage students to prepare themselves

for post HE, these students were a few months away from completing their degree and not prepared,

Page 189 demonstrates more students unprepared for post HE. A reason which may in part account

for the students' perceived lack of preparedness, is that students' confidence can be low during the

final stages of their degree and the transition from HE to post HE (Rae 2009). Holland and Holland

(1977) suggested that career indecision is impacted on by a lack of confidence. Rae (2009) advised

that HEIs should endeavour to nurture students' confidence levels during the important HE to world

of work transition.

3.5.4.6 How can Students be engaged with Preparing/or Post HE?

According to the career planning process diagram presented below, students have to be engaged and

want to career plan:
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Figure 6: The career plannmg process diagram, as presented to ASS! students in session 46

Whilst the SSES may be providing opportunities to help prepare students for post HE, if students are

not engaged, the career planning process is futile. However, based on figure on page 145 entitled

'students unprepared', it does not appear that the students were engaged until the prospect of post HE

seemed 'real' and they felt accountable (i.e. in the final semester of their third year), despite the

advice of staff as demonstrated on page 143. Rae (2009) suggests that part of the reason why students

are unprepared for post HE despite being offered employability opportunities is because they do not

perceive post HE preparation as interesting or a priority, and Holland and Holland (1977) suggest that

career indecision is partly based on a perceived lack of urgency about the need to make a decision.

The focus groups felt that students should be made to feel accountable and perceive a need to engage

in preparing for post HE earlier in the degree, as demonstrated below:

Engage Students in Preparing for Post HE Earlier

R: Lfeel like this is
the busiest time of

my uni life, I
haven't the brain

space to be
thinking about

what you want to
do 1.2768-2769

R: You think about it now
because it's really real,

because we're leaving in a
coupleofmonths, whereas
infirst year where we had
so muchfree time, even
last year in thefirst term
we didn't really have any
deadlines so we were
doing no work, but
because no one was

pushingyou to do anything
1.983-986

C: Encourage people to
think about what they want
to do after uni, what they
want to be with their

degree, they do mention
possible careers and stuff,

but maybe they should
emphasis it more, mention
it more, reminding to pick
soon so that you can better
yourself to be whatever
you want to be 4.2226-2229

s: I don't really know what I
can do, I'm still thinking, but I
only really started thinking
about it this year, infirst and
second year it would be better
to have more information about

what you can actually do,
because everyone says, 'oh what
can you do with that then?' I
don't know, and it's not until
you actually take modules that
you actually find out more about
what you can do. it's only this
year that you actually find out

more information 3.6S4-661

In her second quotation above, R suggests that her lack of engagement with preparing for post HE

was due to the fact that she was not being 'pushed'. Denholm (2011), Graduate Prospects (2011),

Lexmond and Bradley (2010) and Redmond (2010) stated that preparing for post HE is predominantly
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the responsibility of the students. However, as discussed on page 133, students are not used to taking

responsibility within an educational setting. The member of staff in session 45 exemplified students

being uncomfortable with responsibility:

People always get a bit uncomfortable when we start talking about PDP. It's easy somebody telling you which
essay to write and which question to do, but once the onus is on you, you find out who the lazy ones are

This relates to students saying that they 'hide behind coursework' (page 132). The assessment driven

culture results in students doing what they need to, when they need it in order to pass (Ainley, cited in

Feame 2008). Students therefore have to perceive a 'need' to engage. Enhancing accountability and

not giving students the option to be 'lazy' when the 'onus is on them' or to 'hide behind coursework'

will in turn enhance engagement and learning. In his above quote, C suggests that the importance of

preparing for post HE needs to be 'emphasised more'. Students need to be focused and made aware of

the importance of the opportunities, advice and recommendations provided to them, in order to

identify a 'need' to engage (Mail Online 2007, Graduate Prospects 2011). As previously discussed,

students need to be engaged with post HE preparation earlier in their degrees when more time is

available (page 145). Alumnus 11 believed that students should consider the purpose of their degree

in relation to post HE at the beginning of their degree, supporting the claim from the AGR (1995),

Brewer (2009) and GEES (2008) that all students should be taught career management and effective

learning skills from their first year in a progressive manner (see page 111). As previously stated, the

member of staff in session 3 referred to the students' time at university as 'university career' (see page

111). The researcher reflection on page 111 implies that such a philosophy should be instilled within

students upon entering the SSES. As stipulated by Rae (2009), HE students need to be prepared for a

post HE world which will not always allow them to take 'safe and certain' approaches. The realities

of the world of work must be embedded in the HE experience in order to adequately prepare students

for their post HE lives.

3.5.4.7 The Importance o/Considering Post HE Options

Leitch (2006) recommended that individuals should make informed choices regarding their career.

The staff advised students to consider numerous personal factors when considering post HE options:
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What direction do
I want my life to
go in? What kind
of lifestyle do I
want? Consider
the jobs lifestyles
involve 3546 26 45 33

46

There are a lot
of options open
to you, it is
important to
consider the
options in
relation to

yourse!f3546

What are your
ambitions? What
do you want to do
and achieve career

wise? 26 4535 46

Consider what am I
interested and

motivated by? 2645

You have got to have
a passion, you need
tofind something
that captivates you,
so you can bring it
alive and make it

real 18

----
/

What am I good
at? Assess your
strengths and

weaknesses to see
how careers fit
with you 33 46

Jfyou 're considering doing a
postgraduate course, make sure

you have clear reasons for doing it
and you know how it's going to
help you in the future, make sure
that the route you're picking is the
right route for you, don't just do it
because you're not sure what else

to do 38

The NSF (2010) stated the
importance of ensuring students
consider whether entering into
employment or continuing with
further study is the best option for

the individual.

----- What attributes,
qualities, skills

and experience are
required to
achieve your

career goals? 2645

105/6\
What is important to me in

ajob? Assess your
motivations, values,
personality and

temperament, because that
can influence what you

want to get out of a job 3346

There was a sense among the phase 1 alumni that it was not only important for a person to work hard

to achieve the requirements of the job, but it was also important for the job to meet the requirements

of the person (see page 71), Minten (2010) suggests that simply focusing on whether graduates meet

the requirements of employers does not account for the complex nature of graduate employability, and

that how the world of work and employers meet graduates' needs should also be considered, Despite

the advice from staff that students should consider post HE options in relation to themselves, JL and

M still had concerns about making the right choice post HE:

M' I've excepted a place to do a physiology masters, I don 'I know if
it's going 10 be that worthwhile, but I'm just going to do it anyway, I
just don 'I know what else to do really, I just think it's a chance to do

more research and get more experience and stUjJ2.1936-1939

JL: I've been looking into doing a
masters in physio, but I'm scaredjust
because, what if I do that and that's
not even what I want to do? 1.2137.2139

As demonstrated in her above quote on page 146, S lacked awareness of the post HE options available

to her: 'I don 'I really know what I can do'. There are a wide variety of post HE options available,

both Sports Science and not Sports Science related, It is important that students are aware of all the

potential avenues (NSF 2010), For example, at the employer event S8, PM stated that his company

recruit from all degree sectors, which students were also informed of during careers sessions:

Around half of graduate jobs are open to graduates with any degree, there's lots of ways that your degree can
be used, whether it's related or not to your degree, it's really important to be aware of al/ the options 35 24 22
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Furthermore, a member of staff at the away day stated, 'the majority of our students' don't go into

Sports Science jobs " highlighting the importance of increasing students' awareness regarding the

range of different options. As demonstrated in Table 4 (page 34) by the HESA, over 20% of 2009

Sports Science graduates were employed in the sports related industry 6 months post graduation

(HECSU/ AGCAS 20 I0). Yorke (2006) proposed that since many graduates enter into post HE

options unrelated to their degree subject, HE should ensure that students' horizons are broadened. The

alumni concurred that more information about different potential career options is required (page 76).

Below, some of focus group 1 demonstrated a lack of awareness regarding both Sports Science and

non Sports Science related post HE options:

Sports
Science
Related

JL: In Sports Science there are obviously
jobs, but there isn 't a ridiculous amount
M' It's because we don't really know what
they are either, obviously we think of the
obvious ones, but then there are probably
loads that we haven't even considered,
because why would we? But if someone
maybe gave us more ideas, we could then
go and research further options 1.1040-1046

Non
Sports
Science
Related

M' It's good that we get options, but then if you
want to come out and get ajob relating to your
degree 1 think we're going to struggle, where as

someone who's done maybe something like
physio, who's qualified in one thing, at least they
know what to apply for, where as we could apply
for a whole bunch of things but then not really be

arsed about any of them
R: It's good because you've got your options

open, but then which options?
M' It's bad at the same time 1.857-869

What
more
could
be

done
?

JL: It's almost too open, we want to do physiology, and we've all chosen the modules, and 1fee/like they
should be leading you down a route

R: And them telling you which jobs you would be good at with the skills that you've got from the course
JL: But 1 don't think it is 1.871-876

The students cited above felt that the SSES should have done more to guide them towards the post HE

options that are relevant to them based on their interests and skills. This is supported by the career

planning process diagram, which states the importance of students' developing self and opportunity

awareness in order to consider the post HE opportunities that are available in relation to themselves

(Figure 6, page 145). It is also supported by Minten' s (2010) suggestion that the ability of the world

of work and employers to meet students' needs is a crucial consideration in the post HE preparation of

students.

Increasing students' awareness about the wide range of post HE options available to them can be

interlinked with increasing students' awareness of the attributes that students are developing alongside

their degree, and the applicability of such attributes to the post HE options (page 124).
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3.5.4.8 How toprepare/or post HE - The Students' Perspective

The focus group 1 students described how the SSES did not meet up to their expectations in relation

to world of work preparation:

JL: When you're in school and you read up about this course it makes
it sound awesome

H: Like you can do anything
R: It makes it sound like you're going to be in the lab like every week
JL: Yeah and you're going to be like amazingly qualified 1.846--854

JL: When you're applying
they say it's the most amazing
uni ever, so youfallfor that

1.1810-1811

The students felt that more needed to be done to help support students' professional development and

preparation for post HE. The lack of support and guidance the focus group students received is

exemplified below:

M' Every job I have looked at to do with nutrition all want a masters or a PhD, it seems like you
don't even get a look in ifyou've not got one 2.2165-2167

M' If I'd have known I was going to have to pay three grand and fund it myself to do a masters as
well, I probably wouldn't have done this course, because who can afford to do that? I can't afford
to do it, and if that's what [need to do to getajob, it's a bit ofajoke after we have already got all

this debt 1.1075-1079

It is notfair to allow 100 plus
people onto the course, it gives

them false expectations. let them on
to the course and then just leave
them to fend for themselves after,

it's like, 'that's another 200 through
the system' 58.DC

This links to the alumni who
highlighted a need for continued ...............

support post HE (table 13, page 73). ~

H: I wish they'd said
during the open day,
'these are the types of
jobs, but maybe you
should do this course,
still in the SSES type
thing, but a different

route' 1.1106-1109

M- I feel like they just ~
want people on the ~
course, obviously

because they just want
people at the uni,
whereas they're nat

actually trying to help
you 1.1111-1112

Lack of
Support and
Guidance for
post HE

Preparation:
~ H: I went to a physiotherapy

open day before I came to uni,
and they were like, 'there's no
point there's no jobs', whereas
when we came to the SSES open
day, they were like, 'yeah, the
world at your feet', and stuff

like that 1.1014-1016

A: I wish they'd have told me to do Exercise Science, I'd be there now 1.1561

A: I wish they'd have told us in first year the difference between Sports
Science and Exercise Science, because I've got a friend who does Exercise

Science and they've dane nutrition from first year until now and their
placements are like health and nutrition and working with people that need

better diets and stuff, whereas our course is really based an
JL: Elite 1.1081-1088

As previously stated, students' confidence levels can be low during their final degree stages and HE

to world of work transit, which may in part account for students perceived lack of support (Rae 2009),

However, students need to perceive a 'need' to engage with preparing for post HE. As demonstrated

on page 93, students were informed that they would undergo 'an employability focused curriculum'
and effectively given the impressions that they were receiving a package deal which would result in

them graduating prepared to enter the graduate job market. Since students were given false

expectations, it is not surprising that they did not perceive a need to engage and prepare for post HE.

Students must be aware of how their course will approach post HE preparation, and given realistic
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expectations regarding the reality of the post HE world (Browne 2010, Graduate Prospects 2011, NSF

2010, Rae 2009, Redmond 2011).

3.5.4.9 What more can be done?

As previously mentioned, there needs to be better careers related support for students from early on in

their degrees (page 145-146). Based on the quotes presented on page 149, such support should even

be as early as pre-application open days, in order to help students make the right choice to suit their

needs, a suggestion that is supported by numerous authors (Browne 2010, Coughlan 2011, Kay et al.

2007, NSF 2010, O'Regan 2009). As demonstrated, support was not available to students when

required, and students were not being prepared for post HE (pages 108 and 144 respectively). The

above extract from DC in session 58, suggests that students are handled in a manner that reflects the

claim from the Leitch Report (2006) that people are the 'natural resource' of the 21st century. As will

be highlighted on page 302, this approach does not do justice to the complexity of students. As stated

by the 2011 White paper, the student experience and students' needs require more consideration (BIS

2011). The above quotations show that the SSES did not meet up to some students' expectations, and

Yorke and Knight (2006) stated that one size does not fit all with regard to students' employability.

Since students are orientated to pursue their education and post HE preparation in different ways,

HEIs need to ensure they meet the needs of the broader student population (Barrie 2007, O'Regan

2009):

It has been established that some students were unprepared for post HE. In the quotation below, Rand

S reveal how they intended to prepare for post HE:

R: Our course is so broad, and there's no obvious route way, like Jor me, I'm
thinking, 'ok, I might like to do a masters in the Juture, if it's not too much money',
but I 'd rather decide what I want to do it in first, what I want to do is try and get
some placements or like volunteering experience, watching people doing the jobs
and talking to people, like one oj my mum's Jriends works in a hospital and she
said she'd put me in touch with the dietetics person there, and I can just talk to

them about different kinds of'jobs, and then if I find one I like and you have to do a
masters I'll be motivated to go and do it then, and hopefully do one that gives you

skills or something 2.1984 -1999

s: My mum's been going to
this biomechanics lab at

home, so I might try and go
there and get something
that way, even if it's just

going in and seeing, it just
tells you ifyou want to do

that 4.2184-2187

The process that R and S intend to go through in pursuit of post HE options could have been

undergone whilst they were at university. Students' can be supported and guided to help them decide

what they want to do post HE. Gaining work experience, observing and conducting informational

interviewing with employees in their working environments will help students to determine where

they want to go post HE. Furthermore, encouraging students to have something to aim for post HE

will enhance students' sense of accountability and motivate students to engage with the opportunities

provided. As stated by M on page 144: 'if we hadjobs in mind you could be like, 'right, I really want

to do this, I'm going to work towards it".
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Increase Awareness of the Reality of the World of Work

In phase 1 of this research programme, the alumni recommended that students need to be made more

aware of the reality of the working world and the relationship between HE and the world of work (see

page 75), a notion that is reiterated by phase 2 part 1 of this research programme:

M' People just think, 'I'll go to uni, get a degree, get ajob " whereas now we're here we've realised it's not that
simple 1.1617-1618

In order to enhance their understanding of the importance of the opportunities and the advice that the

SSES offers, students need to be aware that a degree is not the 'key' to the world of work. According

to Yorke (2006), employability is probabilistic, in that a students' characteristics impact on the extent

that they are employable, but the labour market and other factors determine success. Students need to

be made aware of the reality and outcome of their degree, and what they need to be doing during their

time at university to ensure they are prepared for post HE. Focus group 1 showed a lack of awareness

regarding the reality of the world of work in the below quotations:

R: I don't feel any rush, I don't want to go straight into the job for the rest of my
life, there's no rush

H: That's why I'm going to Australia to escape the fact, because I just know /,11
have a nervous breakdown

JL: That course that I was looking at starts in January, which as much as it
would be annoying because it delays you again for afew months, it would be

good because it gives you afull on break, but then if I don't get into that then I'm
screwed, no backup plan 1.287S-2884

H: That's what you
think isn't it, your

jobs going to be for
the rest of your life

1.2917

According to the AGR (2010), 'cradle to grave' employment is now outdated, with graduates having

numerous jobs and careers in a post HE lifetime. Increasing students' awareness of the reality of the

world of work can decrease students post HE concerns and anxieties. If students are adequately

prepared, the transition from HE to post HE can be an exciting as opposed to worrying time for

students.

3.5.4.10 Summary: How to prepare/or post HE

This section aimed to provide an overview of the advice and recommendations students were

provided regarding the requirements of the world of work and how to adequately prepare for post HE,

combined with students' perceptions and experiences of such opportunities. A summary of

recommendations for how to prepare students for post HE will be provided under the themes that

were used in this section:

Experience

The staff highlighted the importance of gaining experience for world of work preparation to students.

Experience helps to prepare students for the world of work by enhancing their ability to compete in the

graduate job market, by providing students with opportunities to develop contacts and the opportunity

to trial potential job ideas. However, students did not engage with experience. Students reported that
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they 'do not know where to start' when it comes to gaining work experience. A lack of confidence and

a lack of accountability also prevented students engaging with experience. Students need more support

and encouragement to help them gain experience. They need more insight into experience options and

how to engage with work experience. Providing students with insight into the reality of the world of

work and what employers want can make students feel more accountable:

r Emphasison
gainingwork
experience + rAwarenessof

importanceof
experience -- tAccountability

The Importance of Preparing Early

Despite the opportunities provided by the SSES and advice from the staff to prepare for post HE

during their degrees, students reported feeling unprepared. The importance of preparing for post HE

needs to be emphasised. Students need to be 'pushed' and encouraged to engage. This is important

because students are not used to taking responsibility in an educational setting. Students need to be

focused and made aware of the importance of the opportunities, advice and recommendations provided

to them in order to identify a 'need' to engage. Students should be engaged in preparing for post HE

and made to feel accountable from the beginning of their degrees in a developmental manner.

Post HE Options

The staff advised students to consider options in relation to themselves. However, students did not

know where to start looking at options and had difficulty deciding which options were best for them.

Due to the wide range of post HE options available to Sports Science graduates, the SSES needs to

make students aware of all the potential post HE avenues, and guide and prepare students towards post

HE options that are relevant to their individual needs, skills and interests.

How to prepare for post HE - the Students' Perspective

The students described how the SSES did not meet their post HE preparing expectations. More needs

to be done to help support students' professional development and preparation for post HE. The

student experience and their needs require more consideration. Preparation and support is required

from pre-application to ensure that students make the right choice to suit their needs and are aware of

the reality and outcome of their degree. Students should be supported and guided through the process

of determining and appropriately preparing for their post HE aspirations. Students need to be aware of

what they need to be doing during their time at university to ensure they are prepared for post HE.

Encouraging students to have post HE aspirations will enhance students' sense of accountability and

motivate students to engage with the opportunities provided by the SSES. Students need to be made

more aware of the reality of the working world and the relationship between HE and the world of

work. In order to enhance their understanding of the importance of the opportunities and the advice

that the SSES offers, students need to be aware that a degree is not the key to the world of work.
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Accounting for such factors will reinforce students' confidence regarding the HE to post HE transit.

Final Thought:

Think about what you want from your time at UMU. and what your career goals are, you don't need a concrete
idea about what you want to do, but knowing the direction that you want to go in is useful 26 45

Deciding the direction of their post HE lives is a daunting task for HE students. As implied in the

above quote, students do not need to make a 'concrete' decision, but making steps towards the

direction that they want to go in is invaluable. Students need to be engaging with the

recommendations discussed in order to enhance post HE preparation. It is essential that a culture of

training and preparing for post HE is instilled within the SSES from the beginning of the SSES degree

programmes.

3.6 Student Engagement

The data presented in the first two sections of phase 2 part I demonstrates that the SSES are proactive

in providing opportunities, advice and encouragement to help students develop personally and

professionally. However students are not engaging, as demonstrated through a lack of engagement

with the personal tutor system, the careers provision, the guest lectures, the laboratory practical

sessions, advice to engage in work experience and encouragement to prepare for post HE. As

previously discussed, the provision of employability related opportunities does not guarantee that

students will engage (Yorke 2006). The fact that students did not engage with the opportunities,

advice and encouragement that staff provided highlights a dissonance between the perceptions,

understandings and expectations of the SSES staff and students. Research was required to examine the

nature of the dissonance, and to identify how gaps can be narrowed. As highlighted at the SSES staff

away day, SSES staff are aware that there is a student engagement issue, and feel that a bettet;

understanding of students is required in order to diminish the dissonance (page 102). The extracts

below demonstrate that the staff do not understand students' needs, by making assumptions about

students' reasons for going to university and doing a Sports Science degree:
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How many people
are members of

BASES? Nobody 's
joined BASES?
You're all on a

Sports and Exercise
Science course and
no bodies joined

BASES as a student
member? 29

Jfyougo on to
work in sport,

which I hope most
of you will, you will
have to deal with
doping control 28

As you move into the
workplace and leave

university and
hopefully get ajob

within Sports Science
.... 32

The applied module is
often what people say
they got the most out
of. because it's doing
what they came to
university to be 29

~ Post HE
Destinations:

Staffs'
/ Assumptions:

Most students find it
quite refreshing to
write the reflective
assignment, because
you're writing about
something that you
actually came to uni
to do. real world

applied practice )0Students are looking to
progress as a Sports
Scientist, that's why

you're here 18

According to the alumni, students do not necessarily do a Sports Science course because they want to

work in the sports sector (see Table 7, page 43), Presented below are some of the focus group

students' reasons for going to university and choosing to study a SSES degree:

D: It was always something I
wanted to do when I was at
school, it was college and

then university; there wasn't
any sort of other option for

me D.122Cr1228

D: I wanted to become more independent
by moving out, and it was just the degree
at the end of the day. separating myself

from thousands of other 21 year aids, so I
thought. 'why not be skint for three years,
but then come out and do a job for the

rest of my life I enjoy D.1233-1242

JL: I chose Sports Science
because it was the only thing
that I remotely wanted to do

1.836-847

I did Science and Football
because I loved sports at school

XI

As demonstrated in the self criticality section, the researcher chose to pursue Sports Science based on

enjoyment reasons (see page 24), As previously discussed, it is not realistic to expect all Sports

Science graduates to work in the Sports Science industry, and staff making unrealistic assumptions

about students post HE destinations could potentially fuel the notion that graduates have failed if they

do not end up working the Sports Science field, an attitude that was exemplified by the alumni (page

77),

This section aimed to explore the students' culture within their L&T environment in order to better

understand students' attitudes and perceptions in relation to the opportunities being provided, and

investigate issues of engagement. From the researchers' two year immersion in the students L&T

sessions and culture, the researcher identified issues of engagement based around the following three

themes:

The 'Lack of Focus and
Engagement in L& TSessions'

Culture
The 'Assessment Driven' Culture The 'Lack of Dialogue Between

the Staff and Students' Culture

Each of these themes will be discussed in turn with a subsequent summary. Issues of engagement

within the laboratory L&T sessions was discussed from page 114.
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3.6.1 The 'Lack of Focus and Engagement in L&T Sessions' Culture

Within the L&T sessions the students were not always focused and engaged with the task in hand. For

example, during session 48, the researcher observed as two girls sitting two rows in front of her have

a momentary water fight using their water bottles whilst the lecturer was conducting the lecture. The

researcher identified the following 'lack of focus and engagement' issues whilst immersed in the L&T

sessions:

The Culture of 'Lack of Focus and Engagement' in L&T
Sessions

Mobile
Phones

Talking
I

The 'Drunken'
Topic
I

The 'Negative'
Topic

L The
'Unprepared,

Unaware'Topic

The
'Blackboard
Backup'
Culture

The 'Sleeping'
Culture

The 'Arrive
Late, Pack
Away Early'

Culture

The
'Attendance'
Culture

In session number 18, the lecturer stopped his presentation after half an hour to tell some students,' can
you put your phones down please'. Fifty five minutes into the same lecture, the lecturer had to
comment again, 'just make sure your mobile phones are turned off please'.

Mobile
phones
(notably 32 18
37445156).

In the psychology lab whilst group work was being undertaken, a male student made a phone call to
cancel an appointment. Later in the lab, a male student sitting behind the researcher was enrossed in
his phone, a few minutes later, exclaiming, 'fucking hell! Andy Carroll is leaving Newcastle!'

In the physiology lab, the students stood around observing and quietly chatting amongst
themselves whilst field tests were being conducted.

In the psychology lab, the students
talked among themselves. One girl
was telling her a fellow student the
problems that her sister was having
with her nursing degree.

Talking (notably
18 3444 45 48 22 26 37
2933 56 5154).

During session 37 the researcher noticed the low
mummer of a male and a female voice talking.
This continued for a few minutes, before the
lecturer said: Canyou cut down on the chatter
please, because it's quite distracting.

Approximately I hour seven minutes into a I
hour 15 minute lecture, the lecturer said: Come

£..-----on guys,listening, I haven 'tfinished yet 44

In sessions 29333744 the
lecturers had to resort to
asking the students to stop
talking.

Approximately twenty minutes into an hour and
five minute lecture, the lecturer said: is there
something you don't understand at the back? 19

Approximately fifty two minutes into the same
lecture, the lecturer had to stop their lecture
again: excuse me do you not understand what
I'm saying? Is there some confusion? 19

With regard to the talking issue, the researcher noted some recurrent topics of conversation that
occurred within the L&T sessions:

The 'Drunken' Topic
This topic of conversation
was orientated around going
out, drinking and hang-

overs,

The 'Negative' Topic
There was a culture of students

making negative comments about the
L&T content (notably sessions 22 48

219).

The 'Unprepared, Unaware'
Topic

The researcher over heard students
demonstrating a general lack of
engagement with their course.
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Examples from each of these three topics of conversation are presented below:

Whilst waiting for
session 2S to start, the

researcher heard:
'How are we feeling?'

'Alright actually,
surprisingly, [ got up
for 9 a 'clock as well'.

In S4 the physiology lab, a student
came and stood with one of the

students behind where the researcher
was residing. They initiated a

conversation, which began with one
student asking the other, 'did you go

out this weekend? '

At the beginning of the lecture, the
researcher watched as a male
student said the following to

another male student sitting a few
rows across from him:

'Have you seen Dave this morning,
he looks rough as fuck! He

couldn't even open his eyes!' 3

----
The

'Drunken'
Topic:

During session 18, the
researcher overheard a
student whisper the
following to a fellow

student, 'what you doing
tonight? Are you out?'

_____ As walking out a lecture, the researcher
heard the following exchange between

two students:
'I can still taste the vodka. '

'Yeah, and [ can still smell it on your 18

During a lecture, two male students sitting in front of the researcher had the following
discussion: 'Whatever he's just said for the past twenty minutes, / 've not listened to one thing'

'Where did you go yesterday?'
1 went to the pub at about 10 'clock. and then Cava, BaaBaa, and / 've got a stamp for Funky but /

don't know whether [ went or not' ~
In the break between the two lectures, the researcher heard this same hung-over student say to his

friend: 'Fucking hell, get me out of this placer ~

During the break in session 48 the
researcher watched a male student get
up from his seat and walk across the
lecture theatre to where a group of

male students were sitting. The male
student initiated the following

exchange:
'It's quite interesting today'
'Are you being serious?! '
'I'm being sarcastic' 48

In session 22, a student
sitting a couple of seats to
the left of the researcher
whispered, '/ wish she'd

fuck off!'

When walking out at the end of
session 10, the researcher heard the

following exchange:
'That was such a waste oftime'

'I know, / said it would just be going
over what we did last year, we know

what we did last year, we were
here!'

'Negative'
Topic:

/\-----
When walking in session 29,
one student asked another

student, 'do you think this Is
going to be the same as last
year, where they stand at the
front and tell us how good
they are, tell us how they got

to where they are?'

The group of approximately four
male students were talking
amongst themselves for the

majority of session 48. During this
time one of the students said the

following, 'she's qualified, but she
doesn't actually have a clue does

she'.

The researcher noted that
mummers of, 'this is shit', 'fucking
hell', could be heard from students

throughout session 9, despite
valuable information being

provided regarding student loans
and funding, contents insurance,
doctor registration, mental health
services etc. doctor registration,

mental health services etc.

The

The researcher heard a
student comment after a guest

lecture, 'that was totally
pointless for me, because I'm
not doing nutrition and I'm
not doing physiology'. 42
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The 'Unprepared, Unaware' Topic

Before the lecture had started, one
male student turned to the male

student sitting next to him and asked
,'haveyou got a pen?' The student in
question shook his head. The same
question was asked of the next

student along in the row of lecture
theatre seats, who also shook his
head, causing all three students to

start laughing 7b

Approximately 38 minutes into a 1hour l5
minute physiology lecture, two male students

sitting in front of the researcher said:
'What's he on about here?'

'I don't know, physiology?!' (laughter) 44

Approximately 42 minutes into the same
lecture, the researcher heard the same two

male students say, 'what thefucks Wingate?'
'It's .....erm .....I'veforgotten ' (laughter) 44

In a break between
session 24, one student
exclaimed, 'you didn't
know we did a major
project in level 3?!' 24

The researcher made note of her perceptions regarding the talking issue that was present during the

L&T sessions. These perceptions are presented in below:

Approximately 1 hour 5 minutes into lecture 48. one of the lads infront of me starling talking I
his friend I had to , ht the urge to tell him to shu and even debated kicking the back of hi
chair.

In session 26, there werepeople talking throughout. I found the boys next to me very annoying.
contemplated telling them to. 'shut up'. but I had to remind myself of my '.flyon the wall' role.
and my desire not to inte ere with the students universi learning and cultural experience ~e
age 95 .

The researcher found the talking within the L&T sessions both distracting and irritating. It appeared

that the SSES students also found the talking irritating. After session 37, the researcher over heard

two Sports Science students discussing the lecture:

Student 1: 'That girl would not stop talking!'
Student 2: 'I know. The lecturer even had to tell her to stop!'

The 'Sleeping' Culture

The researcher noted that students were disengaged III L&T sessions due to a general lack of

concentration:

The researcher
followed a group
of male students
into the lecture
room for session
34. As one of the
students pulled
open the door to
reveal the dark
lecture theatre he
commented, 'why
is it so dark in
there? It makes
mefall asleep!'

As the researcher
was walking up
the stairs of the
lecture theatre in
session 22, she
heard one of the
students following
her up the stairs
say, 'I'm going to
sit at the back so 1
canfall asleep'.

When walking out
of session 4 the

researcher heard a
student say, 'that

waspainful
wasn't it?' His
friend replied

with, 'yeah, Iwas
falling asleep. '

As the researcher
was walking out at
the end of lecture
3, one of the
students was

informed by his
peer of some
important

information that
he missed, 'he

said it as you were
sleeping!'

The nutrition lab session
52 was conducted in the
style of a lecture and

took place in a computer
room. Throughout the
lecture, the girl sitting
on the computer nearest
to the researcher was
struggl ing to stay

awake. Her head kept
nodding down. The two

boys sitting at the
computers the other side
of the girl were finding
the fact that she kept
'nodding off' highly

amusing.
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The 'Arrive Late, Pack AwayEarly' Culture

Generally, a few students arrived late to the majority of the lectures that the researcher attended,

Furthermore, the signal for the end of the lecture appeared to be the presentation of a slide entitled

'summary' or 'references', When either of these slides appeared in lectures, the students started to

pack away, and even start talking amongst themselves (notably 37344526)' For example in session 37,

the lecturer had to complete his lecture over students talking,

The 'Blackboard Backup' Culture

It appeared that it did not matter if students did not engage in the L&T sessions, because they had the

backup option of blackboard:

Upon leaving the lecture room at the
end of session 19, the researcher
overheard a student say, 'J don't

know why I bothered coming to this, I
didn't even make any notes " His

friend replied, 'well that's where you
went wrong then " proudly holding

up a page of notes to show his friend,
The first student's response was,

'yeah, but the lecture notes are going
to be up on blackboard, so, ...... '.

In session 15, the lecturer informed
students, 'the first half of today's lecture
is the role of the sports coach, and the
second half is reflective practice and it
will be on your exam, so ifyou decide to

leave in the break between the two
sessions half way though, you won't be

able to answer at least ten of the
questions on your exam paper', The

researcher heard a student sitting behind
her mummer, 'just get it offblackboard',

JL from focus group 1
made reference to the
blackboard backup
culture: 'blackboard
has everything on it, a

lot of people miss
lectures and they're
like, 'whatever, we '/I
read the blackboard

slides '1.1849.1851

The' Attendance' Culture

At the away day the staff felt that poor attendance was a problem that prevented students from

engaging with the L&T process:

The lectures are a choice; the students have a
choice whether or not to turn up, a large

proportion, if not the majority don 'I turn up SAD.EZ

Getting students 10 turn up in the first place, that is
the problem, engagement in the teaching process,

people just don't turn up SAD.EZ

Data from the L&T sessions related to attendance is presented below:
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In session 40 there were approximately 67 students in attendance. During the lecture, the lecturer commented.
'there are 150 students ifwe have afull house; I take it the rest of you are still in bed'

In the physiology lab, the researcher heard a student say, 'I set my alarmfor eight this morning to go to
biomechanics. It didn't happen. I haven 'I beenfor weeks!'

The guest lectures had
low attendance:

In session 39,29 of the 151 ASS3 students were in attendance, with one of these
____ students leaving forty minutes into the hour long session.

In session 56, 35 of the 231 ASS 1 students were in attendance .

In session 34, students were provided with a five minute break after the first hour of
lecturing and told that they had to come back for the second half of the lecture, 'the
graduate skills officer has some important information for you '. Approximately fifteen
students walked out in the break, and approximately four students returned.

§
]
3
.s
.S 12 male and 9 female students attended session 58, which was open to all SSES students.
ij The careers sessions had Of the 231 students enrolled on the ASSI module,S male students attended session 46,
S ~----low attendance: ---- and one male mature student attended session SO.
r~ Out of the 151 students enrolled on the ASS3 module in 20 I0/20 II, 16 attended sessionE 35, and 4 male students attended session 43.

]
j
! Students did not return

from the breaks in
between lectures:

The first half of session 17 was assignment preparation and the second half was a
presentation from the graduate development centre about the universities employability

£....__ - award. For the first half of the session, some students had to stand at the back of the
lecture theatre because there were not enough seats. After the break between these
sessions, there were notably less people standing around.

In session 44, students studying the applied Sports Psychology degree were not
required to stay for the physiology session that was after the assignment preparation
lecture. As the physiology lecture started after the break between the sessions, the
researcher heard a student exclaim, 'fucking hell, half the class is gone!'

The two extracts below from the L&T sessions shed some light on the reasons behind the poor

attendance and engagement with the L&T opportunities provided:

In session 16, the researcher asked the girl sitting next sitting her, 'is
it a guest lecture today?'

'1don't know, I have hardly been to any 0/ these lectures. '

In session 55, the researcher
overheard the following exchange

between two students:
'How come? ,

'Because we only have one lecture on Thursdays, and it's a lot to
come all the way into town for one lecture. '

'Did you go to (lecturer's) tutorial?'
'No, because I hadn't done the work '.

3.6.2 Tbe 'Assessment Driven Culture'

Assessment appeared to be a big driver for students' attendance; attendance was noticeably higher in

assignment preparation sessions:
In session 17, an

assignment
preparation

session, there were
too many students
for seats. The

lecturer
commented, 'it's a
good turnout, not
surprising/or an

assessment
lecture'.

In session 49,
there were

only a handful
of seats

remaining out
of 160 seats in
the lecture
theatre.

Exam preparation
session 19was the
fullest ASS1 lecture
the researcher had
sat in. Even the girl
that had told the
researcher, 'I've

hardly been to any
of these lectures',
was there (see

above).

During session 19, the lecturer reminded
the students what they should be revising,
'the role 0/ the coach, reflective practice
cycle. performance analysis. BASES and

UK Sports Governance, the exam is
partly based on the information presented
by the guest lecturers'. At this revelation,
a low hum of voices began to fill the
room, highlighting the students' regret

for not attending the guest lecture
sessions.
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This relationship between assessment and attendance was also reflected in the focus groups:

Group 1 discussed their reasons for not attending a
seminar:

R..It was well known that it wasn't on the exam, so
veryfew people turned up

M' People told us it wasn't on the exam and told us
it was pointless and not to go, so then no one went
R..And ifyou know for afact that it's not going to

be on the exam, you don't care
M' It wasjust pointless, ifyou know it's definitely
not going to be on the exam, what's the point?

2.1099-1102

Group 1 also revealed a similar attitude towards attending
modules which were not assessed:

A ..The modules that you don't have an exam or a
coursework in, but you had to still go to the lectures......

M..So no one ever went 2.2689.2692

H..In first year we didn't have anythingfor that module,
so no one went, and it was just pointless

M ..I never used to go to that Friday afternoon,' I think I
turned up once

H ..I think I turned up like once, and then I was like,
'hang on a minute, there's no coursework or exam. no!'

2.2709-2715

The focus on assessment was also highlighted through the students' engagement with learning:

In lecture 37, the researcher heard a student ask his peer,
'howmuch is that exam 'WOrth?'the researcher did not

hear the response, but it caused the student to exclaim, 'is
it?! I best get learning then!'

Students took more notes when the L&T
session was related to an assessment

(notably sessions 2648 19).

The staff articulated that they were aware of the students focus on assessment:
The 75% of marks achieved The bottom

assessment It's amazing how many at level 3will go line is, ifyou
is where people get theirpens towards your degree want to know

everybody out when you put the classification, so you how to pass
switches on assessment slide up 45 may start tofeel the this 'WOrk.pens

29 pressure 24 at a ready 30

Weget students who
have been trained to
pass tests, they 'WOn't
attend the lectures if

there is not any
assessment on it SAD.CC

The staff also demonstrated an orientation around assessment:

Last year 56% passed out right.
44% had to re-sit, 19% dropped
out. 9% are going into year 2
with year 1 modules still to
complete. /6% re sitting first
year. 65% of your cohort from

last year are here now - it's not a
good start 22

This year counts
towards your degree

now. it's very
important 23

The ultimate goal is
to get the best
degree you can
possible have for
your money, 22

It's important to
do as well as you

can on your
degree because
academic results
are important 46

~ Staff ~
Assessment

___ Focus: ___

/\
You need to decide. what do
you want out of your degree.
and how are you going to get

that, consider what your
module choices will mean for

your progression. think
strategically. plan for success

522

Collect as many
module credits as we
can. that's the aim of

the game 23

Focus. and pass
everything that

you can pass with
the best grade

that reflects your
ability 22
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The staff attempted to utilise the assessment driven culture to engage students:

At the The crux of this is the If you aim for 40%. you may
beginning of Bottom line for you as assessment, and fail to not achieve it, aim for first
session 37, We'll do the students is, 'what do I engage with this class 9

the lecturer session in two need to know to pass material at your peril, D agreed that students should
highlighted halves; if the exam', if you only you need to pass this avoid the '40% mentality':module to get anwhich module you're daft rely on slides that honours degree, that's Start first year as if it's your
aims and enough to you'll get today, the bottom line, and last year, I've got a lot of
learning escape in the you'll be able to having been a student friends who scraped the 40% in

outcomes the break you answer about two out
lecture would won't be able of the ten questions, if in the dim and distant first year, but they've not been

be addressing, to answer the you do the reading, past, I know that's able to turn it round since,

from the questions on you'l/ be able to what you want to because if you 've got the 40%

perspective of part two of the answer ten out of ten, know, I understand mentality, then I think you're
that the approach is to going to get that throughout,

passingtbe exam4815 you do the maths, you try and put the least but if you start as iffirst year
subsequent engage with it how amount of work in to counts it puts you in a better
end of year you want 48 get the maximum place for second and third year

exam. value 30 0.1350-1358

The extracts below demonstrate that for students, assessment justifies effort:

JL: For our dissertation, our tutor gives us a mark but
it's like a 5% mark, and it's just about our meetings
with him and how often you go see him. it's not like

how you worked in the lab
R: Because he's never in the lab with us, he never saw

us
JL: But that's how we got the results we got, so why be
marked on how many times we went to see him, how's

that relevant?
A: Because it's how proactive you are isn't it

JL: Yet if we got good results and worked our arse off
in the lab every day, then why does it matter that we
went to see him once a week rather than twice a week

or whatever? 2.3505-3518

S:Iwent at the start of the
year to the universities
employability award.

where they tell you in one
day how to do it. and I
was like, 'yeah, I will do
it', but because it's not a
deadline Ihaven't done it

4.2089-2091

EG: If you're given a
deadline, you always meet

it 4.2087

D describes assessment as 'the only thing that students respond to':

D: Ifwe were to be
assessed on the
universities

employability award
then a lot more

people would do it,
well we'd have to do
it, whereas at the
minute it's like,
'well, we're not

being assessed on it,
why should we waste

our time on it?'
0.1087-1091

D: The only thing students respond to is assessments, because all we're bothered about, is how we're going to
be assessed. what we need to do to pass, I know it doesn't sound very good. but that's what the majority of

students think D.t tS6-1 t60

This assessment driven culture is reflected in the researcher's self criticality section, whereby the

researcher's 'only real priority whilst I was at university was to achieve the best final grade that I

possibly could' (see page 24). As stated by Brown et al. (1997: 7), "assessment defines what students

regard as important". In this manner, the goal for HE students is to pass the degree as opposed to

learn (Ainley and Allen 2010). This results in students learning what they need when they need it,

disregarding information they do not perceive a need to engage with (Ainley, cited in Fearne 2008).

As demonstrated by Burgess this can be detrimental:

"The persistence of a system that concentrates on a single summative judgement results in a fixation
on achieving a number that is considered 'good'. This drives the behaviours of academic staff and

students and works to the detriment of the currency of other information" (Burgess 2007: 5).

161



As a result, more emphasis is placed on academic achievements and qualifications than world of work

preparation (Roberts 2009). The assessment driven culture that exists within the SSES can be

summarised in the below quotation from the member of staff conducting session 29:

A degree is like learning to drive, you get your degree, and then you go out into the world of practice, you only
learn how to drive, when you've passed your driving test, before that you're learning to pass a test

In session 40, the lecturer mentioned intrinsic feedback, which triggered the researcher into recalling

about proprioceptors, the muscles stretch receptors functioning to prevent damage:

I began 10 wonder if I had rememberea 1 e name and thejunction and the receptors correctly.
considered asking the lecturer at the end of the session whether my recall was correct
However, it then occurred to me that 1 may have to write down the names of the receptors
because when IlWlS at university 1 learnt discipline related words based on how they are spe/
phonetically, to ensure that 1 speltthem correctly under assessment conditions. For example,

ed to ronounce the silent 'c' in gastrocnemius in order to correctly remember the s llin

The researcher's strategic learning exemplifies Burgess's (2007) claim that summative assessment

drives the behaviour of students at the detriment of other invaluable information. As highlighted at the

staff away day, such summative assessment does not prepare students for the reality of the post HE

world (page 128):

"There is a need for assessment to equip students for the longer term, for life wide and lifelong
learning; for a life and work where there is little formal assessment

A need for assessment that equips students for life time learning and work" (Boud and Falchikov
2006).

As discussed, students need to be prepared for the requirements of the world of work (see page 133).

At the beginning of session 37, the lecturer discussed which module aims and learning outcomes thc

lecture would be addressing, from the perspective of passing the subsequent exam that the students

had to sit at the end of the academic year. Students need to start 'learning to drive' whilst they are at

university. The focus of assessment and learning should not just be on the development of technical

knowledge and gaining the highest grade possible; it should also be on how such curriculum

interventions prepare students for their post HE lives (page 133):

Not everything you do in your degree you will use in the world of work, but a degree gives you time
management, the ability to write properly, talk to people properly 58.0

The major project is fantastic, it builds organisation, project management, working to deadlines. liaising,
networking - all those things which we don't realise and don 'tfundamentally think about all the time SAD.

We don't understand the generic skills that we are achieving, and more importantly, students don 'I SAD.

The assessment driven culture should be utilised to prepare students for post HE, by creating a sense

of accountability. The member of staff in session 30 stated:

If there isn't a demand to engage, then people won't do it: lack of accountability, lack of engagement 30

Learning outcomes need to be aligned to the world of work requirements. However, students must

perceive learning goals to be meaningful and worth engaging (Marzano 1992). There is a need to
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make students aware of the importance of general transferable aspects of their degree. Students need

to be informed of the important world of work preparation involved with the curriculum interventions

(Bowers-Brown and Harvey 2004, Brewer 2009, Leitch 2006, Yorke and Knight 2006).

3.6.3 The' A Lack of Dialogue between the Staff and Students' Culture

which will be discussed in turn.

The researcher identified the following 'lack of dialogue between staff and students' issues, each of.

The Culture of' A Lack of Dialogue Between the Staff and Students'

3.6.3.1 The 3.6.3.2 The 3.6.3.3 A Lack of 3.6.3.4 Reasons 3.6.3.5 What
'Question' 'Question' Student-Student behind the lack of More Could be

Culture: Within Culture: Outside Dialogue dialogue Done?
L&T Sessions L&T Sessions

L Students' t Students' t A Lack of
Perceptions Perceptions Community

The world
The need for a renowned SSES
greater dialogue status

3.6.3.1 The 'Question' Culture: Within L&T Sessions

As demonstrated on page 114, students were encouraged to ask the guest lecturers questions. At the

end of each of the guest speaker sessions, the students were given the opportunity to ask the speaker

questions. However, the students did not actively engage with and make the most of these

opportunities:

At the end of session 42, the speaker
For example, at the end of said, 'any questions either about the

session 39, the speaker said, cycling orpractitionerstuff. or your
'ifyou have any questions degree? ' This question was followed

about goingfrom an by a ten second silence, before the
undergraduate to working in lecturer intervened and said, 'any
elite sport, go for it'. One questions guys?' there was silence for
student asked, 'what was approximately five seconds before the

your route way when you left lecturer said, 'you don't get many of
uni?' After this question was these opportunities, use the time'. Still
answered, the students did no response. 'Somebody must be

not offer any more interested in something '.The lecturer
questions. The lecturer resorted to asking a question himself,
proceeded to ask a few 'howmany applications do you get

questions, before saying to for posts at the EIS? 'Midway
the students, 'any more through this question being answered,

questions guys? 'This was a student put his hand up and asked:
followed by silence, so the 'is it true you burnt the suits the
lecturer announced the end cyclists wore in Beijing, to stop

of the session. everyone else knowing what they were
Iike?'This initial question then

seemed to trigger more questioning
from the students. 'Whatfinish time
are you aimingfor for 2012?' 'Are

there any work experience
opportunities in elite sport?' 'In a

typical week, how often would you be
in contact with the team itself?' 'Are

we going to win 2012?'

Students did not ask any questions
at the end of session 56 when

given the opportunity. However,
the member of staff who normally
encouraged students to ask the

guest speakers questions was not
the member of staff facilitating

this session.
During session 56, the speaker
tried to get students to answer

questions, and appeared surprised
by the lack of response, 'has
anyone spoken toyou about
BASES and the accreditation
process?' (No response) 'No?'

(No response) 'Haveyou heard of
BASES?' (No response) 'Giveme

somefeedback here!'
Later in the session the speaker
asked, 'what tendon does your
quadriceps move into?' (No

response) 'Flipping heck, have
you had anatomy yet? /'

The guest was a lecturer at
another university, and his

surprise suggested that he was not
used to such a lack of engagement
and community amongst students.

The researcher attended a
guest speaker session for
the Applied Science and

Football module., which is
part of the SSES Science
and Football programme.
There was a lot more
question and answer

interaction in this session
than there was in the ASS
guest lectures. Below are
some examples of the
questions that students

asked the speaker at the end
of the session.

'Whatwas the interview
like?'

'What did you have to do in
the interview?'

'How did you learn how to
use the performance
analysis software?'

'Wouldyou have got offered
thejob with a MSc?'
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The questions that the students asked in the Science and Football session were more employability

focused than in the ASS sessions. This may have been due to the session being more specialised and

specific to the interests and area of study of the Science and Football students. As stated, some of the

focus group students described the careers information as too 'general' and not 'specific' enough

(page 111). On occasions, the staff tried to engage students in question and answer dialogue within

lectures:

At the beginning of lecture 32, the lecturer warned,
'~ want you to get involved; ~ 've got a taskfor
you to do '.During the introduction and theoretical
background to the task, the lecturer asked, 'are there
any other words that spring to mind when you hear
the word ethics?' This question was followed by no

response. 'Any ideas? We're hopingfor some
interaction, you'll beforced into interaction with the
task ~ 're going to be doing in a moment, anyone
got any ideas? We've got integrity, commitment,

truth.... 'Eventually, two students piped up, 'safety'
and 'moral'.

In lecture 31, the lecturer tried to engage the group
with answering questions. It took approximately a

minute and a half to get responses from the students.
'It seems like ~ 're slow this morning', the member
of staff commented. At another point when the

lecturer tried to ask a question and got no response,
he said, 'maybe ~ 're going to have to do it another
way ifyou're not going to engage '.He gave students
the choice of four answers, which he then said one
by one. The students had to put their hands up when

they thought he had said the right answer.

The fact that students did not ask questions in the L&T sessions meant that students did not ask

question when they had a query in relation to their academic work:

In session 30, the researcher overheard two girls
speculating about the assessment criteria:
'I don't understand what the 10% isfor?'

'Well that will be what ~ have done as a group to hand
back to theperson that we have done the analysisfor'.

'Idon't know'.
Despite not being clear on the criteria, it seemed that the

girls were going to leave their query unresolved.

Students in the physiology lab S4 demonstrated
an unwillingness to ask questions to clarify their
queries. As everyone got up and prepared to

leave at the end of the lab, the researcher heard
a student behind her say quietly to another

student, 'what are ~ supposed to dofor this
assignment then? 'A male student was also
heard whispering, 'how thefuck are ~

supposed to write up 10pages on this then?'

As noted by Astin (1999), passivity such as that demonstrated by the students in the above examples,

is a sign of a lack of involvement which will result in students not learning and developing in the

intended manner. Furthermore, if students do not make queries when they need to clarify their

understanding of a given entity, it may explain why the SSES staff feel that, 'some mistakes are made

consistently, despite telling them what they have done wrong' SAD.

Students' Perceptions

The girls group attributed the large cohort size to the lack of interaction in lectures:

K: I don '1 like speaking in huge rooms, like infirst year, there are hundreds of people and you don't really want
to speak infront of everyone 3.991-993

M' Especially infirst year, you'd never want to speak up in class and ask questions, because you don 'I want 10
look like an idiot infront of all these people you don't know

R: 250 people in a lecture hall that's so big
JL: Whenyou get to third year the lecturers are way different, but they 're still joking and saying, 'why is

nobody talking out? ' and I'm like, 'I still can 'I speak up in this class, because there arejust too many people'
M' And if you gel shot down once, it's like, 'oh god, I'm never speaking again' 1.1160-1171
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According to the girls, class size has a major impact on students' question and answer interaction with

staff in L&T sessions. This may explain why the students answered questions more effectively in the

smaller class sized laboratory sessions than in lectures. For example, in the psychology and

performance analysis lab (students in attendance = 29 and 7 respectively), students readily answered

questions asked by the lecturer. Furthermore, the researcher observed more effective questioning in

the Science and Football guest lecture 1 as opposed to the ASS guest lectures. The Science and

Football session involved approximately twenty students and took place in a classroom, as opposed to

the ASS guest lectures which took place in lecture theatres (Table 16, page 96 for room sizes). The

girls made reference to guest lecturers attempting to engage the students in dialogue, as demonstrated

above in the quotations from session 31 and 56:

JL: When random lecturers come in, they're always diggingfor information and trying to get you to speak, and
we're just like, 'our class doesn't speak, at all', because everyone's just scared to speak out, because I guess we
know quite afair few people on our course, but we still wouldn 'I sit there in front of a room of 100 people and

speak up
R: Because no one else does

M' The one time I've spoken up you just get really embarrassed, or you get shot down 2.993.IOOS

The girls articulate that the culture of not answering questions in L&T sessions has been set since first

year:

R: If everyone was talking, you wouldn 't
mind putting your hand up and gelling
something wrong, but because from first

year no one speaks because the classes are
so big, no ones used to doing it, so now

we're in smaller lectures, and the lecturer
will ask a question, and everyone in the

room knows the answer
M' But everyone's silent

JL: Nobody wants to say it
A: Everyone's sat whispering it 1.1173-1183

JL: That seminar the other day like,
everyone was speaking up, because there
was only twenty people in the room so it's
not that embarrassing ifyou get it wrong
because everyone else was answering

questions so everyone's gelling it wrong
R: Everyone else was speaking so

M' Where as if no one does you don 'Iwant
to be the one person doing it 2.1007-1014

R: Because everyone's got it into their head that they don't speak up
and no one else speaks up, we've all carried it into third year, when

actually the lectures I think are a decent size
M' They are a better size, but now it's just the done thing

R: But now because everyone's in that state of, 'oh, I won't answer
because the person behind me's not going to answer'

M' It's annoying, the lecturer will be stood there like, 'right, I'm not
going to say anything until someone says something', so the whole
class just sits there in silencefor ten minutes, I'm like, 'what a waste

of time is this " it's annoying
A: And it's really uncomfortable

M' Yeah it's really awkward; everyone's just sat there
JL: But as well you're like, you speak up', but then the person

besides you is thinking that as well, 'oh, why don't they speak up?'
Because you're just too scared to, it's so annoying

M' And no one wants to make eye contact with the lecturer in case
they're like, 'right, you'

H: I would die if they asked me, even if I knew they answer, my mind
would just go completely blank

M' You 'djust be like, 'err, 1don't know'
R: To be fair to them, most of them don't pick out individuals,

because I think that's sly
H: Thank god 2.1022-IOS6

3.6.3.2 The 'Question' Culture: Outside of the L&T Sessions

The staff made apparent effort to encourage students to enter into dialogue with them outside of the

L&T sessions if they had any queries or problems:

165



Use the staff to the maximum 20

At times it will feel like an uphill battle, come and
use us 8

You are meant to be drawing on the lecturers 20130
years worth of experience, get your monies worth 18

Ifyou want to go and speak to staff about the work,
then the option is there to do that 44

Any problems that you've got that I can help you
with, you can come and see me anytime 22

Ifyou need to speak to me about ASS3 and all my
allocated time slots are full then just email me for
an appointment or knock on my door, because you

need to the tutorial time and access to me 49

Ifyou need anythingfrom me, you know where you
can find me 23 25

Anybody that has any problems understanding the
material, do get back to me 29

Students' Perceptions

Staff are here to support you and we understand the
pressures that you may be feeling, and ifyou engage
by attending lectures, workshops, booking frequent
tutorials, asking questions, responding to feedback
on courseworks, then staffwill be there to help and

support you to get the best degree possible 24

Feel free to book in to see me or ideally your
personal tutor ifyou want to speak about careers
aspects, or you can book an appointment with our

Sports Science careers advisor 45

Ifyou are struggling with what you want to do,
there is a one to one advice and careers guidance

service available, do feel free to make an
appointment ifyou want to talk through choices 38

If you want to talk to me about options with your
course, work experience that you can get, or

anything about what you can do after your degree,
any career related concerns you can make an

appointment to see me individually 46

Despite these offers from staff, students did not always choose to engage with this opportunity for

dialogue with the staff:

A: I wouldn't even email my lecturers
JL: Yeah I didn't go and see my lecturers infirst year,

it's just, too scared to do anything 2.930-933
D: I rarely went and saw them infirst year, it was just

lectures I had with them 0.1398-1399

H: I really struggled with the work, and there's only so
much that like my dad can help me with, cause he

doesn't know anything about it, and I just felt like an
idiot going to tutors and saying, 'I don't understand',
because everyone else did, and I just used to think

they'd say, 'well, why have you done the course then? '
1.1306-1310

R: We went to see a lecturer about some coursework we did this year, and he gives you really cryptic answers, and
I'm like, if you're not going to tell us the answer, there's no point coming to see you, and you're like, 'is this

right? ' and he's like, 'maybe', his answer is always like, 'don't you know that? '
H: It's always a riddle

M' Obviously I don't understand it, because otherwise I wouldn 'I come here and asked you
A: II's hard when you go and see him, he tests you doesn't he, so you go in for help and he's like, 'ok so, what's

this?' And you're like, 'I don't know', and he's like, you should know' 1.1511.1546

JL: It wasn't until this year were we actually went and spoke to tutors about assignments
M' Yeah because I feel like they shot you down

JL: Because I remember last year I was like, 'I'd really like to go and speak to someone and make sure I'm along
to right lines " and then I was like, 'oh no, I can't do that'

M' We do go and see staff a bit more now, but I found that in first or second year I'd go to be like, 'oh, can you tell
me if I'm along the rights lines', but they won't read over it for you, so they won't tell you

H: And then ifyou ask them questions, its like, 'well, do you know this? Do you know this? 'And feel like I don't
want to go, because they're like interviewing me, and if I don't know something I'll just feel really stupid. and it's

like I'm sat there on the spot
A: It's like being tested

H: That's what I mean, thai's why I don't go
R: Whereas actually you've been proactive and did well to go and askfor help rather than sitting back

M' And it's like they're punishing you for going and askingfor help, because they just make you feel ten limes
worse 1.1312.1344

According to Black and William (2001: 8), the dialogue between students and staff should be

thoughtful, reflective, evoke and explore understanding, and ensure that all students have the

opportunity to think and express ideas. It does not appear that the focus groups students had the

opportunity to engage in such a dialogue.
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The need for a greater dialogue

The NSF (2010) made a call for placing more emphasis on staff and student relations. At the SAD, the

staff highlighted a need for a greater dialogue between staff and students, and a need for enhancing

student involvement with their university environment (see appendix 17: 15). According to Bloxham

and Campbell (20 10), students want dialogue, but are too embarrassed or intimidated to ask for help.

This reflects a discussion regarding the importance of programmes coordinating a complaints system

for students that occurred at session SU, in which a student commented, 'a lot of students are 18 year

olds, and they're too scared to complain '. Bloxham and Campbell (20 I0: 297) stated that the students

in their study appeared to be, "on the periphery of an academic community, not yet comfortable in

actively participating except in the safe confines of their peer group". In order to overcome this,

Bloxham and Campbell (2010: 294) felt that staff, "need to be proactive in providing guidance,

particularly for struggling students; not waiting for students to turn up at their door". The alumni

reported that establishing a good relationship with staff is important, as it can help students make

steps towards what they want to do post HE:

Talk to your lecturers a lot, ifyou can get a good relationship with your stafffrom early on. youfeel
confident to go and ask themfor support, and talk to them about their research and ideas that they have
and what's out there. then you put yourself in a good situation for understanding whatyou need to do

during university andfor after 13

The alumni suggested that students should increase contact time with staff to be, 'more easily guided

and led to what they want to do ' (page 81).

3.6.3.3 A Lack of Student -Student Dialogue

Not only was there a lack of interaction between the students and the staff, the researcher noted that

there was very little communication between the students themselves. For example. during the

laboratory sessions there was limited interaction between the students. Very few of the students

appeared to know other members of their cohort. The fact that the researcher overheard two students

talking after session 37 and make reference to 'that girl' (see page 157). suggests that the cohort do

not know each others' names and that the SSES student cohort is not a close knit community. This

made it relatively easy for the researcher to adopt her 'fly on the wall' ethnographer role in the L&T

sessions, without any disturbance to or from the students (page 95).
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The students in focus
group 1 feel that there
was a lack of
community between
their student cohort:

H exemplifies the
negative impact a lack
of community can have
on the student
experience:

JL: I guess it is uni, it's not school, so it's up to us to go out there and make
friends, but it's hard in a room of250 people to makefriends

H: Yeah that's when I think it is importantfor the lecturers to do that, because my
sister she's in Nottingham Trent doing like sport and nutrition or something and

their lectures said like, 'oh, we '/I a/l do this', and they '/I all meet up in the cafeteria
or something and all get together and they al/ go out on like Christmas nights out

and stufflike that, but I've never heard anything like that on this course
JL: All my friends go on course nights out and stuff, and I think that's really nice,
because obviously we're not friends with a million people on our course, but there
are loads of people that we talk to and we get on really well with. and know we

could be goodfriends ifwe socialised outside
A: Because you can't really socialise in the lecture

JL: But the course reps, I couldn't tell you anything they do, I've heard their name
infirst year probably once, and they could have changed since then, I don't know
A: I've got a friend, she does English and media or something, but every week
there's different things, there's like poetry nights, and they have pub quizzes but

course ones, for the firstfew weeks' it was all get to know each other sort of things,
and we didn't have anything

R: My friend at Leeds, on the second week went on residential to the Lake District
and did all these outdoor activities and stayed together for the whole week and

forged with people straight away
A: Yeah my friend's gone on a weekend away

JL: That was the course reps chance to make it a cool group who can go do stuff
together, but now it'sjust way past the point nobody cares now 1.1214.1287

H: I understand obviously that studying is the most important part, but ifyou
don't know people, like I don't, I've really struggled in uni

R: And you struggle in stufflike group work, because you don't know anyone
H: Yeah exactly, I've really struggled through uni and it's because obviously

everyone's like, 'move away, move away, because you want to get awayfrom your
parents " but I think that it's really important, because you make friends, whereas I
wasn 'tforced into that situation, I had my mates at home, and then / came to uni
because I had to, which is how I stillfeel, I stillfeel that I have to.I don 'twant to

RESEARCHER: So what would have made it easier for you?
H: Knowing people and other people being in the same situation, obviously
everyone's in the same situation, but I lived here and / had three mates on the

course, and they've all dropped out and I was like, 'oh, I don't know what to do "
and I really struggled with the work, and there's only so much that like my dad can
help me with, cause he doesn't know anything about it, and I just felt like an idiot
going to tutors and saying, 'I don't understand', because everyone else did, and /
just used to think they'd say, 'well, why have you done the course then?' 1.1289.1310

According to Astin (1997) and Hill et al. (2003), the most significant factor in student academic

success is student involvement fostered by student/staff interactions and student/students interactions.

The lack of SSES community does not reflect or encourage the world of work requirements, since it is

important that graduates fit into the workplace team and effectively communicate and work

interpersonally (as demonstrated on pages 61 and 123).

3.6.3.4 Reasons behind the lack o/dialogue
A Lack 0/ Community

A potential reason for the lack of dialogue between students and staff may be due to a lack of

community within the SSES:
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R: In first year the course is so big, you feel like they're
just packing it with students because they must get money

per student or something
M' There was like 300 people infirst year

R: And you don 'tget any contact time with lecturers, you
felt like the lecturers didn't even know who you were, just
like a dot in a sea of students, just get no attention 1.1116-

1124

R: Everyone on a sports course at other unis has a uni
tracksuit, you know they're on a sports course, whereas
would you know anyone of us was on a sports course at

the moment? 1.1825-1827

R: First and second year I felt like the uni didn't
care, because all they cared about was the

masters and the PhDs and the third years and the
dissertations

H: All the people that are on scholarships, I
noticed that a lot, they used to just absolutely love

them
R: In first year they just literally didn't care, but I
think in first year that's why they gave us so much
group work, because they didn't want to mark so

much work 1.1351-1366

A: In first and second year you get given the
lecturers that nobody really wants 2.983-984

These findings reflect those from (James et al. 2010: 5), which demonstrated that, "student-teaching

interaction appears impersonal and distant for many students ". Students surveyed by James et at.

(2010) did not perceive staff to know their names or have interest in their progress. As Bowles (2011)

stated, "it is hard tofeel authentically engaged with your learning if your lecturers do not know your

name". The 'sleeping', 'arrive late, pack away early' and 'attendance' cultures, along with the fact

that students talk about 'drunken', 'negative', 'unprepared, unaware' topics, and play on their mobiles

during L&T sessions, suggests that community is not present within the ASS modules. The

researcher's reflections below demonstrate that the researcher perceived a lack of community to have

impacted on the students' disengagement within guest lecture 56:

At approximately IO.IOam, 55minutes into the 1. 5 minute session, three people hW rows i
[ront of me were whispering to each other. 1found it very distracting, and also felt that if wa

de and disrespectfid towards the guest lecturer. 1 felt embarrassed and bad for the guest
This demonstrates that students lack a sense of community, ownership and involvement in thei
ourse - the students obviously did not have any compassion for the guest and were no

worried thatth are otentiall representin the SSES in a bad light

t approximately JO.25am, 1.10 minutes into the session, and 5 minutes towards the end.
oticed a male student sitting in front of me playing on his phone. I heard a 'clicking' sound t

my right. and looked around to see one male and one female student also playing on the;
obile phones. I found it surprising that the students were being so rude. I also thought that t

was a shame that the students were obviously not fully engaged in such an interesting an
informative session. I felt that the difference between the students' attitude and my own wa
because I have ownership and did not want to appear rude and not involved in front 0 th
gu_estlecturer, and more i ortantl the member of SSES stall/acilitating the session

The guest lecturer. who was a Sports Science lecturer from another UK university. seeme
surprised by students' lack of engagement when he asked questions. This suggested that he
not used to the lack and enga ement and community demonstrated by the SSES students

Furthermore, the fact that the member of staff in session 37 introduced himself to tudent at the

beginning of his lecture, and that K from focus group 2 exclaimed, '1 have never heard of these

people!' 3.1345, when the other students in group 2 were naming their personal tutors, highlight that

students do not know the SSES staff. The lack of community means that students do not have an

identity within their course and therefore do not feel any involvement, ownership or accountablility.

They do not 'feel bad' for members of staff, because they do not know the members of taff and

members of staff do not know them. They do not feel like they are letting anyone down or

representing themselves in a bad light if they do not engage in L&T sessions. For example, the
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students in the physiology laboratory did not appear to feel any compassion for the member of staff

desperately trying to make to lab session work (page 116). Increasing the sense of community within

the SSES and the engagement and dialogue between staff and students will enhance students'

perceptions of involvement, ownership and loyality regarding their course, which in turn will enhance

students accountability and engagement. The students felt that they were more involved with their

university environment in their third year than their first and second years of university, where they

felt like 'nobodies':

R: I like the course this year,
because I feel like you get attention,
I feel like you get help, I feel like
people care about you doing well,

and it's what you want to do
because you choose your modules,
you choose your pathway, and I feel
like the last two years were really

different to year 1.1686-1689

R: This year is better, because we
get to do a dissertation and stuff so
you have more contact with the
tutors and you get more help and
stuffin the third year 1.1114-1116

JL: I just feel like until this year
we were jus/like .... R: Nobodies

1.1126-1128

A: I think in third year they do
care more 2.983

D: I rarely went and saw the
staff in first year for meetings

and stuff, but then as its gone on,
I've thought, 'I'll get me

money's worth here', so I've
been nagging them/or the last
year pretty much D.1398-1402

JF: We've booked our own lab times,
which I think I feel more comfortable
doing as a third year, but as a second
year I would have never just booked a
lab session, [ would have felt like [ was
intruding or something, where as now I
feel more justified in doing it and I'm

happy to do it
S: Yeah in third year everything seems
more relevant and you're more in touch
with it, where as in second year you just
don't really know about it al/, and even

how to book the lab or anything,
because they don't tell you that until

thirdyear 3.1563-1579

In the above quotations, the subjects' reported that they received more 'help', 'care' and 'attention' in

their third year. Such provision needs to be provided throughout the duration of the degree course.

Focus group 1 exemplified through the following scenario how engagement between staff and

students and feeling involved with their HE community can have a positive impact on students. Focus

group 1 undertook the application process for a placement at a rugby club, which involved a

presentation and an interview. After the event, the group were told that they did not get the placement

due of their gender:

JL: The lecturer was like, 'I really wish you had of come and seen me before, because [probably would have
said don't bother applying/or the rugby one', because he obviously knows the competition on the course, and

he knows the guys that have done it before 1.2598-2602

R: Did we tell you when we went to that Sale Sharks interview? We didn't get it, they didn '1just say you didn't
gel it because you're girls, but they were like, 'well, you know ...

A: It's not appropriate
R: Which if [ was going to pick someone who best fitted in a male group

H: Yeh I wouldn't pick girls
M' I'd pick a group of rugby players over us five little tiny girls 2.3078-3094

Despite the group 1 being generally negative towards their course throughout the focus groups, the

group were surprisingly content when discussing the fact that they did not get the rugby placement. It

appeared that this was due to the fact that the SSES staff member who was the academic contact for

the placement took the time to discuss and explain the situation with the group. The engagement with

the member of staff increased ownership and involvement, and an explanation ensured that the group

were understanding and fully aware of the situation.
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The world renowned SSES status

As mentioned previously, the SSES staff are 'world experts' within their discipline areas (see page

128). During the immersion, the researcher noticed that a lot of the references appearing on the L&T

materials (e.g. lecture slides and handouts) were names of the SSES staff. At the open day attended by

the researcher, the SSES director stated that there were 42 academics within the SSES. This large staff

cohort combined with the fact that the staff are world renowned in their areas of expertise and

conducting internationally respected research in world class facilities, may cause the students to feel

alienated from them. Students may be intimidated by the world class research status of the institute,

the facilities and its staff, meaning that the SSES has to do more than other Sports Science

departments to merge the student and staff boundaries and community.

3.6.3.5 What more can be done?

The students feel that smaller L&T sessions can help to overcome some of the present issues that exist

within the SSES:

JL: More seminars,
practicals, and labs
M' And especially in
first year when the
classes are huge, that
would definitely help

2.3666-3669

EG: There's only like 15of us in my socioeconomics class, and I really enjoy
that class, because it'sjust like being hack at school, and you don 'tfeel much

pressure
K: And you know everyone 3.1012.1016

Graduates in research by Lexmond and Bradley (2010) who had experienced
more seminar orientated L&T sessions as opposed to lecture orientated teaching
were more satisfied. EI Ansari (2002) found that students valued seminars small

enough for them all to contribute.

As mentioned, group 1 attributed a lack of engagement in lab sessions to be due to large class sizes

(page 118). A member of staff at SAD stated, 'the big problem for the SSES programme is that it has

got too big'. The 'lack of focus and engagement' and 'a lack of dialogue between staff and students'

cultures could be due to the large cohorts and large lecture theatres negatively impacting on the

students' sense of community, involvement, ownership and accountability. The manners in which the

students' perceived smaller L&T sessions would help to overcome the current staff and student

dialogue issues are exemplified below:

171



Can enhance a
sense of
community
and dialogue:

D: Lecturers are a bit unapproachable, a bit scary to first year students, maybe if we had seminars and
tutorials where its lower numbers, that might have disappeared a little bit sooner, because I know in third year
most people are comfortable around lecturers, but you're nearly finished by the time that happens, whereas if
you can get that in first year it might help towards your degree 0.1386-139S

K: I wish we had more smaller group sessions because I don't like speaking in huge rooms, like in first year
there's hundreds of people, and you don't really want to speak in front of everyone, so it would be nice to
separate everyone down a bit sometimes 3.991.994

Can enhance
learning:

Create
accountability:

Develop
students'
ability to ask
and answer
questions in
L&T sessions
and a group
setting:

S: We've got two biomechanics ones and there's about IS of us, and it's so much easier to interact, and the
lecturer knows everyone, and I learn so much more from that, and it's just a lot better to have smaller classes
3.1021·102S

R: My friend does this course in Leeds met, and they're split up into three groups and they have their
lecturers, seminars, practical's within their groups, so although you don't know the people in the other
groups, you get to know people dead well, you're more engaged with the lecturers, ours is just vast 2.986-991

JL: I think seminars would definitely be the best way, it just helps you get to know everyone better, because
even when we did that muscle metabolism assignment this year, you had to do the practical in a group where
you didn't know people, and it's harder because you don't know people, whereas if you could have worked in
seminars before, you could have met the people before 2.3S82.3607

A: We get told something in the lecture, and then we're supposed to go home and read on it, whereas if we
were to go to the lecture and told about it, and then go to the seminar, so then when you're hearing it again
it's like you then know it, you understand it M: Then you will go and do the reading before the seminar 2.3673.

3679

K: They want you to go and do your own reading, but you get a lecture and then of you go, there's no added
help, you've just got to go and do it, which I know that's what uni is about, but sometimes it's nice to have a
bit ofsmaller ..... .1F: Yeah especially if you're struggling or you don't really understand, just doing more
reading on the subject doesn't always help, it can make you more confused at times EG: Sometimes they
don't follow up things, they'll just give you the lecture and then they won't talk about it again 3.104O.IOSO

JF: A few of the lads I live with do business and they have regular seminars, like once a week, and it will be a
group of 10 or 12 sat down with the lecturer, and they say that that's when they learn the most, just in small
groups having a discussion, and they said that that's really beneficial to them D: You've got to be prepared
for that haven't you EG: Some people have tutorials as well where they'll get given some work based on the
lecture, and then they'll have to do it, and you can ask if you don't understand what you are doing K: And
work books some courses get, so they just work through the work book after the lecture 3.996-1010

D: Itwas scaring you into doing the work, because there were only six of us there it made the chance of you
being asked a question much higher, so you had to know the stuff, so he sent us quite a bit out to read before,
and then we went down and he went into more detail, I learned a lot from the two that he did D.1375.1379

JL: It almost puts you under pressure to learn it, because I read that email and I was straight on the phone to R
like, 'oh my god, I forgot we had those seminars, I need to do work for it', but ifit was just a lecture I'd be
like, 'well, maybe I'll just hope he doesn't pick on me', and in a lecture you can just be like, 'I don't know',
and get out of it, whereas in a seminar, well, because I've never been to one, I'm like, 'oh god, I'm going to
have to learn everything' A: In case he asks questions 1.2030-2038

JL: People don't really miss labs because what you miss in a lab you can't really get back, where a lot of
people miss lectures and they're like, 'whatever, we'll read the blackboard slides' 1.1844.1851

JL: If they said, 'you're going to have a lab on this in a week's time', you'd be like 'oh ok, I've got a lab that I
need to go in' M: Because no one bothers to go do the reading, whereas if you had to have a seminar next
week and you had to get questioned, you'd do the reading, because you wouldn't want to look stupid 2.36111.3687

R: For that first seminar that none of us went to, 'because it's not on the exam, and we've got other stutT to
do', whereas if your seminar was marked on, everyone would tum up for a start, no one would miss it, and
you'd do background reading, and that's the way you learn 2.3609.3613

As demonstrated on page 132, students referred to 'hiding behind coursework', Enhancing the community
between statT and students will increase the chance that the students will be familiar with the member of staff
marking their work, which will increase accountability and decrease the ability to 'hide behind coursework'.

R: Not everyone is confident to speak up in front of other people, but say you got assessed on your
contribution and how much background reading you'd done, everyone would make more of an effort, people

<would get more confident at speaking, and you'd have to do some background reading so you'd learn, rather
than, 'only in exam conditions and in written coursework', not everyone's good at that 2.1574.JSKO

H: Ifllearnt it and then he asked me a question I still wouldn't know because I'd just be so mortified that he'd
asked me in front of this big group that I'd just be like, 'I don't know', where really I do R: And the practice
of that is only by having them more; when you've had 10 you'll be more confident 1.2flo1O.2050

A member of statI at the statI away day stated, 'a lot of students work best with relatively small

groups' SAD.cc. As stated in the literature review, smaller cohorts foster a more inclusive environment,

and students learning is best nurtured through small, supportive groups that use interactive L&T,
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formative feedback and one to one engagement (page 15) (Harvey, cited in Cunnane 2012, Wilson

and Tong 2009). The below researcher reflection highlights how the researcher felt more involved and

engaged with the smaller class sized laboratory sessions than the large lectures during immersion in

the L&T sessions:

f{)uring the lao sessions, I foun myself engaged in the questions the lecturer asked the students
instead of thinking about my own research aims, which was my usual focus when attending L&
essions. I wondered whether this involvement in the session was a result of a more intimat
etling; l was not able to adopt my 'fly on the wall' role and 'blend in ' at the back of the lectun
theatre. In this same manner, students would not be able to sit playing with their mobile phone
or falling asleep in a session like this. Do smaller OlfES create an increased involvement,
ownershi nd en agement in students.

The member of staff in session 40 revealed how smaller L&T sessions would be desirable:

1 would much rather work with 6 or 7 of you, rather than 150-160 of you, because it's much easier 10 get
discussion, points across, clarification all these things that effect communication it's much easier to build up
empathy with you when it's a small confined group, it would be brilliant, but clearly it's never possible in

university education 40

A member of staff at the staff away day told the researcher how he enjoyed teaching on the

postgraduate taught courses, because: 'you can give one to ones because of the smaller class numbers;

you can't do this with large cohorts '. He went on to say: 'and at masters there is something different

about the students, for example, they meet in the pub to discuss their work'. This difference in the

students may be due to the increased contact with staff creating a sense of community, causing

students to feel more accountability, involvement and ownership with their course, which in turn

results in engagement. Furthermore, Larson (2000) proposes that small group work is crucial in

preparing student for post HE, including the development of students' ability to talk to others outside

of the classroom, cope with new challenges, and identify links between HE and the world of work.

3.6.4 Student Engagement: Summary

This section aimed to provide an investigation of issues of engagement through an exploration of the

student culture within the L&T environment in order to better understand students' attitude and

perceptions in relation to the opportunities provided. The researcher highlighted three culture that

detrimentally impacted on student engagement with the opportunities provided by the SS S. The

recommendations for overcoming such cultures are summarised below:

The 'Lack of Focus and Engagement in L&T Sessions' Culture

Within the L&T sessions, there was a lack of focus and engagement amongst the student in relation

to the opportunities being provided. This was exemplified in the following ways:

Mobile Phone usage

Talking

The 'Sleeping' Culture

The 'Arrive Late, Pack Away Early' Culture
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The 'Blackboard Backup' Culture

The 'Attendance' Culture

Students need to be made accountable and aware of the 'need' to engage with the opportunities

provided. There needs to be an increased sense of involvement, community and ownership within the

students' culture. This will result in an increase in students' focus and engagement with opportunities,

and a decrease in mobile phone usage, talking, and the 'sleeping', 'arrive late, pack away early',

'blackboard backup' and 'attendance' cultures that currently exist within the SSES.

tAccountability + t Ownership,
involvement

andcommunity -- t Focusand
engagementin
opportunities

The Assessment Driven Culture

The SSES L&T culture is assessment driven, whereby students do what they need, when they need it.

Assessment justifies attendance and effort. This culture prevents students from being prepared for post

HE. The assessment driven culture should be utilised to engage students with preparing for post HE by

creating a sense of accountability. Students need to be prepared for the requirements of the world of

work. Learning outcomes need to be aligned to the world of work requirements, and students can start

'learning to drive' whilst they are at university. Students need to be made aware of the importance of

the intended learning outcomes in order to perceive a 'need' to engage. Enhancing accountability

enhances engagement. A sense of accountability created through the assessment driven culture can

help to overcome attendance and engagement issues.

The' A Lack of Dialogue between the Staff and Students' Culture

Despite the apparent best efforts of staff to encourage dialogue, there was a lack of engagement

between students and staff, both within and outside of the L&T sessions. There is a need for a greater

dialogue between staff and students from the beginning of the students' degree courses, and a need for

enhancing students' involvement and engagement with their university environment. A better

established support network can help to enhance engagement between the staff and students and the

community within the SSES (see page 108). Smaller sized L&T sessions (laboratories, practical,

seminars, tutorials, tutor time) can help overcome some of the present issues within the SSES: they can

enhance a sense of community and dialogue between the statT and the students, and amongst the

students themselves; enhance accountability, especially if students have to prepare for the sessions and

if the sessions are marked on attendance and contribution; develop students' ability to ask and answer

questions in L&T sessions, which in turn develops students confidence and ability to communicate in a

group environment; and finally, but most importantly, smaller L&T sessions can enhance learning.
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Chapter 4: Phase 2, part 2

Phase I
,

Interviews with alumni from the SSES.

Part 1 involved participant observation within
the SSES student L&T environment and

culture.

Phase 3

Interviews with immediate graduates.
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4.1 Placement & Reflection

According to the ASS3 Module Handbook 10/11 (appendix 14), the ASS3 module aims 'to provide

students with the opportunity to develop and reflect on applied practice skills by engagement in a

work related learning project' (ASS3 Module Handbook 10/11: 2). The member of staff in sessions

49 and 27 stated that the ASS3 module was 'about two main things ':

One is to give you an opportunity to engage in some work related activity, hopefully in an area that you are
interested in going in to when you graduate and canfollow on in your career, and we're also interested in
trying to get you to think about what you're doing on your placement and maximise the learning, and the

process that we use to do that is reflection.

At the end of the ASS3 module, the students engage in a placement:

The key concept in this module is the engagement in and reflectian on sports science support as part of a small
student group (4-5 students per group) (ASS3Module Handbook10/11: 8, appendix 14).

The assessment for the placement is a reflective essay, which focuses on students learning from their

placement experience, in order to develop their ability to perform effectively in the work place. Since

the main focus and end outcome of the ASS modules was the engagement in and reflection on a

placement (see Figure 5), the researcher decided that the placement and accompanying reflective

essay required investigation. Furthermore, after immersion within the students' ASS level 3, 4 and 5

L&T culture, the researcher felt that she had a good understanding of the students' L&T experience

and ample opportunity to observe the students within their university L&T environment. The

researcher did not, however, gain sufficient opportunity to converse with the students about their

perceptions of their course, and preparation for their post HE lives. The researcher wanted to gain

more insight into students' perceptions of the ways the SSES has incorporated preparing students for

the world of work into the curriculum, addressing overarching research programme aim 'b':

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

The researcher addressed this aim from the perspective of the ASS3 placement and reflective

assessment, and from the perspective of the general L&T methods and opportunities that students

experienced over the duration of their course. Phase 2 part 2 focuses on the presentation of findings

regarding the ASS3 placements and reflective assessment, since phase 2 part 1presented the findings

regarding general L&T methods and opportunities experienced by the focus group students. The

researcher envisaged that phase 2 part 2 would also further contribute to overarching research aim

'c':

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.
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4.1.1 Data collection methods

The researcher wanted to gain more insight into the students' culture within the SSES, and understand

more about students' perceptions of their university experience and how it impacted on preparing

them for their post HE lives. For that, the researcher needed the opportunity to probe deeper into the

students' perceptions, understandings and expectations, as this was not a possibility when the

researcher was immersed in the L&T environment. Ethnography pursues what people actually do, and

is orientated around observable events. What people 'think' and 'feel' requires interviewing

(Silverman 2001). Krane and Baird (2005) stated that group interviews (termed focus groups) can be

used to further explore findings that have emerged from observations. The researcher therefore

decided to utilise focus groups to explore the students' culture and their perceptions. Focus groups can

provide insight into the student culture, due to students conversing, interacting, influencing and

sharing with one another, just as they would in their world (Ritchie and Lewis 2003). Focus groups

are beneficial in situations where the interactions between the participants will result in better

information than can be provided through in depth interviews alone (Creswell 2007). Focus groups

reflect social factors that are important in the way individuals perceive, experience and understand the

world around them (Ritchie and Lewis 2003). Focus groups are also beneficial because interaction

between individuals', who share similar experiences, can encourage self-disclosure and lessen the

anxiety that can accompany individual interviews (Fontana and Frey 2000).

The focus groups allowed for the cross checking of the findings from the ethnographic immersion

back onto the students, by gaining students' perceptions on the issues that arose from the L&T

culture. The focus groups were required in order to understand and explore the meanings and ideas

behind the behaviours and practices observed in the L&T culture. Accounting for the trustworthiness

criteria 'the triangulation of methods' (immersion in the L&T culture, observation, informal

conversations and focus groups) allowed for the development of a richer representation of what goes

on in the 'students' world' (see page 28) (Denzin 1994). The focus groups provided the opportunity to

triangulate the findings within phase 2 of this research programme (methodological triangulation), but

also between phases 1,2 and 3 of the research programme (data triangulation), further accounting for

the trustworthiness criteria (Denzin and Lincoln 2000).

4.1.2 Subjects

Homogeneous sampling involves choosing participants who are alike is consider useful when

conducting focus groups, because individuals are generally more comfortable sharing their thoughts

and ideas with individuals who they perceive to be similar to themselves (Patton 2002). Homogenous

sampling was employed to ensure that the volunteers included in this research study were:

Students enrolled on the Applied Sports Science 3 module (ASS3)

Completing a placement (either external or internal to the university) as part of ASS3
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Had the intention of completing the placement report for ASS3

A recruitment email with details about the research study was sent to all 151 of the students enrolled

on ASS3 (appendix 18). Participant information was attached to the email (appendix 19). Volunteers

were required to take part in the research study in their final semester of their final year at university.

Due to this being a critical point in the students' university lives, when students' spending time on

their academic work is of uppermost priority, it was important to ensure that the time that students

gave to volunteer for this research study was made worthwhile. The students were informed that

volunteers would receive £150 for participating in the research study. It was also considered that the

money incentive for attending the focus groups would help to minimise dropout rates for the post

placement focus groups. Those who wanted to volunteer for the research study were required to

respond to the email, providing the following details:

Name

Age

Degree route way

Placement details

Twenty four students volunteered to take part in the research study. It was considered important to try

and represent the range of different placement options and degree pathways that are available to

students undergoing the ASS3 when selecting from the volunteers.

Many group projects will have a mono-disciplinary theme (psychology, physiology, biomechanics or
development and economics) (ASS3 Module Handbook lOll 1:8, appendix 14).

Twelve students were chosen. Details of the twelve students are represented in Table 17.

Table 17:Key demographic information of the focus group participants
Group Pseudonym Age Degree route way Gender Placement detailsNumber

1 A 21 Physiology Female Nutrition, Swimming Club

1 JL 21 Physiology Female Nutrition, Swimming Club

1 M 21 Physiology Female Nutrition, Swimming Club

R 21 Physiology Female Nutrition, Swimming Club

1 H 21 Physiology Female Nutrition, Swimming Club

2 K 21 Psychology Female Psychology, Ski Centre

2 C 22 Physiology Male Nutrition, Rowing Club

2 EM 21 Biomechanics Female Biomechanics, UMU

2 JF 24 Physiology Male S&C, Swimming Club

2 S 20 Biomechanics Female Biomechanics, UMU

2 EG 20 Physiology Female Sports Marketing, PR agency

2 D 21 Psychology Male Performance Analysis, Prozone
(individual placement)
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Table 17 presents the pseudonym, age, degree route way, gender and placement details for each of the

participating students. Table 17 also highlights a group number for each of the students. As

highlighted, the twelve students were split into two groups. Each of the students' names have been

replaced with a pseudonym for the purpose of this research study in order to protect the anonymity of

the students. Placement details included the discipline the students undertook on their placement (for

example, nutrition, psychology) and where the placement took place (for example, swimming club,

PR agency). Group 1 consisted of five girls who were all in the same placement group. Group 2

consisted of three males, and four females. EM and S were in the same placement group. D was on an

individual placement, so was not part of a placement group. The other four students did not have any

members of their placement groups within group 2. EM and S were the only students who completed

an internal placement, which involved SSES based work related learning within University premises

led by JMU staff (ASS3 Module Handbook 10/11: 8, appendix 14). The rest of the students were

involved in external placements, which involved working on a project with a client group based

outside of the University (ASS3 Module Handbook 10/11: 8, appendix 14).

The researcher intended to recruit students on an individual basis and not as a part of their placement

group. However, when the leader for group 1 (A) replied to the recruitment email volunteering on

behalf of the group for the research study, it was decided that having one focus group who were a

placement group, and one focus group who were a group of individuals, would provide an interesting

contrast. This proved to be beneficial since the subjects in group 1 were friends who were familiar

with each other and were therefore comfortable discussing their perceptions with one another. As a

result, focus group 1 produced a rich set of data.

4.1.3 Measurements - The Focus Group Guides

Three focus group guides were created for this research study. The guides were designed and utilised

in the same manner as described in the alumni study (see page 35). The first guide was used for the

pre placement focus groups with group 1 and group 2 (appendix 20). The questions were informed by

the outcomes of the other research that has been conducted as part of this research programme (phase

1, 2 and 3, see Figure 2), the ASS3 evaluation that had been conducted within the SSES, and other

literature (CETL AfL 2008). Questions for the pre-placement focus groups were constructed under

two different themes (Table 18).

Table 18: Summation of the pre-placement focus group guide
Theme 1:

The questions in theme 1 aimed to identify students' perceptions, preparation,
understanding and expectations regarding the ASS3 placement and the reflective

assessment.
Theme 2:

Explore students' perceptions and understandings of the assessment, feedback and L&T
methods that they have experienced over the duration of their course, in relation to

promoting effective learning, and preparing students for the working world.
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The focus group guide was designed to address the aims of the research study, by determining:

• Students' confidence, awareness and preparedness regarding the placement and assessment.

• Students' perceptions, expectations, aspirations and concerns for their placements and the

accompanying assessment.

• What more could be done in order to enhance the placements and the accompanying

assessment, from the perspective of the students.

• Students' perceptions of the different types of assessment, feedback and L&T methods that

they experienced during their time at university.

• Insight into students' perceptions of the opportunities provided by the SSES.

For the post-placement focus groups, two individual guides were created for both group 1 and 2 based

on the outcomes of the pre-placement focus groups (appendix 21 and appendix 22 respectively).

However, both guides were based around the same core themes of questions (Table 19).

Table 19: Summation of the post-placement focus group guides
Did the placements meet students' expectations?

Was the reflective assessment beneficial?
What attributes were required of students during their placements?
How can the SSES better prepare students for the world of work?

The guide was created in order to address the aims of this research study through:

• Determining how successful the placements were, and if the students' expectations and

aspirations were met.

• Identifying how effective the reflective assessment was in developing students' ability to

evaluate their performance in the applied placement setting.

• Determining what personal attributes, skills and traits the workplace required of the students,

and did the students feel confident or concerned in their ability to provide such qualities.

• Identifying whether the placement experience make students feel anymore prepared for their

post HE lives?

• Determining how the SSES can assess students in order to better prepare them for the

working world, and help to minimise any concerns that they may have about their post HE

lives?

4.1.4 Procedure

Each of the groups underwent two focus groups; one before and one after the placement experience. A

date for the pre-placement focus group was set at the convenience of the participants and arranged

over email. A provisional date for the post-placement focus groups was suggested at the end of the

pre-placement focus groups based on the convenience of the students and finalised over email. It was

considered to be of paramount importance to organise the meetings based on the needs of the students,

since they were in their final semester of their final year at university, and therefore at a critical point
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in their courses where their work was the uppermost priority. D did not attend the post placement

focus group as part of group 2. He was instead interviewed separately. The focus groups were held in

a boardroom in the SSES. The interview with D was held in a reading room in the SSES. It was

ensured that these locations were quiet and private, and yet comfortable and familiar to the students.

The physical arrangement of the boardroom was prepared with the intention of facilitating discussion

(Ritchie and Lewis 2003). A table with a Dictaphone and a jug of water with glasses was in the

middle of the room. Chairs were positioned evenly around the table. It was ensured that the researcher

could be situated as part of the group of students in an attempt to make each of the students feel that

they were 'collaborators' in the research process, as opposed to 'subjects' being interviewed by the

'researcher' (Maykut and Morehouse 1994). The researcher felt that placing the students in such a

position of power would assist them in being able to talk openly about their perceptions and

experiences (Mishler 1986), accounting for the 'tactics to help ensure honesty in informants'

trustworthiness criteria (see page 28). That fact that the researcher did not study for their Sports

Science degree at the SSES assisted the researcher in being able to place the alumni in a position of

power, as exemplified in the below extracts:

I studied Sports Science, but not at UMU, part of my research is to get a better understanding of the
undergraduate courses here, which is what I am hoping you can tell me about ......

I didn 'I have 10 do any reflection as part of my course, so I don't really understand what it is, can you lell me
what you have to do?

During focus groups, the subjects control the direction and content of the discussions, diffusing power

between the researcher and the subjects (Wilkinson 1999). Wilkinson (1999) suggested that for this

reason, higher quality data may be produced from focus group than individual interviews (Krane and

Baird 2005). The below quotation from focus group 1 subjects demonstrates this shift in power:

R: I think you're probably more honest in a group, because a one on one interview, especially with someone
you've never met, is more daunting, so you feel more official, I wouldfeellike I couldn't say things 2.4172-4178

A video camera on a stand was at the back of the room directly behind where the researcher was

sitting. All of the focus groups and the interview were completed in one session. The focus groups

were facilitated by the named researcher. The focus groups were recorded using a digital voice

recorder and a video recorder. Video recordings provided the researcher with the option to refer to the

visual interactions within the groups if required. The interview with D was Dictaphone recorded.

Dictaphone and video recordings were stored on a password protected computer in the possession of

the named researcher. The dates and the duration of the meetings are presented below in Table 20.
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Table20:The dates that the focusgroupand interviewtookplace,alongsidethedurationof themeetings
Preplacementfocusgroups

Group 1- 7/1/2011 (2 hours27 minutes)
Group2 -10/1/2011 (2 hours 10minutes)

Postplacementfocusgroups
Group 1- 4/4/2011 (3 hours20minutes)
Group2 - 11412011(2 hours00minutes)

D interview
714/2011 (1 hour7minutes)

Informed consent was obtained from all of the students at the beginning of the pre placement focus

group, after ensuring that the students understood the purpose of the research study (appendix 5).

Informed consent forms were stored in a locked filing cabinet in the possession of the researcher. It

was ensured that the students understood that they had to attend both of the focus group in order to

receive the £150. The students were informed that there was some structure to the content that was

going to be discussed during the focus groups, and that the students were free to define issues for

discussion. From the beginning of the interview the alumni were encouraged to be truthful (Shenton

2004). It was stressed to the students that there is no right or wrong answer, and that they should

answer the questions based on their own feelings and be as honest as possible. Being supportive and

reassuring in this manner can help any of the students who are contending in a self-efficacy manner

that they have nothing important to say (Bogdan and Biklen 2007). As previously mentioned (page

27), the fact that the researcher was a recent Sports Science graduate meant that the students were able

to relate to the researcher, establishing rapport between the students and the researcher and assisting

the students in feeling comfortable disclosing information about their perceptions and experiences

(Creswell and Miller 2000). Probing questions were used in the focus group in the same manner they

were used in the interviews with the alumni, to elicit elaboration and clarification (see page 38). The

students were assured that anything that they say would remain anonymous, and students were asked

to keep confidential the discussed content of the focus group meetings.

4.1.5 Data Analysis Procedures

Content analysis was used to analyse the qualitative data gathered from phase 2 part 2. Content

analysis is defined on page 38. Below is a summary of the procedure used to analyse the focus groups

and interview data.

1. The focus groups and interview were transcribed verbatim. Line and page numbers were

included. A blank space was left down the right hand side of the transcriptions to allow for

note taking.

2. The researcher printed out single paged copies of the transcripts, in order to manually analyse

the data.

3. The analysis was conducted around the themes and questions that formed the basis of the

focus group discussions, as represented in the focus group guides (tables 18 and 19).
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4. The researcher read through the transcriptions highlighting any extracts or quotes that related

to the themes in the focus group guides. There was flexibility for new themes to emerge

inductively from the transcribed data. Extracts and quotes that presented any new themes of

interest were subsequently incorporated.

5. The researcher then moved from analysing manually to analysing in Microsoft Word. The

line and page numbers on the hard copies of the transcriptions assisted the researcher in

locating the desired extracts and quotes in the Word version of the transcriptions, so that they

could be copied and pasted into a new Word file.

6. The extracts and quotes where then clustered together with other related extracts and quotes,

creating units of similar meaning.

7. The researcher then incorporated their interpretations alongside the extracts and quotes.

8. The 'member checking' trustworthiness criteria that was outlined in phase 1 (page 39) was

utilised to check to accuracy of the data from the interview with D (Shenton 2004). D was

sent the same email as the phase 1 alumni with his interview transcript attached (appendix 7).

D replied to the member checking email stating that 'all seems good to me', in reference to

the content of his interview transcript.

9. The trustworthiness criteria 'analyst triangulation' was conducted with one set of the focus

groups. The NTF project coordinator analysed pre and post-placement transcriptions for focus

group 1 (see appendix 23 for the project coordinators triangulation notes). The researcher and

the project coordinator then discussed and compared their interpretations and key findings.

This process ensured the researcher that the analysis and interpretations of the research

findings were credible.

4.1.6 Presentation of the Data

As previously stated, phase 2 part 2 will focus on the presentation of the findings regarding students'

perceptions regarding the ASS3 placements and reflective assessment, since phase 2 part I presented

the findings regarding students' perceptions of the general L&T methods and opportunities

experienced by the focus group students. An overview of the aspects of the placement and reflective

assessment to be discussed is presented below:

Reflective
PracticePlacement ~ A Lack of

Awareness

Data regarding 'placements', 'reflective practice' and 'a lack of awareness' will each be discussed in

turn. The data from the focus groups and interview will be presented alongside interpretational

discussions from the researcher and input from any relevant literature. The data will also be

triangulated with data from part I of phase 2 and phase I of this research programme. In order to

account for 'the themes, thick description' trustworthiness criteria, a lot of extracts are used in the

presentation of the data in an attempt to represent the 'voice' of the students. This will allow the
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reader to make their own interpretations of the data and not have to assume the reliability of the

researchers' interpretations (Krane et al. 1997). The researcher endeavoured to highlight the range of

perceptions and experiences discussed by the students during the focus groups (Smith and Fletcher

2001). This will help to prevent an 'anecdotal approach', whereby only a limited range of subject

perceptions are presented, which would hinder the soundness of the research (Silverman 2001). The

students' pseudonyms are included in the presentation of the data, to allow the reader to identify the

corresponding student for the presented extracts and quotations (Table 17). The focus group

transcripts will be numbered 1-4. Extracts from D's individual interview will be tagged. Alongside a

tag for the transcript, line numbers are included after each extract, providing the reader with the

opportunity to refer to the transcriptions in the data authenticity file, and clarify the context of any

given extract as desired. This will further allow the reader to make their own interpretations of the

data.

4.2 Placement

Data related to the placements will be discussed under the following format:

4.2.1 Identify 4.2.2 Identify 4.2.3 Identify 4.2.4 Identify 4.2.5 Explore 4.2.6
the reasons Placement:what staff what the what the the world of behind non- Summaryenvisaged students students did placement beneficalstudents would hoped to gain gain requirements placementgain from their from their based on the experiences,placement placement students' and what moreexperiences experience experiences can be done
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According to the staff,
the placement would
provide students with
an 'opportunity to
sample career ideas': <'Testout' potential career path - see if you like ilu

To see whether certain environments are for you or not. whether you're
interested 491

~~.
il
Q,I ~!.!:~rQ,l
.!'l 1::;i> .. You don't get jobs without experience, the placement is a good5 e opportunity to get some concrete work experience which will impact on
~ j~________________YOUr CV and help you out when you start to apply for jobs 45lS 27

~ 1:1. Determine skill sets required in world of work 12

~ .!=
CI'.l-SCI'.l
-=&oaC)
...,J::
J.~
~~......
"!
"l!f'

Enhance CV 12

The placement will
provide students with
the 'added value'
required to compete in
the world of work:

Get some high level professional experience that you can talk about in
interviews and that you can put on CVs to give you that added value 49

The way that you use knowledge in practice is by using craft knowledge.
which you gain from experience, so level 3 is about giving you the
opportunity to engage in some work experience, it's an opportunity to apply
the high amount of knowledge that you've gained 27

The placement is an
opportunity for
students to apply the
knowledge that they
have developed over
their time at
university, and
develop 'craft
knowledge':

Craft knowledge cannot be taught, you develop it through the placement 15

At the end of your degree. you'll have oodles of professional knowledge,
you'll be able to write an essay about imagery, stress and anxiety, how the
respiratory system works, but what you won't have is craft knowledge, and
that's what the professional training part of your development is about. you
need to get out there and do the job. and yes you will make mistakes. yes it
will be challenging. yes you will have to deal with difficult people. but
you 've got to go and tackle these complicated realities of practice. you 've
got to do the job. and often those types of experiences are very hard to
document and capture but lie do it by engaging in reflective practice 48

EM' I want to do physio, so I thought something clinical would help me best with my

S f th tud t

~

application and things like that. rather than doing something like Sports
orne 0 e s en s B' hani h' h i l d

h d " dd d tomec amcs W IC ISn t as re ate 3 596-599ope to gain a e .
value' to help them JF: My placement is in the same career area I'd like to go into. so I thought it would
to progress into the improve my practical knowledge and also It would look good on my CV 3.627-629

world of work: D Ih d h cv.· I I' d h d: ope to gain somet ing good on your •you ve got actua app te an s on
experience 3.15-86

C: I wanted to see different career options. because I'm not really sure what I want to

<:be afterwards. so I wanted to see what the nutrition side would be like. and pick up
other areas of careers to see what I could go into 3.608-610

EG: I was thinking of doing marketing or primary teaching. but I think I want 10 do
teaching now. but it's still good to see the other side. because I could change my mind
at the end of this year. and then do something next year get some more experience. It
helps to clarify things 3.617-620
EG: I want to see what it's like to work in the actual surroundings of practical
experience, gelling hands on; I'm quite looking forward to it UK,B9

C and EO wanted to
sample career ideas:

R was aspiring to
learn and get some
insight into the
reality of being an
applied nutritionist
in the world of
work:

R: It depends whether they just let us go in and go. 'this is how you do a food diary "
we go awoy. analyse it and bring it back. because that 'sjust us using skills we 've

--- already got. which is good for practice, but I hope they show us, 'oh, this is how we
could have done it', or, 'this is what I do as part of nutrition '. so we learn more
about what actually happens, and not just what you think happens 1.916-921
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4.2.3 What the students gained from their placements

Data relating to what students gained will be discussed under the following themes:

Gained from the
Pre-Placement

Interview

Enhanced
Technical
Knowledge

Gained from
Working

Independently
Sampling of
Career Ideas

Confidence in
Knowledge (and
the ability to

'make a difference'
in the world of

work)

• Gained from the Pre-Placement Interview

As specified in the ASS3 Module Handbook (10/11: 5, appendix 14): 'a pre-placement interview will

be used to assess placement preparation and suitability of learning outcomes ',

The pre-placement
interview helped to
prepare and enlighten
group I for what they
can expect from
interview situations post
HE:

JL: Doing the interview for the
rugby club was so good R: That
was the first time in the whole of
uni where you presented to
someone other than your tutor, The ability to adapt and interact
because when you present to with a range of populations is a
(lecturer), you know what he's like, world of work requirement as
you know what he's going to be specified by the alumni (Table
like, you've got exapectations, 11). The extract to the left
whereas we 'd never even met those suggests that students are not
people, we'd never even seen them being adequately prepared for
before in our lives, so you go in this world of world requirement.
there having to be able to adapt to
how they are with you, which we'd
never done before in a way 2,2811.
2829

Group 1 described how they were not prepared for the interview questions they
received: M: Because they asked us questions, you have to think on the spot and
answer their questions using your scientific knowledge, which we hadn't really
done before, it was off the top of your head, like if they tutors were going to ask
you questions, you kind of knew what topic it would be on R: We prepared for
really science questions, they didn't ask us anything about that, they asked us
about like stuff to do with, 'how would you present information to children?', or
, 'how would you engage the families?' A: The questions he asked we could all
answer really well R: Yeah but it was a shock for the questions, because
basically the questions were completely different to what we expected 2,2831.21146

EG: The interview was quite good, I wos in the board room and there wos three
--- people behind the table, and it's quite daunting, but you're just put on the spot

so you've got to think of something ),167.169

S and EM expressed EM' Ours is a bit different, because we did an internal one, so we just
disappointment at not organised it like that, we didn't have to apply to any others, it's probably
getting an opportunity to simpler than everybody elses S: We actually wanted to apply to others, to have
be interviewed as part of --- an interview and try the experience, but (lecturer) said, 'there's no point
the application process wasting their time ' if we knew we weren't going to do it, because we thought
... thei I that's something that would help us, to give them our CVs and have the
ror elf p acement: interview, but he said it wasn't fair on the placement providers 3,141.159

The focus group students benefited from the pre-placement interviews which supports the suggestion

that interview scenarios could be utilised to assess and prepare students for the world of work (page

130).

EG also felt that the
interview process was
beneficial:
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• Enhanced Technical Knowledge

Some of the
students
reported
learning
technical
knowledge
from their
placement
experience:

JF described
how he
became

R: The placement helped me learn stuff about
nutrition better than the lecture or something 2.406-407

JL: It was quite good doing the food diaries and
stuff. because it made us learn things. you never
really sit down and learn your work until you need __
tofor your exams. but for the placement we were
like. 'we need to know this. in case they ask us
questions and stuff. so we learnt it more 2.187.192

JL describes how students do not learn
unless they perceive a need to, representing
the assessment driven culture within the
SSES. The placement created a sense of
accountability, which in tum, enhanced
learning. This reflects the 'toe the line'
world of work requirement discussed by the
alumni, whereby employees must do what is
required and be willing to learn based on the
schedule and demands of the employer and
the job (Table II, page 61). As articulated
by the SSES member of staff in session 30,
students need to feel accountable: if there
isn 't a demand to engage. then people won 't
do it. lack of accountability, lack of
engagement.

JF: We've done other things with (our supervisor).
sat down and learnt how to properly write a report
from initial analysis with an athlete. and basically
that's then the set standard you 'd use for any athlete.
so then [ can carry that forward in the future, and
basic session planning and things like that I've
learnt 4.848-856

EM- I gained a lot of understanding and knowledge from the placement S: Because in our gait
lectures we've been learning about all the theory behind it but we've never actually sat down and
done it from start to finish, even though it wos knackering and we found it hard, it wos good, and then
we sat down with (our supervisors) and went through what we thought and they told us what they
thought as well, which made us realise we did quite well on our own 4.381.393

S: We 've got an exam on gait and injury so we have to write an essay on
gait and it's helped to do the foil process, so write it down we'd just think,
'what did we do?' You get told it in the lectures, but it's good to actually
apply it yourself and learn from it, so in the exam we're more familiar to it
EM- [found it really useful, because if I look back on that module now and
look over my notes. [feel more confident going into the exam, but if [look
at some of my other modules. [feel a bit less confident, but [think it's
because I've been able to practice it and go over it in my head through this
placement, so it's definitely helped 4.80H26

Sand EM
described how the
experience of
practically

-- applying their
theoretical
knowledge
reinforced their
learning.

more
confident in JF: I've increased my coaching experience, especially working with the seniors, this is my first proper
his ability to -- go at coaching, so it's been really beneficial, and [feel a lot more confident at it now than [ did when
apply his we first started 4.856-866
knowledge
as a result of
his
placement:

• Gained from Working Independently

JF reported having to be able
to selfrnanage and work

independently: I enjoyed the
aspect of being given the

responsibility to do things by
ourselves. as well we had

times where we were
problem solving. thinking on
our feet, say if we couldn't
get certain equipment or

things like that, we'd have to
change things on the spot so

that was good as well, I
enjoyed that aspect 4.lm.1230

S felt that they
benefitted from having

to work
independently: The
real thing we've
benefittedfrom is

actually having to go
through a/l the data
ourselves 4.1311.1315

Working independently can
create a sense of ownership
over the task in hand and

enhance students perceptions of
a need to engage, Futhermore,
self management and working
independently is one of the

world of work requirements as
defined by the alumni (Table
11, page 61), For these reasons.
independence and ownership

should be developed within the
SSES student L.&T culture.
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• Sampling of Career Ideas

For EM and JF,
their placement
experience
helped them to
confirm their
career
aspirations:

JF even got the
opportunity to
gain more work
experience as a
result of his
placement:

ForC, the
placement
experience
provided him
with the
opportunity to
sample career
ideas:

EM: It's really helped me, because I want to do physio next year, it's quite related so it's
given me experience and I've been able to use it in my applications, so it's been really positive

<because I've been able to reflect on it and learn from it, so it's reiterated that's what I want to
do really 4.883-891

JF: After this placement I've really enjoyed it and got a taste for what work you'd be doing in
the applied field as an strength and conditioning coach, so I have decided that that's
definitely what I want to do 4.941-944

JF: Out of the placcement me and one of the other lads said we 'd be happy to carry on after
- the placements officially finished, and they've taken us up on that, so we're going to work with

them throughout the summer 4.359-362

C: I'm trying to be a physiotherapist, but I'm always considering what else I could be, and
nutrition is a bit different and I find it quite interesting, so it could be give it a go in the<.fUturesometime, I think it's always good to try and do different careers to find which is right
for you 4.871-878

C: It's definitely a career [would probably go in to, so [got positive aspects out of mine, and
seeing what the nutritionist has to do, what they have to go through is quite eye opening 4.299.

309

After her
placement S: I'm still pretty indecisive, I've found the placement really interesting and [ think I would
experience S was like to go somewhere in that area, but I'm just not sure what is possible, I would like to
sti11left with -- learn more about what jobs are available, I've been looking but I'm still not sure, l've
some un- talked to my project supervisor a bit about it, but he's just told me about websites I can use
answered to look for jobs, and what he did as well 4.895-91'

questions:
EG: It was quite good to go into the office and see them working, I couldn't work in that

Fo~ 0 and EG, environment, it's just so noisy and people on phones and having chats across the room, so
their I?lacement <that's probably one of the only benefits I got from it, it's been an eye opener to know that I
expenences don't want to work in that industry 4.248-268
helped them to
cod.:firm that they D: I was thinking about going into something like that when I left uni, but having done this
1 n~t want to placement I've realised that I don't want to really do that, [ thought it would be hands on

work 10 those interacting with football clubs and it's not, it's just sort of sat staring at data all day, and
areas: that's not what I want to do, so it's opened my eyes to that in a way, which is a good thing,
K rted h because I'd rather do that than find out in a years time after I've got in there D 278 287repo ow .
her placement
~~ip~~~~e~~r K: I don't have a clue what to do, because I didn't get anything out of my placement, so I don't

- even know if I'll enjoy that area either, so [Joustdon't know 4.951mwith any insight
into potential
career options:

As exemplified by JP, a good placement can help students decide on what they would like to do post

HE, and can even lead to work opportunities, However, as exemplified by K, poor placements can

leave students feeling lost and disheartened. These two outcomes of placements were also articulated

by the alumni, Alumnus 9 articulated the benefit of placements in terms of sampling career ideas,

whilst alumnus 1 demonstrated the potential disadvantage of not sampling career options (see page

87), The above figure presents more students feeling unprepared for post HE, in addition to the

students presented in part 1 of phase 2 (page 144). Rae (2009) stated that it is important to ensure that

students' confidence regarding the HE to world of work transit is nurtured. It is important to ensure

that all students gain from the benefits of positive placement experience and that students are not left

with unanswered questions.
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• Confidence in Knowledge (and the ability to 'make a difference' in the world of
work)

The member of staff
in session 27 stated:
Level 3 is about giving
you the opportunity to
engage in some work
experience, it's an
opportunity to apply
the high amount of

knowledge that you've
gained

The member of staff
in session 45

informed students:
Wehave to make sure

that you are at a
certain level of
knowledge and

prepared to go out into
thefield and applying

what you know

Despite this
reassurance from statI,
group 1were anxious
about the reliability of
their knowledge prior
to their placement:
R: It's daunting, I'm
thinking, 'I'm like a

nutritionist, I don't know
anything', because when

we were giving the
feedback to theparents
and the kids, I was like,
'ohmy god. do these

parents actually think I'm
like a qualified

nutritionist? They don't
know who I am; I'mjust
someone that's had afew

lectures!'
A: It's worrying that you

tell them something
wrong 2.2853.2863

However as a result of the placement, the girls
came to realise that they had underestimated

their knowledge:
R: I was really scared that they were going to

interrogating me and I wasn't going to know any of
the answers, but some of them have no knowledge
at all, so you think, 'actually, I do know stuff',

because you forget how much you know compared
to people that have never studied this

A: And you think it's obvious, but it's not
M: It's only obvious maybe to us

R: Because we know it 2.2865.2877

A: Youjust think its general knowledge
R: Youjust think everyone knows the same as you,
and they know more than you as well 2.2904-2907

C also underestimated the knowledge that he
possessed in comparison to his placement

clients:
C: To begin with Ifound that I was a bit too

scientific, I overestimated what athletes would
know about nutrition compared to what I

knowabout nutrition, and I did try to cut it down a
bit, but in myfeedback I was still a bit too scientific

4.1235-1240

The opportunity to apply their knowledge in a working world scenario made the students more aware

of the extent of their knowledge. As demonstrated below, students appear to take their knowledge for

granted when working within the university context alone, which reflects the member of staff in

session 32 saying, 'your understanding is probably better than you think':

S described how the opportunity to
work with people outside of the Sports
Science discipline made her aware of

the extent of her knowledge:
S: I always think when I'm doing a

piece of coursework, 'oh, it's rubbish',
and then I think, 'ifI tried to do this in
first year, I wouldn't have stood a

chance " so I think you forget how much
you have actually learnt, so when

someone comes in who doesn't know
anything about it, and you're telling

them about it, then you realise you have
actually done quite a lot 4.1537-1542

JF described how he was required to apply his degree
knowledge to a greater extent working outside of the university

context as opposed to working within:
JF: Our placement has given me a taste of what it'd be like to
work in the applied field, as opposed to just doing theory and
being in lectures and things like that, it was interesting to get
out and do stuff and working with people who aren't within the
university, so they feel more like a real client, and especially
with people who've never really had experience with Sports
Science, people that are completely fresh to it, whereas when

you work with other students or people who already know stuff,
I think you get a bit lazy, because you just expect that they have
that knowledge as well, so you don't explain things as fully, you
assume they have a level of understanding already 4.1370-1389

The below extracts show S and EO demonstrate a lack of awareness about the knowledge that they

have gained during their degree:

S:Evenjustyour
terminology you take for
granted, because you've
done it in school and then
college and then here, you
take for granted that you
know all these words, and
other people don't actually
know what you're on about

4.1S4&-IS51

S: We were having like a, 'oh
my god, I can't be bothered
doing it any more', last night
when we were all doing our

work, and we were like, 'when
you think about it, I didn't

even know what a journal was
when I came to uni' 4.1674-1677

EG: You don't realise how much you
actually get out of it until you get closer to

the end, I don't realise that I've learnt
different skills and how much my knowledge
has actually improved since first year, when
people ask me questions I'm like, 'erm, I'm
not too sure', but then ifyou actually do go
mmy and think about it or just look back at
your notes or something, you have covered

it, and you do know it 4.1695-1701
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Focus group 1 reported that hearing about the applied experiences of SSES staff made them feel more

confident:

JL: Especially what (lecturer) was saying about the football club,
because itjust sounded like the players knew absolutely nothing,
and they're eatingjust ridiculous foods that my mum and dad who
do no sport wouldn't even consider, like Coco Pops for breakfast,
and they're meant to be professional athletes, so when he was
saying that we were like, 'oh my god. maybe we do know stuff,

maybe we could actually help people'
R: I know (lecturer) is a lot better than us, but he was saying when
he went into the football club, the standard was so low, that even

our standard could have an influence 2.2924-2934

JL: When we went to that lecture
where (lecturer) was telling us

about his experiences, and he was
talking about working with jockeys,
and he was saying how he had to do
loads of research before because he
knew nothing about them, which

made me feel a bit better, because I
was like, that's true, you can just

research it before, we know how to
research 2.29S0-29SS

In phase 1 of this research, the alumni highlighted that 'confidence to apply ones knowledge' is a

requirement of the world of work (Table 11, page 61). It is important to ensure that students gain

confidence and awareness in their ability to apply their knowledge post HE. Based on the focus

groups, confidence can be gained through experience in an applied context, and reassurance from

insight into the applied experiences of others. The observation of others in practice and hearing about

other peoples' experiences in the work place can provide students with the opportunity to learn and

evaluate how they would react in those situations (Knowles 2008). The alumni felt that learning how

to be effective in the work place can only truly come from experience and insight into that

environment, as demonstrated in the quotation below:

You can only really learn from being around and seeing how other people do it, and gaining your own
experience II
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4.2.4 What were the World of Placement requirements, based on the students' experiences?
K required the ability to
communicate and work with
others. She also had to be
organised and able to self
manage:

Team
work

K: I had to have organisational skills to get the group to go, and then hassling
__ the placement provider with ematls, phone calls which all got ignored

basically, so we started to turn up and had to speak face to face, and still
people weren't able to give us an answer 4.1171.1183

D: I'd say communication skills were a massive thing where I've been, being able
to communicate with a variety of people, talking to different sort of levels as well,
organising people, being able to lead people to organise meetings and set
deadlines, and definitely the communication skills setting up meetings and
deadlines with other students, we've had a few meetings where we've just talked

---- about what we've been doing, refining it, I was confident in what I was doing, but
arranging the group, sorting meetings with the groups and communicating with
the organisation I was a bit standoffISh at first, wasn't too sure of myself, what I
was doing, but then at the end I just realised I might as well get on with it, rather
than sit around worrying about it D.711-785

D developed his
communication and
team working ability:

A: You need to not be intimidating, because otherwise they wouldn't have asked questions, ifwe 'd have
gone in and gone, 'don 'I eat this, do this, do this', like a teacher, they'd be like, 'ok', where as we made it
like conversation and made them talk to you then 2.451.05

JL: Having to speak to the kids and speak to the parents, we've never really done that before, so even that
was something different, and just trying to put what you know across to them in the most simple way
possible wasn't exactly easy 2.409-412

R: It made it hard to know where to put the level of information at, when some of the kids were 9 and some
of the kids were J4, how much science and information do you give them, J don't have much experience in
that 2.341.344

M: Obviously talking to 8 year olds is totally different to talking to J4year olds, because at first we were
just treating themall as children, but then I was thinking, when I was J 4, you think you're the best, you
think you're really old, and you think you know everything, if someone had of come in talking to me like a
child, patronising me, J would have been like, 'who do you think you are?' So we had to see what age
person we had and adapt to them, because if you'd have spoken to them all the same, it doesn't really
work, because there's a massive difference between an 8 year old and a J4 year old 2.46]-472

R: As well as being able to speak to the kids level, you've got to be able to have the confidence in your
background knowledge to answer the parents questions, which are probably a bit more probing than the
kids 2.457-459

C: I worked with all different age groups, cultures, genders, and they all had their different types of ways
that you had to speak to them, depending on what you're looking for, which I found quite interesting 4.284-

]14

JF became more JF: J was a bit apprehensive at first, espectally because J 'd never worked with kids before, so I didn't
confident in his rea/ly have any idea what to expect, but then as time went on, I got more and more used to it and more
bTt to 0 k .th __ and more comfortable, and then by the time we finished with the juniors I was fine with them, and I was

all y w r WI the same with the seniors and again by now I'm like happy working with them, don't have any problems
others as a result of with it now, so that's something I've really takenfrom this, not only working with different age groups,
the placement: but also my own confidence in coaching 4.Il2H]]8

Adapt
communication
to meet the
individual needs
of clients and
effectively
communicate
technical
knowledge:

The placement effectively developed students ability to communicate and work with others, which is

a world of work requirement as defined by the alumni (Table 11, page 61) and the staff in phase 2

(page 124), The above extracts demonstrate that discipline knowledge was not enough to get the

students through their placements; they also required 'craft' knowledge. Craft knowledge is 'knowing

how to do something, its ok understanding the respiratory system, but can you then go and do a

V02max with a 10 year old? Can you do a bleep test with a 40 year old?' 48 (see page 127 for more on

craft knowledge),
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As stated earlier, the guest lecture from sessions 14
and 42 revealed that he is, 'quite happy to take a

10% drop in technical knowledge, for a 10% gain in
the craft, It doesn't matter ifyou have the biggest
brain in the world. the coach would rather have
10% less knowledge and someone that can get the

message across to them',

As a result of the placement, R supported the notion that
craft can hold more importance than technical knowledge
in the workplace: it made me appreciate that ok, you can
know everything in the world. but if the athlete doesn't
listen, it doesn't mean anything, so actually, you can be
right in everythingyou say, but the real task is getting it

appreciated by people, otherwise it means nothing 2.423- 430

The students were required to have more personal as opposed to discipline specific attributes. It was

notable that the factors that impacted on preparing the alumni for the world of work were related more

to the process of the university experience as opposed to the SSES technical content (page 58). In the

above quote, R demonstrates that she appreciated that the requirements of the work place are focused

around 'craft' knowledge and the ability to apply the discipline specific knowledge that they have

developed during their time at university. In session 48, the lecturer referred to developing craft

knowledge as one of the biggest learning experiences that students have on placements:

One of the biggest learning experiences that students have on their third year
placements is dealing with misbehaving kids, pushing over equipment or

fighting etc. We can't give you that experience, l-Ve have to send you out there
to do it, so its knowing how /0 do these things, I'm sure everybody could recite
an essay about how to do a V02max by the time you graduate, but how do you
actually do it? How do you engage those people that don't want to do it? How
do you engage the child that knows he's got to do it but is on a heap on the
floor crying because he doesn't want to do it? How do you deal with that?

You might have set up this
wonderful battery of

physiological tests and then you
have twelve kids instead of two,
or the junior tum up instead of
seniors and everything has to be

changed. it's about making
those decisions in practice

The importance of gaining experience and in tum craft knowledge was discussed by the alumni (page

86). Alumnus 17 exemplified how being effective in his workplace comes from experience and

learning how to deal with different situations:

There will always be a first time you come up against a situation, and every time after that you know how to
deal with it, one of my bosses always used to say, you know you're a coach when you've got 20 kids running

over the hill, 1football, 2 cones and you know what you are going to do '

Guest speaker 39 attempted to engage students with the importance of the experiences gained from

placements:

I cannot push the placement stuff enough, I never really valued it enough when I was at uni, but I can tell you
that when you get out into the real world. people start asking you what you have done, rather than what you can

do

In this sense, students need to be able to provide potential employers evidence and examples of things

that they 'have done'.

4.2.5 Non-Beneficial Placement Experiences

Some of the students reported that they did not gain from their placement experiences. The students'
reports of not gaining from their placement experiences were due to:

Not spending
enough time at
the placement

A lack of
engagement

with
placement
provider

A lack of
challenging

tasks

A conflict for
time

Placement
preparation

Placement
options

192



Each of the reasons that the students' gave for not positively gaining from their placements will be

explored. On the following page, 'not spending enough time at the placement', 'a lack of engagement

with placement provider', and 'a lack of challenging tasks' will be discussed
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Not spending
enough time
at the
placement:

A lack of
engagement
with
placement
provider:

A lack of
challenging
tasks:

PLI: We haven't been involved enough in the project, we needed more time spent there to be really
immersed in il to get the most out of it

M' It worked out well for us because we had so much on, and if we 'd have had one of those
placements where you go every single week, we would have been even more stressed, whereas
ours was quite chilled, so it was quite good in that way, but not to get stuff out of il1.808-811

M' That's where I think our placement's really bad, because I don't think we're going to learn
anything, we're not going to realise whether we want to work in a club like that, because we're
not going to be working there, we're just going in twice 1.911.914

R described how students will gain more from spending more time on placement: we only took one
group, we could have done it with all the groups, and we would have had more work. but we
would have went more times and got more of an idea 2.8SHS8

D: I've not had much contact with them, that's the big thing that as a group we've said we've
been lacking a little bit, I would have preferred to have gone every week, because it never felt like
a real placement, it was just like any other assignment that I'd done, rather than an actual real
world work 0.61-7S

PL2: We don't spend enough time on placement, and it's like we're observing ourselves

Adecco Group (2012) felt that work experience is inadequate and a broader programme of
employability training that goes beyond a two week placement should be employed.

K: It ended up a bit rubbish, it was a bit of a shame because we wanted to gel something oul of
it, we went six times, we gave them dates saying when we'd be there and what we'd do, but we 'd
tum up and they 'd say we don't have access 10 this and you can't go up the ski slope, and it's up
10 you what you do, it's not for us, it's for you 4.122-144

D: l feel a lillie bit disappointed in it, because we've tried to get in touch with them three,four,
five times, they've just not replied to us, and then It's like a one word email back to us, and we've
got the feeling we're not very high on their priority list, like they're doing it because they have 10
rather than they value what we're doing, which puts us off trying and working, if our works not
being appreciated then why should we put the effort in 0.670~]

The placement provider suggested that if the girls got time, they should write a nutrition based
article for the swimming club's newsletter. However, the provider's relaxed attitude towards the
newsletter, combined with the fact that the girls had very little contact with the provider, resulted
in the them not perceiving accountability and a need to 'toe the line' ('toe the line' is a world of
work requirement as defined by the alumni Table 11): R: We could have emailed the placement
provider and been like, 'we've done the bit for the newsletter, here it is', but because we never
had regular contact or we never saw him, he never reminded us 2.172-175

(see the discussion of 'a conflict for time' for more insight into group 1's lack of engagement (page
19S».
K fuels that both the placement providers and the students need to engage and commit to the
placements: they need to look into the actual placement providers and see if they're definitely
going to commit to you, as well as the student committing 10 them, they need to make sure they are
committed for us 10 go in and work with them basically, tt's just finding Ihe righl connections that
work 4.15ID-1581
Alumnus 14 also suggested that both the placement provider and the students should gain from the
placement experience (page 82).

EG: I felt a bit like their slave doing their dirty work for them, as soon as they give you the task
you'djust look at each other and go, 'now we've got to spend another hour of our lives, when
we could be doing work or something', I didn't do anything challenging 4.1258-127]

PL2: II feels like they got us in to do their marketlng for them, as opposed to getttng a
marketing placement experience, It feels like we just come and waste an hour sometimes

H: Ifeel like it's just volunteer work that I did in sixth form.Lfeel like I did more in sixth form
than I'm going to get from this placement 1.9]9-940

D: It's not been hands on enough 0.1]]

The graduates in the study by Crebert et al. (2004) were satisfied with the range and number of
opportunities their employers provided for professional and skill development, and
subsequently developed and gained from their experiences. highlighting the need to ensure that
developmental opportunities are provided within work related scenarios.

Group 1 felt that it was important to ensure that students gain from their placements:
H: I don't think they should keep the contact if the students aren't getting anything from the
placement M: Yeah it's not great having a big name if they're not doing anything for you, they
obviously just use that as a way of saying, in first year, you can do all these placements, you
can go with Sale Sharks or whatever', but iI'S not that great if you can't actually do It
H: Even our placement, I've not learnt anything like skills wise that I didn't already have
before, so if students aren't getting anything from it, try something else, don't jU,ft settle l..lJ9l-
3403 Alumnus 16 also felt that it is important to ensure that students learn from their experience
(page 80).
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• A Conflict for Time

The time frame the placement is allotted in the academic year resulted in the groups feeling conflicted

between engaging with the placement, and completing their academic and other responsibilities:

Prior to the placements,
students from group 2
revealed that they felt
conflicted about having
to do the placement,
due to other university
work commitments:

C: We're too busy with too much work, especially with our major
project coming up in the next few months, we are still doing our
research and stuff, and to go off to do more effort with our placement as
well, we could use that time to put on to our major project, which I
think is more important 3.47-51

JF: On the one hand, I'm looking forward to getting more practical
___ experience, but at the same time it's a bit of a burden, with our major

projects we need as much free time for labs and just general work at
this time of year, so it's a bit conflicting to how I'm feeling about it now
3.53·57

EG: I'm quite lookingforward to it, but it's their expectations as well,
like how much time they want you to give, they've got to understand that
we've got other work as well, so I hope they're flexible 3.19.92

R: Our placement provider was really understanding that we were in
third year, because he was always saying to us, 'I know you've got
loads of work on', and in a way, if he was less understanding, we
probably would have done more, even though he was nice and
understanding, it meant that he doesn't mind that we didn't do the
newsletter because we were busy M' Wefelt no pressure at all, so it was
just like, 'yeah, we '/I do the placement whenever we can fit it in' 2.79(>-804

Group 1 articulatedS that prioritising other
E=: university

commitments and a~
(;:i lack of accountability
tS~- totheirplacement
~ provider prevented
o them from fully
U engaging in the
-< placement and gaining

from the totality of the
experience:

M: Because we had other work to do we put that first, if he'd emailed us
and been like, :Youneed to do this', we would have been like, 'ohshit, we
need to do it', but because he didn't bother we were like, 'well, fine,
we've got other more important things to do, and it pushed the placement
to the back R: It was low in our priorities 2.179-185

One of the students from PLl
described how a conflict for time
resulted in her being unable to
engage and gain fully from the
placement opportunity:

PLJ: lworkfor 25 hours a week, I have to complete a/l my
deadlines, and I'm expected to do 75 hours for both my

----- placements, I just can't do It, I can't get involved enough to
get the most out of it

There was a sense from the team leader in PL3 that her group had to sacrifice more than other placement groups: We
put in a lot of time and effort, some groups only go twice, and then moan about having to travel to wherever they have
to go. She felt that university work was the priority, and that other groups get more time to spend on that priority.

Due to the conflict for time, the groups suggest that the placement should be conducted at a different

time during the degree:
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M' They didn't introduce the whole
placement idea until November or
December, and from September, we
had no work on, so if they'd said
maybe in May, 'apply for your

placement now', and then when we
came back in September, had a

placement straight away while we
had no coursework, we could have
spent so much more time on it,
whereas you don't start until
January, then you've got

coursework for every single
module, so you just think, 'well,

placement, least important, so that
can go straight to the back, ' and
then obviously you're not going to
spend as much time on it, and that's
why you don't get as much out of it,

whereas ifyou've done it from
September to December, you can
spend like all your focus on that

2.703-713

K: Maybe at the end of second
year, so then you do it in the first
semester of third year because,

yeah you have work, but it's not as
built up as what we have got now

3.1622·1627

PLJ: We have two placements, both
requiring 75 hours, both in thefinal
semester, it would be much better
to have one first semester and one
in the second semester instead

PL2: It's at the wrong time, if we
sorted all the placement details at
the end of the second year, then

started at the beginning of the third
year, you can come into third year
knowing what you're going to be

doing

K: I was talking to my friends, and
we all thought it would be better to

have the whole year to do the
placement, rather than rush it in

semester two, with your
dissertation and exams

D: Maybe do it in the second
semester of second year rather than

actually in third year, because
that's when it counts

JF: Yeah because you're really
pushed for time the second half of
this year, and then you've got to do
the placement on top of that as well

K: Or maybe do it in the first
semester of year three instead of
second, everything seems to build
up at the end of semester two, and
that's when we are doing placement

as well 3.24-39

The students prioritised their other university work over their placement, as demonstrated in this quote

fromM:

You just think, 'well, placement, least important, so that can go straight to the back, I and then obviously you're
not going to spend as much time on it, and that's why you don't get as much out of it 2.709.711

However, this meant that they did not gain as much from the placement as they potentially could

have. As demonstrated, the working world requires that graduates have other attributes asides from

technical knowledge, including craft knowledge, which can only be gained from experience (page

127). Students need to be made more aware of the requirements of the world of work, and the

importance of experience and placements in preparing them for post HE. Students need to be made to

feel accountable and aware of the urgent need that that exists regarding engaging with experience, as

highlighted on page 141.
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• Placement Preparation

The girls felt that
they did not have

enough information
to make an informed

choice about the
placements that were
available to them:

R: Initially we weren't sure which placement we wanted, because you
don't get a lot of info about the different placements A: About what you
do on them R: And maybe you had to be more proactive and go and ask
the people in the uni who knew about it, which we didn't do, we sort of

just picked them on paper M· But then they did say to us at the beginning
that it's up to you to go and speak to the contact before you decide which

---~) ones you want to do, but then we were like, 'oh no, we know which ones
we want to do, so we'll just apply', but we should have really gone and
asked, because then we would have realised we should have appliedfor
different ones JL: I think they did say that we should have gone to speak
to them. but they didn't emphasis it that much R&M: They didn't really

stress it enough JL: They didn't really emphasise the importance of doing
that, they sort of just said, 'yeah. you should probably do it' 1.145-191

I
~

The girls ended up 'picking the best'
placements, despite the member of staff in
session 12 advising, 'think about how your

placement choice can help you get into desired
careers'.

JL: Youjust pick the best, you pick the ones
___ )~ which you think are the highest standard R:

The one that you think you '/1get the most out of
JL:Ratherthanit suitsyou 1.'''~''21

J
However, the girls revealed that
they felt pressured and rushed
when they were applying for
placements, and this hindered
them from making a decision

about which placement would best
suit their needs:

JL: Wejust think, 'placement, yeah, we want one', and they
were like, 'bang, bang, bang. get it done, get a placement. I

so then we were like, 'oh my god, pressure, pressure.
pressure, just apply' R: Wefelt dead rushed, because they

) were like. 'you've got to gel it in by this dale I, and obviously
there's s« to be a deadline, but they were really like. 'gel it
in. quick. quick. quick, quick' A: At first we didn't care. as

long as we got a placement 1.2604-2616

I
~

Group 1 felt that more time and guidance was needed to help students decide on the most appropriate
placements. to suit their needs. Group 1 highlight that it would have been beneficial to provide more

information about the placements and emphasise the importance of going to see the relevant staff for more
information. The NSF (20 I0) advised that a structured and phased approach to the delivery of information and
guidance ahout work placements is required, with support during the preparation phase, support during and

help with evaluation post placement.
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H: It would definitely be
beneficial to know a bit more
about them, than themjust

saying, 'sign your name up on
a board and hope for the
best', type thing 1.2478-2480

• Placement Options

Group 1 felt that more
information about the
different placement
options that are

available is needed, so
that students can make

a better informed
choice to suit their
individual needs.

Group 1's experience of the placement
process caused them to believe that the

placement options were very male
orientated. They went through the

application process for a placement at a
rugby club, which involved a

presentation and an interview, After the
event, they were told that a contributing
factor to them not getting the placement

was their gender.

I
H: It says it all when (placement supervisor) says, you didn't get the placement because you were girls', it's just

like well, that surely paints a picture of the placements 1.2574-2575

M' When we spoke to (the placement supervisor) about the rugby placement after the interview, he admitted that
that was one of the reasons why we didn't get it, and maybe if they'd have said that in the first place, we could

have appliedfor ones we would have stood more of a chance to get 2.3104-3107

R: We didn't put that much effort into finding out about the placements, but they have literally never mentioned it,
we never really have female lecturers, which isn't a problem, but either the male lecturers aren't aware, or just

ignore it, or it's just not worth bringing it up, but when we leave uni, this is what you're going to experience 2.3136-

3143

R: There are a 101of girls on our course; Ihr should be pul in lectures and stuff z.n ... '" ,

J
There was a gender issue that was mentioned on
several occasions throughout group 1's focus
groups. The group 1 students felt that there
needs to be an increased awareness about the
reality of the Sports Science sector among

students, and an increased range of placement
options to reflect the reality of the world of

work and the range of employability needs of
students. The alumni support that the reality of
the world of work needs to be reflected in the
placement options that are available (page 81).

JL: A lot of the placements are for guys, but don't do so
many, if they had a wider selection ........ A: They're

wasn't anything like dance or gymnastics or ....... JL:
Like there was a ski one, which like, come on, ski!

Realistically athletics or gymnastics and stuff would be
much more appropriate M' Or even women's netball or
basketball, there's so many clubs that you could go to A:
Or even school clubs M' A lot of the colleges have a
thing called the academy, and they all play against

different colleges, and they train every single day of the
week at college, and obviously clubs like that would be
interested in nutrition, why can't we go do stuff with

people like that? 2.3112-3132

I
H: If they 'd have done things like gymnastics or netball and dance
and all stuff like that, then everyone's got a contact, if we'd have

done netball I could have said at the big tournaments, 'does anyone
want to take us, anyone at all?' Where as Ifeellike they've just said,
'oh, we've called in a favour, ' type of thing, and just palmed you off

1.2541·2550

I

~
H suggests that students' contacts

could be utilised to set up
placement opportunities, in order to
broaden the range of placement

options.

t
Not only will a system utilising and developing

students' contacts increase the placement
opportunities and hopefully diminish any

gender issues, but it will engage students more
in the placement process, enhancing ownership,

accountability and engagement.

The importance of contacts is highlighted by the statT in
phase 2 and the alumni in phase 1 (pages 137 and 88
respectively). All of the 15 alumni that were employed
at the time of interviewing gained employment through

contacts, Redmond (2010: 20 I) acknowledges the
important role contacts plays in the employability of
graduates: 'It's not what you know. it's not who you

know. It's who know.s'you "
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In session 49, the member of staff
said: I would have thought there

would be one or two placements that
would be of interest to all of you, I'd

be shocked if there wasn't. The
students were offered 27 different

placements, from 9 different
placement providers.

The students did not reflect the positive
attitude of the member of staff: A.'

When they went through the
placements he was like, 'there's

definitely going to be placements here
for everyone, there's such a wide
variety', and I sal waiting like, 'no,

next, next', and it got to the end and I
was like, 'I don 'I want to do any of

them'1.2591.2594

The girls felt that
there needs to be
a wider variety
of placement

options on offer.

H.' It would definitely benefitfrom having a wider
variety of placements, definatelya bigger range of

sports 1.247812437
R: Or even just people who play in the teams at sports
centres and stuff, it doesn't have to be a big name like
sale sharks, even though they're more attractive 2.3345-

3347

M: There was only like ten things max, and when you
think how many people there were on the whole

course, there's not that many, and then they're not
varied enough, because there's loads of football clubs
and loads of rugby clubs JL: I think they think that
quite high standard places are better than having

variety R: It's better to have big names than actually
be useful A: The Exercise Science people got different
placements to us, and what I would want to do working
with overweight children and nutrition in that area,
it's like assuming thai because we're doing Sports

Science we want to just work with elite athletes, where
as I'm doing Sports Science just because it's more

known than Exercise Science, but I would much rather
go work with one of those other companies that were
offered to Exercise Science, because that's what I'd

rather do, I don't want to work with athletes, I want to
work with exercise 2.3281-3304

The girls felt that there needs to be an increase
in the range of placement options that are

available; to account for the range of individual
needs that the undergraduate students in the
SSES have. Out of the 17alumni interviewed
for phase 1of this research programme, only
four chose to do a Sports Science degree
because they wanted to work in the Sports
Science industry. As mentioned above, the

alumni support that the reality of the world of
work that graduates will be entering into needs
to be reflected in the placement options that are
available (page 81). Increasing the range of

placement options will also increase students'
awareness of the wide range of post HE options
that are available to them. As stated by the NSF
(2010), it is important that students develop

reasonable expectations regarding their post HE
options.

As discussed earlier, individuals have a variety of reasons for going to university, and a variety of

hopes and dreams for their post HE lives (Brennan et al. 2005). Such factors need to be accounted for

in order to make sense of the employability needs and aspirations of students and account for them

accordingly (Barrie 2007, Brennan et al. 2005, Martin et al. 2000, Minten 2010, O'Regan 2010,

Yorke 2006). In support of this, the alumni from phase 1 suggest that the SSES should encourage

students to engage with work experience and placements based on their individual post HE

requirements (page 91). As previously stated, it was intended the ASS3 placement would give

students the, 'opportunity to engage in some work related activity, hopefully in an area that you are

interested in going in to when you graduate and can follow on in your career' (page 176). In order for

the ASS3 placements to be in areas that students are going to pursue post HE, the range of placement

options needs to be increased.

In order to ultimately overcome the factors that prevented students from gaining from their placement

experiences, the focus group students felt that students need to spend more time on placement, as

presented below:
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Some of the
students
suggested
making time for
block
placements:

M thinks that
students should
spend the
adequate
amount oftime
at their
placements that
is required to
ensure that they
gain and learn:

More work
experience will
help students to
determine what
they want to do
post HE:

D: I finish at the end of April, if we did the placement throughout May, so we get all our work done and then have
the placement, because we don't graduate until July, so maybe we could go outfull time throughout May 3.1797.

1818

D: At this university we have like six months off. rather than just saying you've gone completely at the beginning
of May, if they say for six weeks you're still in uni, but you've got tofind a placement, and if you do you get an
extra 5% added on 0.806-811

M' I don't know why we haven't done placements every year to be honest .. It's not that difficult to add an extra
week onto the end of the year when we finish so early anyway, add a week on so we can do a week's solid
placement in first year and second year 2.864- 867

R: We got told about the placement in October, and then you spend the whole of November applying, the deadline
for applying is not for ages, so you sit and wait, where as it would have been a lot better if we 'd have got straight
in there in September, they could have cancelled uni for three weeks, literally no one was doing anything at that
time, and we could have gone to the placement everyday for three weeks 2.813-820

M' Our course needs something like other courses, people who do social work and things like that have a block of
placement for like three months, and that's so much better, and I would love it if our course did that, because
that's what I thought it was when I thought we had placement third year.Lthought we would just be goingofffor
like three months to do like a placement in one place, just be working there every day and not be at uni, where as
our placement just isn't that 1.929-935

M: They should specify that all the placements are the same, like all of them should go once a week. because I
know it would be better for us work wise, because we will have more time, but I don't think we're going to learn

-- that much, I don't think we're going to gain as much as some of the other placements, where you do more hands
on things and go into the club and work with the people and learn about what they do and stuff 1.202.21]

H: I feel like it's just volunteer work that I did in sixth form.Lfeel like I did more in sixth form than I'm going to get
from this placement, it would have been better to do like a block thing where you go into a work place and think,
'yeah, I want to do this' 1.939-942

JL: So many other courses do like a year out, or they do like placement throughout the year, because that's the only
way that you find out what you want to do, is by doing a placement on it 1.907.909

Alumnus 12 also felt that gaining experience can help students decide what career paths they want to pursue: 'until
they actually go and experience it, they're not going to be able to make up their own minds on which way they
want to go (page 87).

R: It would be good if you had them throughout your course, a block placement would be good, but also it would
More. placem~t be good to have a few little ones, so you can do different things, because as we said, our course doesn't lead you
expenence WIll to one route, it's really open and you can chose, so if you had experience in different things you could go, 'oh, I
allo~ students «don't want to do that, oh, I do like that' M' Yeah because if you'd have done a placement infirst year, we might
to tnal the have chosen something completely different to what we do now, which although it could be bad, it could be kind of
broad ~nge of good too, like, 'well, I've also done this, ' as a bit of an extra knowledge 1.952.963
potential career
opti~ns EG: Maybe you could do more than one placement throughout the three years, say like you do a smaller one even
available: just two weeks or something in second year, and then you get your like major one this year, and then you'll have

more experience in differentfields 3.1780.1783

Some of the students
suggested that placements
should be conducted
throughout the course of
the degree. However, the
ASS curriculum model
states that students will
only be ready to engage
with an applied work
setting in their third year of
university (see Figure 4):

R: In first year you could go .... M' Shadow someone, JL: Go and observe Z.189 H9J

The students
suggest
alternative
ways that
SSES students
can engage
with work
experience
throughout
their degrees,
in order to
account for
the FSE
model (Figure
4):

S: If we did have to do a placement even last year, I wouldn't have felt like I had a clue what to do,

<youcan only really do it this year, because you haven't done any practical experience, so you can't
just go into a club and just turn up and be like, 'errr, weill don't really know what to do' 3.1774-1778

R: We have got a lot more knowledge this year, this year's like the main year we've learnt in our
whole degree, so I'm not sure I would have been able to do this food diary thing Infirst year, because
I wouldn't have had enough knowledge to say to the swimmers, so I would have felt stupid 2.115 IRI

JL : In second year we chose two route ways, it would have been good if you could have even two days placement in
each job, and then that would help you chose your route way for final year R: Even ifsay five people went off to a
sports club or some kind of environment, and spoke to people about the d!fterent kind of jobs, observed people doing
their job, you'd have ideas of what jobs there are 2.912-911

JL: Even if you were to go and have like a day at a club, R: Even just watching, JL: Just to see like the atmosphere of
the club, and get the feel of like, 'this could be my future', because a rugby club and a swim club, it's two completely
different atmospheres, which I don't know now, I'm saying, 'well, I'd rather be Inside talking to these little kids', but
I don't really know if I would prefer that 1.2482.2493

A: We want to do nutrition, I think it would be better to follow a nutritionist round, and then you went and did your
own thing, R: And got a taste of different things, A: Or like just saw what they did, JL: Yeah like you follow them
roundfor week or something and then they give you your own tasks which you almost work through with them and
then they could give you feedback on them as well, A: To see what it would be like if you were Q nutritionist, that's
what you would be doing sort of thing 1.2497.2509

Group 1 suggested that the first step should be providing students with insight into the types of jobs that they can go
into is via shadowing and 'informational interviewing', which mirrors the suggestions made by the staff on page 14
2.2,
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4.2.6 Placement: Summary

For part 2 of phase 2 of this research programme, the focus groups intended to address the following

overarching research programme aim:

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

Aspects of the placement process that the students found beneficial and gained from can be combined

with suggestions that the students gave for ways the placement provision could be enhanced. This will

develop and enhance the placement curriculum intervention. Part 2 of phase 2 therefore also

contributes to the following overarching research programme aim:

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

What was gained from the placements?

Confidence in Knowledge (and the ability to 'make a difference' in the world of work): The
students benefited from the opportunity to apply their knowledge in a working world scenario.

The placement experience made the students become more aware of the extent of their
knowledge. Students appear to take their knowledge for granted when working within the

university context alone.

Gained from the
Pre-Placement
Interview:

Prepared students
for interview

situations post HE.

Enhanced Technical Knowledge:
The placement created a sense of
accountability, which in tum,

enhanced learning. The
experience of practically

applying theoretical knowledge
reinforced learning.~ Factors related ____

to the
placements that
the students
gained from:

/ \
Sampling of Career Ideas:
A good placement can help
students decide what they
would like to do post HE.
Poor placements, on the

other hand can leave students
feeling lost and disheartened.

Gained from Working
Independently: Working
independently can create
a sense of ownership
over the task in hand,
which in tum enhances

engagement.

Effective Placement Experience Recommendations

Whilst students gained from the placement in the manners reported above, some of the students

reported that they did not gain from their placement experiences. Not spending enough time at the

placement was a reason the students cited for not gaining from their placements. Students should

spend more time on placements in order to gain insight into the world of work, trial different post HE

options and learn from the experience. Ways of incorporating more placement and experience could

involve shadowing, 'informational interviewing', and making time for block placements and

placements throughout the three years of the degree programmes. The students reported that a lack of
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engagement with placement providers also negatively impacted on their placement experiences. Both

the placement provider and students need to be engaged with placements. It is important that students

gain from the placements. The students reported that there was a lack of challenging tasks involved in

their placements. Placements must reflect the true nature of the working world, by being 'meaningful'

and having a purpose that both the students and the placement providers can gain from. This will

provide students with a true experience of being an employee in the world of work, and also enhance

students' sense of accountability, which in turn will enhance engagement. The quote below from D

demonstrates how a lack of accountability and involvement in placement can negatively impact on

students' engagement:

D: If our works not being appreciated then why should we put the effort in 0.682-683

Due to reports from students that there was 'a conflict for time', the placement should be conducted at

a different and more appropriate time during the degree programme. With regard to placement

preparation, more information, time and guidance is required to allow students to make an informed

placement choice based on their needs. Since the students perceived there to be a lack of placement

options, there needs to be an increased range of placements options to reflect the reality of the world

of work and the range of employability needs of students. This will increase students' awareness of

the wide range of post HE options available to them. There needs to be an increased awareness among

students regarding the reality of the world of work, including the Sports Science sector. Students need

to know what post HE options are achievable. Students' contacts could be utilised to set up placement

opportunities. Not only will this increase the placement opportunities and develop students' contacts,

but it will engage students more in the placement process, enhancing ownership, accountability and

engagement.

4.3 Reflective Practice

The importance of reflecting on experience for developing employability and learning has been

articulated in the literature (Crebert et al. 2004, Denholm 2011, Harvey 2003, HEA 2006, NCIHE

1997, Pegg et al. 2012, UKCES 2009).

Data regarding the reflective practice assessment will be discussed based on the following themes:

4.3.1 Identify the intentions of
the SSES for the reflective

assessment.

4.3.2 Identify students
perceptions and experiences

with reflective practice.

4.3.3 Summary: Identify reflective
practice recommendations based on
researcher interpretations from the

data presented, followed by
recommendations from the students

and the staff.
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4.3.1 SSES Reflective Practice Intentions

As stated in the ASS3 Module Handbook (10/11), the assessment for this module is based on a

reflective practice placement report (appendix 14), The manner in which the placement is marked is

presented below:

Part A: Supervisors Mark
(10%)

This group mark will be
based on the performance
of the group throughout the
project engagement and
supervision process ASS3
Module Handbook (10/11:

9, appendix 14),

Part B: Individual Reflective Essay (90%)

During the module you will undertake work on reflective practice, wh ich is key
to completing this assignment. Reflection will underpin the group tulorial upport
you engage in and help you to complete an individual reflective diary, both of
which are to be used in formulating this essay (ASS3 Module Handbook 10/II:

10, appendix 14),
Guidance will be given for this task at the appropriate lecture session and through
your group tutorials with academic supervisors, It is expected students will use
their Reflective Diary to support the development of this reflective essay (ASS3

Module Handbook 10/11: 10, appendix 14),

See appendix 14, ASS3 Module Handbook 10/11 pages 9 and 10 for more information on the

reflective practice assessment procedures and assessment criteria, As highlighted in the lecture slide

below (presented in session 29), the SSES intend to train students in reflective practice from level 4 to

level 6:

Reflective practice ill I\ppl SS
curriculum

• Lcvc I I Fami Iiarisation
Notion. concepts and definitions

• Level 2 Skilling lip
Exploring the 1'1'(1('(',\,\' - selfstudy

• Level J: Engagement
Applied sports science -' project

Assessment COIllPOIlL'llt

School of Sport g Exercise Sciences
FACULTYO~ SCIENCE , JMU
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During L&T sessions the staff expanded on this slide, as demonstrated below:

We train you in reflection
from level one all the way

through to level three.
because the reflective cycle
is the process we want you
to use to try and make
maximum benefit of the

WRL activity 49

Reflection can be
used throughout
your life to help

you grow. improve
and develop as a
professional 29 30 34

Reflection is a guided
process to get you to

think about your
learning and your
experiences in more

detail. you can apply it
to any walk of life. and it
is a useful technique
once you master and

understand it 44

Reflection helps you
assume responsibility

for your own
learning. so instead of
relying on supervisors
and being taught from
lectures. you can go
out and learn from

practice 30

It develops your
ability to

understand what
you 're improving
on and what can be

learntfrom
different

experiences 30

The SSES staff intended that
the reflective assessment

would help students to make
maximum benefit of their
placement experience by:

At level 4 =familiarisation with
the conceptual Idea behind

reflective practice
At level j - explore the process
and techniques of reflection

At level 6 - engage in reflection.
in a group placement project
and individual diaries 29 30

Reflective
Practice:

We develop your ability
to reflect. which helps
you self evaluate your
own performance and
ability. and identifY

weaknesses to develop
3026

Developing students'
ability to understand the
attributes they were

learning and enhancing.

Use reflection to try and
think about things that have
happened to understand and
make more sense of it. the
outcome of reflection is a

change in practice or better
understanding or

confirmation of a theory or
skill 44

Reflective practice allows
you to connect knowing
about things to knowing
how to do things.for

example. knowing how to
do a VO}..... to knowing
how to do a VOl_ with
different people in the

population 29

Fully analysing an
event and coming 10
a conclusion as to
why that happened
through reflection.
think about what

you 've learnt from
the process 49

In turn, helping to develop
students as professionals.

The staff stated that it was important that students engage with reflecting on their placement experience, in
order to learn and gain knowledge in the intended manner:

It's about learning/rom the
placement experience,

reflective practice provides
you with a vehicle to learn 30

We expect you to learnfrom
theplacement experience,
and the way you will learn
is through reflection 29

4.3.2 Students' Perceptions of Retlective Practice

Youhave to reflect on the
experience in order to gain

know/edge 48

Some of the focus group students were unable to recognise the intended benefits of the reflective

assessment:
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When group 2 were asked 'what do you think about doing
reflection?' there was a slight pause, followed by laughter

from the group:
D: It seems like a bit of a chore JF: Yeah on the one hand,
you can see why you have to do it, but like D says, it IS seen

as a bit of a chore, and a bit tedious at times 3.243-246

Group 1described reflective practice as
'pointless':

R: I think they should scrap reflective practice
H, A: Yeh M' I think it's so pointless, and

everyone agrees R: Every single person hates it
2.3904-3910

Students' perceptions and experiences of reflective practice will be discussed under the following themes:

Falsifying
Essay

Content

Assessment
Driven
Culture

Inability to
Recognise
Preparation
for Post HE

AContlict
between
Scientific
Training &
Reflection

Alack of
Guidance

The
Students
Question
the Current
Assessment
Method

Staff Lack of
Understanding
& Engagement

Alack of
Content

• Falsifying Essay Content

Group 1 revealed that
students did not like
writing about their

'feelings' and that people
'made things up':

M: Most people find the reflective practice annoying; no one really wants to do it,
everyone feels stupid writing down their feelings and stuff, like last year when we

had to do itfor coursework, everyone made stuff up, none of us wrote about stuff we
had actually done, because none of us had done anything, so if we had of wrote
about stuff we had have done in class itjust would have been boring JL: It's just

embarrassing, because you're writing like, 'I was really nervous, I was so
embarrassed'M: And you don't really think any of that when you are in class, it's
just like, 'I'm tired. I want to go to bed', but you can't just write that, so everyone

just made stuff up, which just seems so pointless R: The practicals we were meant to
be reflecting on last year in the coursework, only one person did each practical A:
Everyone else just watched R: It's not very hard to reflect on being a spectator, so
everyone just made up, 'I did the practical, I was nervous, I was embarrassed' JL:
We were just more embarrassed writing about feelings, because itjust felt really
weird and she was going to read. 'Ifelt really nervous infront of the class', it

sounds weird, it sounds geeky, and we didn't want to write it, but I guess everyone
had to 1.337-402

I
R: We definitely bent the truth, the things that happened were
correct, like, 'we went there, we gave the food diaries " but I

said things like, 'I was so nervous, ' because of all these
reasons M: Yeah I definitely padded mine out with stuff R: And
to say the stages of reflection, sometimes it's so much easier to
make it sort of like, 'the first time we went, we all went dressed
as ifwe were going to ajob interview, then when we got there,
all the coaches were in trackies, next time, we all wore trackies

tofit in " I definitely lied about a lot of things 2.3884-3894

I

Group 1 described how they did not properly
complete the reflective diaries that they were
required to fill out after each placement visit
(2.3856-3874). The girls also admitted to

'bending the truth' in their reflective essays:

M: It's more forced, when youforce yourselfto do it I think you end up
making stuffup, where as when you come straight out of placement and talk
about things, ifwe 've just done it, then obviously that's what you really feel
about it, where as the fact that you're sitting down and consciously thinking
about it, I think you just force yourself H: Yeah and you write stupid things

then A: Try and sound intelligent trying to type M: Whereas you don't
actually think like that 1.446-4S9

The fact that the students reported falsifying the content of their reflective assignments, suggests that

Group 1described the
reflective assessment as

'forcing' reflection, which
resulted in things being 'made

up':

the current reflective assessment does not truly capture reflection and is therefore not aligned to the

intended learning outcomes. As discussed on page 128, 'assessment needs to be aligned 10 learning

outcomes and what we want students to learn •(SAD)' Since the purpose of the assessment is to develop

students' ability to understand the attributes that they were learning and enhancing as a result of the

placements, it is unnecessary for students to fabricate the content of their essays. Students should be

focusing on what they gained and learned from the experiences, and how such attributes can be
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applied post HE. As suggested by Philip (2008), clearer guidance can help ensure that reflection is

more genuine and beneficial. Unless students are given clearer guidance, they will not genuinely

reflect (philip 2008).

• Assessment Driven Culture

The content of Sand K's reflective essay was driven by the assessment criteria as opposed to the

intended learning outcomes:

S: I don't want anyone to read it, it's embarrassing,
a/l the points they've said to try andprove that you've
reflected in all these different ways, I wasjust trying
toprove that I had, so I was just like 'I don't care
what I write Ijust want to get the marks' 4.1097-1102

It is of interest that K reports not minding doing the reflective assignment, because she 'did ok in it

K: I don't mind reflection really, because we did it
last year as well and [ did ok on it, so I'm not really

thatfussed this year about doing it 3.259-260

last year'. For the students in the focus groups, it seemed that the content of their essays was driven

by the assessment criteria, resulting in essays that were not representative of genuine or beneficial

reflection. This exemplifies how the focus on a final sumrnative mark can hinder the learning

experience, due to students focusing on the outcome as opposed to the process (Burgess 2007,

Knowles 2008). A member of staff attempted to overcome the assessment driven culture, by

highlighting that reflection is not just a mode of assessment; it provides the opportunity for preparing

for post HE:

No doubt the purpose and outcome
of reflection for yourselves is

assessment, but we 'd also like to
think that you'd invest in this

notion for self growth beyond your
degree,for professional

development 29

I understand that the purpose and outcomefor yourselves is assessment,
you want to know how to get the best markfor this assessment, but think

about it long term as well, you will come across reflection in the
professional world, reflective practice makes you capable of assuming

your own responsibility for learning, so instead of relying on supervisors
and being taughtfrom lectures, you can go out and learnfrom practice,
and as you progress along aprofessional development route, you want to

learn and understand about you and your performance 30

• Inability to Recognise Preparation for Post HE

Despite the member of staffs attempts to enhance students' awareness of the benefit of reflection, the

students were slow to recognise how reflection can enhance future professional development:

M: I don't feel like that's going to help you in your JL: Maybe it's to help you do it naturally in thefuture
future when you're getting ajob, because in what kind H: But I do that anyway JL: I mean obviously in the

ofjob do you have to write in a diary and give it to future I'm never going to write it down, I guess I'm
your boss? Ijust think it's so pointless 1.419-421 trying 10 likejustify them doing it 2.3944-3949

It is apparent that the students do not recognise the intended benefits of reflection. The quotes below

demonstrate both A and D referring to the placement and reflection as being 'just like any other

assignment ':

A: This isjust like any other piece ofcourseworkfor us 1.2509-2510

D: It never felt like a real placement, it was just like any other assignment that I'd done, rather than an actual
real world work 0.67-75
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According to the alumni, students need to be aware of the benefit of engaging in order to fully engage

(page 75). Based on the assessment driven culture, students do what they need when they need

(Ainley, cited in Feame 2008). Therefore students need to perceive a 'need' to engage. Students need

to be aware of the purpose, 'payoff and 'need' involved with engaging in the placement assessment.

According to Marzano (1992), it is important that students are clear regarding the learning goal and

how staff will evaluate such learning. Students must also perceive such goals to be meaningful and

worth engaging with (Marzano 1992). It is important that students are aware of and can identify with

the purpose and benefit of curriculum interventions, in order to ensure that they fully engage and reap

from the entirety of the intended experience. If students are not aware of the purpose and benefit of a

given curriculum intervention, then they will deem it 'pointless'. As stated by Browne (2010),

increasing students' awareness of the reality of the world of work will close the gap between skills

taught in university and the requirements of the world of work. See the 'a lack of awareness' section

below for a more in depth discussion into this matter.

• A Conflict between Scientific Training and Reflection

A potential reason why the students may find reflective practice a difficult concept is because it goes

against the scientific nature of their degree training, as demonstrated below:
K: It was more annoying. because it was so simple, but

EG: It seems quite simple S,D,JF: Yeah S: But when you read over it, compared to other work you've
then you feel like you are doing the wrong thing done that's scientific, it just sounded like a kid had
JF: Yeah like at times when we had the piece of written it or something, because it was just so simple, but
work on it last year, I was like, 'it can't be this it was hard to write it because it was simple if that makes
simple' when I was writing it S: Yeah I did that sense? S: No references or anything, I was doing a

piece of work in a night, and I was like, 'surely that Biomechanics essay at the same time, so I was switching
can't be right' 3.263-272 betweenproper scientific to....and it was quite weird EG:

R: It's easy, but it's so difficult to make it good, I think that mine sounds quite rubbish, but then I don't
and normally our coursework 's are like know if it is, because last year when we did the essay it

introduction methods results discussion the sounded really basic but I got like 80% on it K: I think
reflective essay' is a diffe~entfo";"at, we hav~ never th~t 'swhat they lookf.0~ tho~gh isn't if EO.:Yeah so I

done anything like that before 2 78-80 don t have a clue what It s gomg to be like, It was rushed
. and it's different to what we usually do 4.1021-1042

In the above quotations there is an essence of uncertainty and doubt among the students. They discuss

how the assessment, 'seems quite simple', which makes them feel like what they are writing 'cannot

be right', and they must therefore be 'doing the wrong thing' and 'writing a load of rubbish', The

ambiguity among the students appears be due to the fact that the reflective essay goes against the

scientific nature of the training that the students have received within the SSES. If the students do not

fully understand the curriculum intervention, it could cause them to perceive it as being 'tedious', a

'chore' and 'pointless'. A better understanding of the purpose of the intervention will result in the

students feeling more secure in engaging with the assignment.

• Staff Lack of Understanding and Engagement

At the staff away day, the staff revealed that they have difficulties assessing reflection due to a lack of

understanding, which results in variations in staff marking criteria:
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Part of the problem is some of the
The problem is that you need assessments that we use on the applied
staffs specialist knowledge modules, I don't think I'm qualified to
for some placements, but all assess, because Iknow nothing about

staff aren't necessarily reflection. if the assignments purely on
geared up to evaluate that reflection. it would be like asking a

SAD.EZ Biochemist to mark Biomechanics
SAO.EZ

I know that module. it's beingfarmed
out for different people to mark. they
have given it 70%, and in my opinion
it's never been a 70%, I think someone
needs to take charge of that module
and just accept responsibility for all
the marking, and thenfree their

workload up in other places SAD.EZ

K from focus group 2 articulated that her placement supervisor lacked engagement with reflective

practice and demonstrated inconsistencies with the marking criteria:

(My supervisor) doesn't really believe in reflection, he was saying, 'don't put this in, don't put thai in', but the
outline says we have to say, 'Ifelt this ',like, 'Ifelt angry' for example, but he was like, 'Idon't wanl you putting
stuff like that', but we were like, 'we have to'. so eventually we came to terms with what he wants us to put in,

but I hope he doesn't mark us down just because he doesn't like it 4.1070.1081

If the staff lack understanding and engagement with reflective practice, then it is difficult to

subsequently expect students to be able to understand and engage.

• A Lack of Content

Not spending enough time on their placements (page 193) made the reflective assessment difficult for

students due to a lack of content to reflect on:

K: All we were concerned about in the
end was what we could actually reflect on
in our diaries, because every week it was

the same things coming up 4.728.731

D: I found it quite tricky. if I'd been going
down every week I'd have a lot to talk

about, but I didn '1 really have that much
to reflect on, so Iwas struggling to find
significant time points to talk about 0.136-

142

Group 1came up with a solution to having a lack of information
to complete their reflective essays' from the two occasions that

they visited their placement: JL: I remember saying. 'whal are we
actually going to write in this assignment.for 8pages, when we
have been twice?' and you can just blab R: Make up stuff JL:
Yeah Imean fine we did only go twice or three times, but you

could just make that two pages long M' They don't know what you
did JL: Yeah it's not like they come out and see you ever, they
don '1actually have a clue what we did R: And you're getting
marked on your understanding of reflection. you can lie and be

like. 'oh, this happened, ,and reflect on it well 2.724.738

Having a lack of content to reflect on made it difficult for the students to engage with the intended

learning outcomes of developing students' ability to understand what attributes they were learning and

enhancing in preparation for post HE. As stated by the member of staff in session 29, 'you can't

reflect if you don't have an experience '. Ehiyazaryan and Barraclough (2009) argue that the quality of

a students' reflection is an indication of how engaged students are in the experience, suggesting that

students lacked engagement with their placement. A link between engagement and reflection has been

further demonstrated in the literature (Boud and Walker 1990, Duffy et al. 2008, Moon 2004).

Philip (2008) defined reflection as a threshold concept. According to Smith (2006), understanding a

threshold concept may entail a shift in learner subjectivity, which is likely to take place over time.

Providing students with more time to reflect will help them to understand reflection, present them

with more content to reflect on, and in turn enhancing the opportunity for quality reflection to occur.
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• A Lack of Guidance

The staff articulated that it was important for students to have supervision during the placement and

reflection process:

Guidance will be given for this task at the appropriate lecture
session and through your group tutorials with academic supervisors

(ASS3 Module Handbook 10/11: 10, appendix 14),

It's good to share reflection between a group, but also with
supervisors, it's important that other people are involved 48

As very inexperienced practitioners, you will find that when you
first go out there, you can 'Imake sense of why things are

happening, you don't know why something worked or didn't work,
and your supervisor will say, 'talk me through it, talk me through
what you did, what were you thinking then? How did that make you

feel?' 48

We will force you to engage in
conversational reflection.jorce you to
work with supervisors and groups, and
write reflectively, the reason that we do
that is that ifyou want to go and train

along a professional route way, you will
have to do and demonstrate that 48

Whatever profession you go into, you will
have to undergo a mentoring process, the
placement mentoring process attempts to

reflect this 13

The students' experiences and perceptions of the mentoring process that was intended to guide and

support students through the process of reflecting on their placements is presented below:

Prior to their placements, JF: I don't know D: They've not said it as such, but I think it's expected of you
there was an uncertain to keep in touch K: Just to say what you're doing and how it's going, because
response from group 2 we've had to do exercises that we're going to take to try and do with the
when they were asked athletes, so we have to confirm it with the supervisor before we actually go in,
whether they were going to and send it to the person who's looking after us there as well, to agree that
get any feedback from he's happy with what we are going to be doing EM: Ours is a bit dtfferent,
supervisors whilst doing because we're internal so were working with (our supervisor), so I think we're
their placements: going to sit down with him and go through what we've done 3.167-393

D: k6' supervisor was just involved in the interview, and I was surprised when
we spoke to him a few weeks ago about a presentation we had to do for the
placement, we all had quite a lot of work on, and our supervisor just said,
'look, other work has got to come first', over the placement, so that was the
only feedback I've had from (my supervisor) about it really D.6H 660

Post-placement, group 2
reported having contact
with their supervisors, but
not in a reflective manner:

JF: We were left to get on with it on our own, but in a way I preferred that
rather than constantly reporting to someone, we were left to get on with it and
manage it ourselves, and then just had formal and informal chats with (our
supervisor) now and then as to how things were going, and Ipreferred that,
made us feel more independent and we were actually doing it ourselves 4.461""0

K: We saw (our supervisor) three times, before we went, halfway between and
then at the end, he was really supportive, he '.I' guided us well 40612 620

EG: I only saw my academic supervisor about twa times, I didn't really feel the
need to go and see him, although looking back I could've gone and reflected
with him about what was going on a bit more, but at the time I was just gelling
on with it, and whatever they asked of us we 'd do It, even 1/It was good or
rubbish 4.58$-593

The statT refererd to a
limited statT capacity to
support the placements:

We have integrated it, we have built massive supportfor these placements/or
---- employers, but we haven't got staff capacity to service them, that is the big

problem SAD.EZ

As previously stated, reflection can be defined as a threshold concept (Philips 2008), The

understanding of a threshold concept may entail a shift in learner subjectivity, which is more likely to

be recognised initially by others than by the individual in question, signifying the importance of

guidance in the process of understanding reflection (Smith 2006), In the same manner, the member of

staff in session 48 describes how during the placements the students will require guidance because

they may not be able to 'make sense of why things are happening', According to Moon (2004).

reflection should be modelled by a supervisor.
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• The Students Question the Current Assessment Method

As highlighted, an essay was used to assess whether students understand the attributes that they were

learning and enhancing as a result of their placement experiences. The focus of the reflective

assessment is highlighted in the below quotes:
We expect you to engage and learn in the placement experience, and

the way you will learn is through reflection, and demonstrate it
through the essay 29

You get marked on whether you show
you know how to use the reflective

cycle 44

Some of the students questioned the current structure of the reflective assessment:

R: Some people like to write things
down, some people like to ring their
mum, some people just like to think
about things themselves, and you just
already know, I don't think it helps
anyone, I'd be surprised if it helped

anyone 2.3973-3976

R: I don't think that assignment helped
my reflection JL: You do reflection

automatically with your friends; ljust
don't think you need to necessarily

write it down 2.3848-3851

3.248·257

R: I don 'I think you need 10
structure it 2.3961

H: I don't personally see the
point in having to write it down,
because I know obviously you

learnfrom it, but I'm not going to
go back to it in a couple of years
and read, 'Ifelt nervous' because
of course you did, I just don't see

the whole point in it 1.414-417

S: I fee/like I do it a bit anyway,
but then with this diary writing
down thing, I don't know if I'm
writing a load of rubbish, I feel
like I reflect anyway, but there's
a whole process you have to go
through. which seems a bit ......

As previously stated, students must be able to perceive that assessment is meaningful and worth

engaging with (Marzona 1992). Students' lack of awareness regarding the value of the reflective essay

means that they cannot perceive a 'need' to engage. The following extracts reveal the students'

perceptions regarding the focus of the assessment:

JF: From what I can gather, the idea of this is that you're
getting more practical hands on experience, and then the

final assessment isn't really looking at that, it's only going
to be sort of 10% of it, the rest is your reflections on the

process 3.216-219
M' Part ofit is seeing what you'd be like in the practical
world of sport, that's what they say they are preparing us

for, but they're really not, they're preparing us to write an
essay 2.3462.3464

R: We get marked on the assignment about
reflecting. we don't get marked at all on what
happened at the placement, you have like no
real motivation to prioritise that, even though
you're probably going to get a lot more out of
that than doing another coursework, but you get

marked on reflecting 2.715-718

The girls felt that not getting marked on the applied work that they carried out as part of the

placement, meant that they were had 'no real motivation to prioritise' such work. Knowles (2008:20)

described this phenomenon as students "focusing on the outcome as opposed to the process ", This

resulted in the students not gaining and learning from the totality of the placement experience,

meaning that the reflective practice assignment is not accounting for or encouraging the intended

learning outcomes, Due to the assessment driven nature of students whereby students 'focus on the

outcome as opposed to the process', the intended learning outcomes need to be aligned to the

assessment in order to encourage engagement in the process (Philip 2006).

4.3.3 Summary: Reflective Assessment Recommendations

For part 2 of phase 2 of this research programme, the focus groups intended to address the following

overarching research programme aims:
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b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

It appears that currently the reflective assessment is not enabling students to learn from the experience

of reflection in the manner intended by SSES staff (page 203). Reflective practice recommendations

to enhance learning and preparation for post HE have been created based on the findings presented.

Clearer guidance is required to overcome students falsifying essay content, and ensure that reflection

is more genuine and beneficial (Philip 2008). Due to the assessment driven culture of students,

assessments need to be effectively aligned to the intended learning outcomes. The focus of the

assessment needs to be realigned to encourage reflecting and learning from the placement experiences

in preparation for the world of work. Students need to be fully informed and understanding about the

benefits of engaging with any given curriculum intervention in order to engage and gain from the

totality of the experience and its intended benefits. Since students found it difficult to write the

reflective assignment due to the scientific nature of their degree training, more training and guidance

is required, ideally from the first year in a developmental holistic programme approach. The issue of

the staffs' lack of understanding and engagement with reflection needs to be addressed, potentially

through developing staffs' specialism. Since reflection can be defmed as a threshold concept, it

therefore needs to be taught accordingly. Increasing the amount of time that students are engaging

with reflection will increase students understanding of reflection. Students have to be provided with

more content to reflect on. Given that the understanding of a threshold concept is more likely to be

recognised initially by others than by the individual in question, students need to be engaged with an

effective mentoring system to help students understand and become aware of the learning and

development process that they are undergoing.

4.3.4 What more could be done?

The students and staff made suggestions for alternative ways that the placement could be assessed.

Such suggestions will result in the focus of the assessment being realigned to better encourage

reflecting and learning from the placement experiences in preparation for the world of work:
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Some of the group
2 students felt that
the more marks
should be allocated
to account for the
effort that they put
into their
placements:

D: The weighting of the reflection should be different, maybe 50150 with the supervisors mark
JF: Yeah because if you did really well at your placement, but then say you weren 'I as good at
the reflective practice process and your write up wasn't as good, your work in the placement
would be a bit wasted, because it wouldn 'I be reflected in your overall mark 3.33O-~2

D: I'd say tt'd be better ifil was weighted a bit differently, so that your actual performance at
the placement got more than JO%, because you're putting all this effort in and then you're not
getting marked on it, because it's only J 0% that you get from the supervisor, and if I'd been
travelling down once a week. I'd want more than 10%for all my effort 0.207 217

EG: It should be more from the supervisor, because some people might not be very good at
writing reports, and writing up their own feelings 3.209.210

A from group 1
suggests assessing
students' on their
attitude:

A: Maybe if we got a mark from the person at the placement, because they don't know in the
reflection if we've worked hard or not because you can say what you want really, or if they
broke it up, so it was like 10% on your attitude, maybe if they said like, 'they were
enthusiastic', because we could go and just be like, 'oh, we don't really care, and we actually

- haven't done the food diaries, there's nothing like saying that we have to do it 1.2666-2695
This suggestion reflects the 'good work ethic/attitude' world of work requirement that the
alumni discussed in phase 1 (Table II, page 61). Employers are often more interested in
attitude and personaiity than skills, as it allows for the differentiation between graduates, and
skills can be developed once employed (Adecco Group 2012, Burgess 2007, Talabi 2012).

JF suggests that
students could
receive feedback
about their
performance from
their placement
provider:

JF: Even if you got marked like J0 or 20% for actually completing the placement, and

ZfeedbUCkfrom the coach, and proof of what you did 2.751-752

This suggestion supports the alumnus S, who suggested that the students would benefit from
an evaluation of their placement: In terms of the evaluation, you do a reflective practice
journal, you don't actually get assessed on your contribution to the applied Sports Science,
also somehow evaluating what you have done on the placement gives you a measure of how
good you were practically, as opposed to writing a theoretical reflection, they would maybe
benefit more from some practical evaluation from that placement, what they did well and what
they didn't do so well

EO suggests that
students could be ,. 'given targets to EG: When my friends at other u",s go on placements they get assessed on how they did and
hi hil t th -they get given lists of things they've got to do, and they've got to meet those targets, and then

ac ieve W, 1 S ey they'll get assessed on how well they did .~oothm ~m
placements:

A and R suggested that
observations could be
used to assess how
effective students are on
their placements and
enhance students'
accountability and
engagement:

_ A: I reckon ifwe got observed rather than just doing reflection R: You'd probably put
more effort into the placement then 2.3457.3460

We should be given more time, we should think a bit better how to assess more effectively, and
The staff suggested<then we can go in one day and watch them doing something, because we're the experts here,
altemati ves for supposedly SAO.fZ

assessing the You could get the students to video what they are doing and bring that back and then a
placements: supervisor can assess it, that's what I use in supervised experience, I don't go out and see them

SAO.fZ

Alternative Placement Assessment: Summary

More marks should be allocated to account for the effort that students put into their placements.

Evaluative feedback about students' performance in their placement should be provided from the

placement provider. Students could be given targets to achieve whilst they are on their placements.

Observations can assess how effective students are on their placements, and enhance students'

accountability and engagement. Video observational assessment could be used if the staff members

cannot be there in person.
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4.3.5 A Lack of Awareness

Data regarding a lack of awareness will be presented under the following format:

1.ALack of
Awareness
Exemplified

2. The impact of the focus
groups on reflection and

an examination of
students' reflective essays.

3. The Importance of
Awareness

4. A Lack of
Awareness: Summary

1. A Lack of Awareness Exemplified

It has been demonstrated that group 1 in particular were unable to recognise the intended benefits of

reflection in terms of learning from the placement experience and developing professionally. Despite

this, throughout their post placement focus group, the girls talked through their placement experience

in a reflective manner, evaluating what more could be done to improve their conduct as applied

practitioners. However, as mentioned earlier, reflection can be described as a threshold concept, and

the understanding of a threshold concept may entail a reconstruction in learner subjectivity, which is

more likely to initially be recognised by others (philip 2006, Smith 2006). The girls appeared to be

unaware of the learning and development that they had gained from their placement experience. This

notion will be discussed in more depth, after extracts of the girls reflecting on their placement have

been presented:
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JL and A discussed JL: At the beginning we could have taken a different approach, like gone in and done a
how they could have presentation and brought loads of food and props A: Made it interesting JL: And been like,
better introduced --- 'right everybody, what did you have for breakfast this morning? I had these', and interact a bit
themselves to their more rather than just casually silting besides the pool where you can't hear, they've no idea
clients: who we are; to them we're probably just like teachers coming in to hound them 2.628-641

M felt that
conducting a needs M' We never really got told much, if they'd have sat down and spoke to us about individuals,
analysis would have like who does what stroke, who does what competitions, because they were saying, some of
allowed the girls to them do competitions where they are doing stuff all day and other ones don't even do
provide feedback to competitions, and if we knew more about them as an athlete, they told us there was different
meet their clients levels in there, but they didn't say, 'this person is at this level, and this person is at this
individual level', so we had no clue, because we never got to speak to them about i/2.351-360

requirements:

R fel t that spending R: if we'd have gone to the placement more times and got to know the kids, we could have got
more time on the more out of them, because one of the girls I gave the feedback to didn't open her mouth
placement would through the whole thing, so [was just talking and talking, I was trying to engage her, asking
have provided more her questions, 'do you like this? do you like that?' But [ got no response, which meant I

couldn't gauge what she knew at all, and I don't know whether it was because she was shy or
of an opportunity to --- not interested, but maybe ifwe had gone more times and got like more of a rapport with them
build rapport with, I' 2.619-626
their c rents, and get The alumni in phase I defined the ability to build rapport and be personable as an important
a better idea of their world of work requirement (Table 11), This links to the students' discussion that it would be
nutritional needs: beneficial to spend more time on placement (page 199),

A: It would have been good if we'd have gone back, told them it all, gave them all the ideas,
and then gone, 'do another food diary now with the new ideas', and see if they made an
improvement R: And then maybe you could say, 'do this before your training session, and

The gi rls felt that then come back and tell us whether it made you feel any better when you were performing',
more time on the because some of them had like a day long competition, and according 10 the food diary,
placement would some of them hardly ate, so then, 'next competition, if you eat, and then tell us if you think
have given them the --- that improved you' JL: When we think about nutrition we just think, 'ok, we do food diaries',
opportunity develop and you don't really think about that much else, so until we actually sit now and think, 'well,
theirc1ients' actually we could have done this, or we could have done that', because we had done the
performance: food diaries so late in the year, it really didn 'I leave thai much time to do anything else, so I

think if we were to do it again, it would be wise to do it immediately with thefood diaries at
the very beginning of the year, and then you have time to speak to the supervisor and be like,
'ok, we didn 'I really know what else to do, can you help us' 2.682 701

Group I discussed
difficulties that they
encountered whilst
on their placement,
and how they would
make improvements
to their future
practice:

R: When we went first of 0/1 to give out the food diaries, there was quite a big group of
people, so we split of into groups of a few kids each, because the swimming pool is really
noisy, and literally, for most of LIS, we felt like no one was listening, the parents were listening
a bit, but the kids were just like, looking at the pool, looking at the wall JL: They had their
swimming lesson after so they were just like, (jumps around in seat) dying to get in the pool
R: They just wanted to swim, they just weren't interested, weren't listening A: They just
weren't listening at all, and you'd ask them questions, and they just wouldn't answer 2.278 290

R: It would have been easier ifwe 'd have had it in a separate room maybe, but these are
things that we didn't know before we went, but in hindsight, doing it at the side of the pool,
doing it at seats that are A: Tiered R: So I'm sitting here and one of the kids I'm talking to is
like two seals above me, and one of them is down there H: And when they're looking at the
pool thinking, 'Ijust want to get in' R: Yeah other people are swimming in the pool .and it's
an absolute distraction A: It's good, because they obviously feel comfortable in there but ....
JL: Yeah I guess it's like their comfort zone I guess ill a way A: Even if YOIl were in the
changing room where it's quieter 2.643-660

During sessions X2, the placement group also displayed effective reflective practice skills, as

demonstrated in the below research reflection:

arrived at the care home to find the students dealing with an angry home manager,
lacement students had prepared to do a gardening session and the care home had prepared fo
able football, The confused situation was handled effectively and quickly so that the sessio
ould get underway, The students decided that the first half of the session would be football
ecause the equipment for had been set up. and the second half would be gardening, As we wen

leaving, a few of the students engaged in a very professional chat with the home manage
egarding next week's activities, In the car park, the students reflected on the events of today
'we would have been better doing gardening as the first set of activities', They demonstrate
earning from their practical experience and re ecting on how they could develo and im rov
heir work lace ormance next time.
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The above extracts demonstrate students effectively
reflecting and learning from their placement experiences

and identifying ways to improve their professional
conduct. As R highlighted, 'hindsight' meant that group 1
were only able to recognise the reality and requirements
of the situation after the event and determine how the

process could be better managed in the future. This relates
to the defintion of reflection from Biggs (1999: 7):

"A reflection in a mirror is an
exact replica of what is in
front of it. Reflection in
professional practice,

however, gives us back, not
what is, but what might be, an
improvement on the original".

It therefore appears that the placement experience has accomplished the SSES's intended learning
outcome of' developing students as professionals'. Based on the above examples of group 1

reflecting in the focus group, it is surprising that group 1 felt that they had to falsify content to put
into their reflective diary .

•However, when asked directly, 'did doing your placement make you feel any more prepared for
after university?' H, A, Rand M simultaneously replied, 'no', suggesting that the intended learning
outcome of 'developing students' ability to understand the attributes that they were learning and

enhancing' was not achieved .

•The girls lacked an awareness of the attributes that they had gained and developed as a result of
their placement experience:

H: I've not learnt anything skills wise that I didn't already have before 2.3401-3402
M' Although "We learnt how to do real lifefood diaries, as part of one of our courseworks last year "We had to
do afood diary, so "We knew how to use the software and everything like that already, the only thing that was

a bit different was that that wasfor an athlete, whereas this was for children, and this got us used to
overcoming the obstacles, like when they don't put in exactly the right information, how to get round that,

but still, I don 't think we've learnt that much, because "We'velearnt the whole process before 2.394-401

It appears that group 1 do not recognise the professional development that they underwent as a result

of their placement. In the focus group scenario, the researcher was able to recognise the attributes that

the group had developed but were unaware of. This supports of the notion that reflection can be

initially recognised by others before the individual (Smith 2006).

2. The Impact of the Focus Groups on Reflection

The staff articulated that it was important for students to share reflection with supervisors and within

the placement groups:

Group based work related tutorials will assist students inpreparingfor placement and subsequently supporting
them through this experience. These tutorials will allow students to use their analytical and group reflective
skills to address specific issues and enhance their own learning (ASS3 Module Handbook 10/11: 5, appendix

14).

However, as demonstrated on page 208, it does not appear that this intended supervision was

implemented. On page 214, JL stated that 'until we actually sit now and think, 'well, actually we

could have done this, or we could have done that', suggesting that the focus group stimulated the girls

to reflect on their placement experiences, and evaluate what they could have done to improve their

conduct as applied practitioners. According to Knowles (2008), the discussion of experiences after the

event can create the opportunity to evaluate practice. Knowles (2008) states that reflection can be an
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individual or shared activity, and that reflecting with others as well as reflecting on our own promotes

learning. Ritchie and Lewis (2003) stated that focus groups can encourage and support reflection and

development, and the researcher was intrigued about whether the reflections that the girls

demonstrated in the focus group differed to the content of their reflective essays. The researcher

emailed all members of group I to ask them for a copy of their reflective essays. Three out of the five

students replied, consenting to the researcher reading and making reference to their essays (A, JL and

R). JL and R commented on the focus groups in their reflective essays, as presented below:

JL's Reflective Essay Extract
Prior to completing the two focus group sessions, I
was more excited than nervous to be able to give my
honest opinion on the both the process and outcome;
perhaps assistingfuture development. The recorded
sessions were of an informal nature, and as our group
were close friends, we found it relatively simple to
express our thoughts and emotions. I believe that

completing the focus group was very beneficial, as it
gave us the chance to be honest and express both our
positive and negative opinions about the placement in
a confidential environment. In the future, I would aim
to get involved in a similar setting, as I feel it helped

me to expand upon my previous reflection.

R's Reflective Essay Extract
The final focus group allowed us to record the
different things we had learned throughout the

placement. Initially, we each recorded any theoretical
(explicit) knowledge we had gained through

nutritional research [researchers note: this did not
happen}. However, when the PhD student encouraged

us to consider skills we had gained further to
academic understanding; it was evident that much

craft knowledge had been acquired, such as
organisational, communication and efficiency skills. I
would not have realised I had gained these abilities
had it not been for the focus group, and this further
enabled me to appreciate the role reflection has in
respect to improvement and learning. In addition, I
was able to realise the wide availability of the range

of reflection methods and how each can play a
different, yet important role in personal and

professional development.

Copies of JL and Rs' essays can be found in appendix 24. The researcher was aware not to take

extracts from the essay at face value, based on the fact that the group 1 students had admitted to

'bending the truth' in their reflective essays (page 204), and the note in R's consent email to the

researcher that stated:

Yeah, itsfinefor you to refer to my essay, although I must say that the majority of what I wrote wasn't true - it's
easier to reflect ifyou make things up!

The researcher emailed Rand J to ask them to confirrn the authenticity of the above essay extracts

about the focus groups. Extracts from their email responses are presented below:

JL's Confirmation Email
At the time I think that was just written for the essay.
Although when I think about it, it is a lot easier to just
talk about reflection in a group and talk about your
thoughts and feelings of the processes. rather than
record them and write an essay about them. which

feels kind of embarrassing.

R's Confirmation Email
To be honest. that is a bit exaggerated I think the
focus group helped me in terms of really thinking
about what was good/bad about our placement
process and what J enjoyed/didn 'I enjoy (and it

definitely helped me write the essayl), but J don't think
it made me realise any skills I'd gained J

definitely didn't appreciate reflection (from the focus
group or the essay) and by the end still thought of it as
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being quite boring and not very helpful, which seemed
to be thefeelingfrom most of the students in our year,

though I enjoyed it in discussionform more than
essay!

The researcher concluded that JL and R were unaware of the factors that they had learned and

enhanced from their placement and reflective experience, and how that relates to the world of work. It

is questionable whether an essay can do justice to the very individual, personal and complex nature of

reflecting. The fact that the students claim to reflect anyway (page 209), and that they demonstrated

the ability to reflect in the focus groups, suggests that the nature of the essay is in their words,

'forcing' them to reflect (page 204), which is in tum suffocating the creative and individual essence of

reflection.

3. The Importance of Awareness

The importance of self-awareness was highlighted in the literature review (page 9) and discussed in

the phase 2 world of work requirements section (page 124). LJMU's consultation with employers

revealed that employers want students who have a self awareness of their own skills, attributes and

values, rather than simple the possession of 'skills' (Thompson et al. 2008). Students need to be made

aware of the factors that they have developed alongside their placement, and how these factors are

important and can be applied in the world of work (Leitch 2006, NSF 2010). Gaining an awareness of

the learning and development that occurred as a result of their placements will result in students'

improved conduct as practitioners if absorbed. Group I 's lack of awareness regarding the learning and

development they underwent as a result of their placement resulted in them being unable to reflect on

and learn from their experiences. Awareness is required in order to reflect and learn from a given

experience. Based on the perceptions of the alumni and the focus group students, gaining experience

and applying their attributes helps to enhance awareness:

This reflects the students in the focus groups who
benefited from the opportunity to apply their

knowledge in a working world scenario. The placement
experience made the students become more aware of
the extent of their knowledge, and more confident in
their ability to 'make a difference' in the world of work

(see page 189).

However, gaining experience is not always enough. The fact that the attributes gained by the girls

could be recognised by the researcher but not by the girls themselves, suggests that students need to

The alumni only became aware of the attributes that
they possessed, when they started to put them into

practice in the work place (page 70), and in the same
sense, only became aware of the requirements of the
world of work upon entering the world of work and

learning what was required of them.

be engaged with an effective mentoring system which ensures that students are informed and made

aware of the learning and development that they are undergoing and how that relates to the world of

work requirements. The staff need to approach students in the same manner they approach their

athlete cliental:
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The Sports Science environment deals with interpersonal relationships, one day is never the same as the next,
the environment that you work in changes constantly, it's like being a nurse on a ward, patients are different,

peoples conditions change, it's the same with Sports Science, it's a constant changing environment, you have to
have the ability to make changes in practice 45 48

The above description of the Sports Science world of work environment resembles HE, whereby

'students are different', and 'students' conditions change'. This needs to be accounted for. Staff need

to approach students in the same manner they approach their athletes and clients. For example, staff

should etTectively communicate at an appropriate level of understanding with students as they would

with clients. Also, as demonstrated in the below quotation, the statT referred to the importance of

making athletes aware of why given assessments are being conducted:

You have to be able to rationalise to athletes why you have done the assessment you have done and what the
importance and benefits of that assessment are, and you have to have the ability to present scientific information

in a format suitable for a non-scientific audience 1744

This assessment notion needs to be applied to students. It needs to be made explicit to students what

they are gaining and developing as a result of curriculum interventions. As demonstrated on page 106,

the SSES staff referred to PDP being utilised to develop students' awareness of the attributes that they

posses, in order to increase students' marketability:

PDP develops your ability to recognise, value and evidence your learning experiences, so that you can
demonstrate to others what you know and can do, some students are great academically, but they can't

communicate it in interviews, and they don't have the written Cv. we want you to be able to demonstrate to
others that you are good and attractive, you need to make yourself stand out from others, and that's a skill in

itself 4S 26 S 10

However, based on the above data from focus group 1, awareness and subsequent marketability has

not been accounted for. If students are unaware of the requirements of the world of work, they will

fail to recognise what they can offer. As highlighted on page 88, students require self awareness in

order to etTectively market themselves to potential employers, and effectively apply and continue to

develop their attributes post HE in the world of work. Students must be aware of the skills and

knowledge they are developing and how to successfully articulate the applicability of such attributes

to potential employers (Denholm 2011, Harvey 2003, NSF 2009, Rae 2009). As stated by the UKCES

(2009: 7), one of the most valuable skills is the ability to transfer ones skill.

t Awareness
of the world of

work
requirements +

i Self
awareness of
attributes and
how they

relate to the
world of work
requirements

-- i
Marketability

As stated by Browne (20 I0), increasing students' awareness of the reality of the world of work will

close the gap between the skills taught in HE and the world of work requirements.
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4. A Lack of Awareness: Summary

In summary, students need to be made self-aware of the factors that they have developed alongside

their placement, and how these factors are important and can be applied in the world of work.

Students need to be engaged with an effective mentoring system, which ensures students are informed

and made aware of the learning and development they are undergoing, and how that relates to the

world of work requirements.

4.4 Phase 2 Summary

Through an ethnographic research approach, including focus groups, phase 2 part 1 of this research

programme aimed to address overarching research programme aims 'b' and 'c':

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

The SSES has responded to the demand of the competitive graduate job market and developed a three

stage employability model for curriculum design, which involved opportunities to prepare students for

post HE, including PDP, careers sessions, guest speakers, placement, and reflection. The SSES are

proactive in providing opportunities; advice and encouragement to help students develop personally

and professionally, yet students are not engaging, highlighting a dissonance between the perceptions,

understandings and expectations of staff and students within the SSES. This dissonance was explored

by gaining a better understanding of students and the students L&T university culture, in order to

determine why there was a lack of engagement. This understanding and subsequent recommendations

can be utilised to diminish the dissonance between what staff provide and what students engage with,

and determine how the SSES can promote effective learning and post HE preparation within the SSES

curriculum Such recommendations will be summarised in the synthesis of this thesis.

Recommendations to ensure students gain effective placement experience have been created, as well

as recommendations for the use of reflective practice within the SSES curriculum (pages 200 and 209

respectively). The figure below provides a summary of the post HE preparing assessment orientated

recommendations that have been made by the students and staff involved throughout phase 2 of this

research programme:
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Q&A = Question and answer
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Chapter 5: Phase 3

Phase 1

Interviews with alumni from the SSES.

Phase 2: Ethnographic Research Approach

Part 1 involved participant observation within
the SSES student L&T environment and

culture.

Part 2 involved focus groups with SSES
students regarding their experiences and
perceptions of the L&T experience.

Phase 3

Interviews with immediate graduates.

221



5.1 Phase 3 Rationale & Study Aims

It is important to assess students' employability needs and aspirations and the effectiveness of their

university experience whilst at university, immediately after university, and once in work (Martin et

01. 2000, Minten 2010). Since phase 1 of this research programme focused on graduates in work, and

phase 2 focused on students whilst at university, the researcher decided to interview students who

were at the end or immediately after their university experience, addressing the following research

question:

What are immediate graduates perceptions of the HE experience in relation to post HE preparation?

The phase 3 interviews further investigated the issues raised as a result of the phase 1 alumni

interviews and the phase 2 ethnographic immersion in the SSES L&T environment. Interviews are

considered to be an important supplement to ethnographies (Alvesson 2003), since they can be

utilised to follow up issues and findings that arise as a result of ethnographic immersion (Krane and

Baird 2005).

"Interviews are at the heart of doing ethnography because they seek the words of the people we are
studying, the richer the better, so that we can understand their situations with increasing clarity" (Ely

1991: 58).

After gaining insight into the students' L&T culture and experience through the phase 2 ethnographic

immersion, interviews provided the researcher with the opportunity to gain a better understanding of

how the students perceive their L&T culture and experience (Krane and Baird 2005). Phase 3 aimed

to address the research question through overarching research programme aims 'a', 'b' and 'c':

a. Gain a better understanding of students' needs, aspirations and expectations in relation to

their HE experience.

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

5.1.1 Subjects

Phase three involved interviewing SSES graduates at the end of their university experience. The

graduates had undertaken a BSc (Hons) Sport Sciences related undergraduate degree within the SSES

and graduated in the summer of2010. All of the graduates completed their degree on a full time basis.

A sample range of 11 graduates volunteered for interviewing. 8 were male and 3 were female.

Initially, the researcher recruited recent graduates based on the personal contacts that had been made

as a result of phase 2 of this research programme. This accounted for the three female graduates that
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volunteered for interviewing. A recruitment email was then sent to all final year SSES students at the

end of the academic year in 2010 (appendix 25). However, this recruitment attempt was unsuccessful.

The researcher then attended the SSES graduation ceremony on 13th July 2010 and distributed

recruitment letters to SSES graduates (appendix 26). This recruitment attempt was also unsuccessful.

As previously mentioned, there is a large postgraduate cohort within the SSES. Many of these

postgraduate students are alumni from the SSES's undergraduate courses. In a manner known as

convenience sampling, the researcher utilised this postgraduate resource to recruit the eight male

graduates that participated in this study (Cresswell 2007). These graduates were recruited via email

(appendix 27). Table 21 represents the degree title, degree classification, gender and age of each of

the participating graduates. A pseudonym was assigned to each graduate, allowing the reader to refer

to the individual demographic information of the graduates' whilst protecting their right to anonymity.

Table 21: Key demographic information of the graduates in phase 3
Pseudonym Degree Title Degree Classification Gender Age

GD1 Sports Science (Physiology) 2:1 Male 22

S Sports Science (Physiology) 2:1 Male 23

SM Sports Science (Physiology) 1st Male 22

N Sports Science (Physiology) 2: 1 Male 21

CT Sports Science (physiology) 1st Male 22

AT Sports Science (Physiology) 1st Male 21

GD2 Sports Science (Physiology) 2:1 Female 22

KT Sports Science (Development and Economics) 2:1 Female 20

C Sports Science (Development and Economics) 2:2 Female 22

DM Applied Sports Psychology 2:1 Male 21

DF Science and Football 2:1 Male 21

As mentioned, the eight male graduates were SSES postgraduate students at the time of interviewing.

The three female graduates were in the processes of applying for jobs at the time of interviewing.

Table 22 presents the postgraduate degrees being undertaken by the male graduates.

Table 22: Post undertaken b the male subiects in hase 3
Postgraduate Degree

GDI MPhil
S MSc Sports Physiology
SM MPhil
N MSc Clinical Exercise Physiology
CT MPhil
AT MPhil (with PhD Transfer)
DM MSc Sports Psychology
DF MSc Sorts Ph iolo
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Providing subject demographic information helps to account for the triangulation criteria 'thick

description' of 'the subjects' (see page 27).

5.1.2 Data Collection Methods

An in depth interview method was used, based on the same rationale described in the data collection

methods section in phase 1 (page 35).

5.1.3 Measurements - The Interview Guide

An interview guide was created using the same guidelines as specified in phase 1 (page 35).

Table 23: Summation of the Phase 3 interview guide. Questions for the interview were constructed under five
different themes

Theme 1:
Identify subjects' perceptions of the general purpose of HE alongside their personal reasons for

going to university and their reasons for choosing a Sports Science related degree.
Theme 2:

Identify graduates perceptions of the Sport Sciences course that they underwent. This involved
discussing the graduates' courses with them in an evaluative manner, identifying potential

improvements. There was a particular focus on the assessment, feedback and L&T methods that
subjects experienced.

Theme 3:
Identifying which L&T and assessment methods promoted learning for the graduates.

Theme 4:
Assess how prepared the subjects felt for the world of work, and identify the impact the SSES

university experience has had on preparing students for post HE.
Theme 5:

The students were asked what their advice to current and future SSES students would be.

The interview guide was designed to address the aims of this research study. The construction of the

interview guide was based on the findings from phase one and phase two part one of this research

programme.

5.1.4 Procedure

A meeting was arranged at the convenience of the subjects who volunteered to take part in the study.

The male subjects were sent an email copy of the interview guide and the participant information

prior to the meeting (appendix 28 and 29 respectively). Subjects were informed that reading the

participant information may help them to formulate their thoughts and ideas in preparation for the

interview (appendix 30). The three female subjects were informed of the purpose of the interview via

text message (appendix 31). During the recruitment process, the researcher refrained from using the

word 'interview', using words such as 'meeting' and 'chat' instead. In an attempt to account for the

trustworthiness criteria 'tactics to ensure honesty in informants' (see page 28), the researcher wanted

to try and conduct the interviews in a relaxed informal atmosphere, and felt that connotations related

to the word 'interview' may be detrimental to this quest. Interviews with the three female graduates

took place in May and June 20 IO. Interviews with eight male graduates took place in October 20 10.
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Upon meeting, it was ensured that the subjects understood the purpose of the meeting. Subjects were

informed that there was some structure to the content that was going to be covered during the

meeting, but that it would take a conversational type form Subjects were informed that the meeting

did not have to be based around the questions that the researcher asks, and that they have the freedom

to 'chip in' to the 'conversation' at any point if they feel like they have something to add. From the

beginning of the meeting the subjects were encouraged to be truthful in an attempt to account for the

trustworthiness criteria 'tactics to ensure honesty in informants' (Shenton 2004). It was stressed to

subjects that there is no right or wrong answer, so they should answer the questions based on their

own feelings, and be as honest as possible. Being supportive and reassuring in this manner can help

any of the subjects who are contending in a self-efficacy manner that they have nothing important to

say (Bogdan and Biklen 2007). As previously mentioned, the fact that the researcher was a recent

Sports Science graduate meant that the subjects were able to relate to the researcher, establishing

rapport between the subjects and the researcher and assisting the subjects in feeling comfortable

disclosing information about their perceptions and experiences (see pages 27 and 37) (Creswell and

Miller 2000). The researcher endeavoured to make each subject feel that they were 'collaborators' in

the research process, as opposed to 'subjects' being interviewed by the 'researcher' (Maykut and

Morehouse 1994). The researcher felt that placing the subjects in such a position of power would

assist them in being able to talk openly and confidently about their perceptions and experiences

(Mishler 1986). That fact that the researcher did not study for their Sports Science degree at the SSES

(see pages 28 and 37) also meant that the researcher was able to place the alumni in a position of

power, as exemplified in the below extracts:

I studied Sports Science, but not at UMU, part of my research is to get a better understanding of the
undergraduate courses here, which is what I am hoping you can tell me about

I didn't have to do any reflection as part of my course, so I don't really understand what it is, can you tell me
what you have to do?

Probing questions were used in the same manner as described in the procedure section for phase 1

(page 38). Subjects were interviewed individually, and anonymity of responses was ensured. The

interviews were completed in one session. The interviews took place on the premises of LJMU, as

specified by the subjects. It was ensured that the interviews were conducted in a quiet and private

location. Written informed consent was obtained from all subjects, and informed consent forms were

stored in a locked filing cabinet in the possession of the researcher. Interviews were recorded using a

digital voice recorder. Interviews lasted between 35 minutes and 1 hour 57 minutes (average interview

time = 1 hour 11 minutes). Times were rounded to the nearest minute. It was ensured that a member

of the project team knew where the interviews were taking place and what time they were expected to

finish, adhering to LJMU risk assessment requirements.
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5.1.5 Pilot Study

After conducting the first interview (KT), the researcher felt that the questions on the interview guide

were too structured, making the interview process difficult and complicated. The researcher felt

unable to adequately articulate the intended questions, which resulted in the subject becoming

confused Furthermore, upon transcribing the interview, the researcher became aware that potential

avenues for discussion that had been initiated by the subject had not been thoroughly pursed and

explored. The researcher attributed their lack of focus on the topics of conversation initiated by the

subject to be due to a preoccupation with asking 'the next question'. As a result of this initial

interview, the researcher was reminded not to rely on the interview guide. This revelation was also

highlighted to the researcher in the phase 1 pilot study (page 36). The interview guide was re-

structured and simplified accordingly. The researcher wanted to allow the direction and content of the

interview to be determined by the subjects themselves, based on the issues that were important and

relevant to them. Interviews subsequent to the pilot interview did not rely on the interview guide so

heavily, and were treated more as conversations with a purpose (Ritchie and Lewis 2003). The

researcher focused on listening to the subjects, and discussing issues that appeared to be of

importance to them. The initial and re-structured interview guides can be found in the appendices

(appendix 32 and 28 respectively).

5.1.6 Data Analysis

1. The interviews were transcribed verbatim. A blank space was left down the right hand side of

the transcriptions to allow for note taking.

2. The analysis was orientated around the five themes in Table 23.

3. The researcher worked through the hard copies of the transcriptions; looking for any responses

in the interview data that related to the deductive analysis themes (such responses could consist

of phrases, sentences, paragraphs or sequences of paragraphs).

4. In MS Word, the researcher then copied the noted transcript extracts into a new word file, under

the heading of the relevant analysis theme.

5. The researcher then clustered each of the five themes into relevant smaller themes and units of

similar meaning (such themes will be accounted for in the presentation of the analysis

findings).

6. The researcher then concentrated on arranging and presenting the data appropriately. The end

product is the results and discussion section presented below, which has been broken down into

five parts, based around the deductive interview guide and analysis themes (Table 23).

7. Trustworthiness criteria 'member checking' was used to check the accuracy of the initial

interview data that the researcher analysed in the same manner as in phase 1 (see page 40)

(Shenton 2004). As demonstrated in the interview guide (appendix 28), the purpose of member
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checking was discussed with subjects during the interview. Subjects were sent the same email

as the phase 1 alumni (appendix 7). 7 out of the 11 subjects responded to the researcher's

member checking request and confirmed the accuracy of their transcriptions. The subjects'

member checking emailed responses can be found in appendix 33.

8. In the same manner described in the phase 1 alumni interview study, trustworthiness criteria

'analyst triangulation' was employed to test the trustworthiness of the results from the

interview analysis process (page 40). Notes from the additional analyst can be found in

appendix 34.

This phase of the research programme is orientated in the post positivist qualitative research

paradigm, as was phase 1 of this research programme (see page 42).

5.2 Phase 3 Results & Discussion

The five interview guide themes that were presented in Table 23 form the basis of the results and

discussion section. The process diagram below depicts an overview of the phase 3 results and

discussion section structure:

Part 1:Attitudes regarding the purpose of
university ) Part 2: Course Evaluation

Part 3: Factors that impact on learning and
engagement ) Part 4: Post HE Preparation

I

Part 5: Advice ) Conclusion

The findings for each of the five themes will be presented using summary analysis tables in a similar

manner to phase 1. These tables will be described, discussed and subsequent recommendations will be

made. References to phases 1 and 2 will be made to support the phase 3 findings where relevant,

accounting for the trustworthiness criteria 'data triangulation' (see page 28). Data triangulation is

explained by Patton in the below extract:

"Triangulating data sources means comparing and cross-checking the consistency of information
derived at different times and by different means within qualitative methods" (patton 1999).

Consistency in the data findings from different sources contributes to the credibility of those findings

(patton 1999). Subscript letters represent the pseudonyms' of the subjects that referred to each theme

(see Table 21), and subscript numbers refer to the corresponding transcription page that the theme

originated from. Subscript letters and numbers have been provided in this manner to allow the reader

to refer to the transcript origins and contexts of the derived themes and extracts as desired, accounting
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for the trustworthiness criteria 'thick description' of 'the themes' (page 27). Transcripts can be located

in appendix 35. The inclusion of the pseudonyms also demonstrates the dominance and level of

support for the themes within the interview data (Smith and Fletcher 200 1). The researcher

endeavoured to highlight the range of the perceptions and experiences discussed by the subjects

during interviewing (Smith and Fletcher 2001). This will help to prevent an 'anecdotal approach',

whereby only a limited range of subject perceptions are presented, which would hinder the soundness

of the research (Silverman 2001).

5.2.1 Part 1: Attitudes regarding the purpose of university

Part 1: Attitudes regarding the purpose of university

Personal Reason & General
Purpose

Reason for choosing degree
subject

Part 1 has been broken down into the two themes presented above. For each of these factors, a

summary figure of the outcomes of the analysis process will be presented and discussed, starting with

the subjects' personal reasons for going to university and their perceptions of the general purpose of

HE. A frequency table will also be presented for the 'personal reasons and general purpose' theme,

representing the frequency of mentions and the numbers of subjects that referred to each of the

personal reasons and general purposes of university. This demonstrates the dominance and level of

support for the themes within the interview data (Smith and Fletcher 2001).
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Personal
Development (p.Dev.)

To better myself NI3

Find more stuff that I'm interested in 002.6

To gain independence ATIS SMl 002.7Nll OMl

To learn more about myself SM3 002.7

To gain knowledge OfS NIl ATI.

To further prospects ATI.

An understanding of other ways of living and city life Am

To move away from home 001.32 002.6CTI3 ATIS

Confidence Am

Career Related
Reasons (C.Reasons)

LI didn't know what I wanted to do 001.12 NI3 OfS OMl

~ Better jobs once graduated 001.11132 OFS ATIS S3 NI3

Delay the world of work 001.11 OFS

Quite a lot of people told me, 'you've got to go', and, 'it's the best years of your life', and,
'you'll be missing out on an experience', and, 'if you've got the chance to do it and move
out, then you should go for it' OM3

I always had this sort of thing from my mum that, 'you will go to university,' and that was
very much a strong focal point, both my parents came from academic backgrounds Sl

My parents always encouraged me to go to university, they felt that it was important to
get away, see the outside world 001.31

Oustide Influence

Social Experience
(S.Exp.)

Interested in the social side 53

~ I wanted to experience the nightlife, which was meant to be booming CTI3

~ Building another social life Am

Meet new people S3 001.32 002.7

Life Experience
(L.Exp.)

Build life experience OM1001.12

To experience university life CTI3 OMCl

To get out into the wider world ATIS 001.31

Go somewhere new 001.32

The opportunity to go places 83

The chance to do different things CTI3 Am

Subjects were asked to discuss their personal reasons for going to university, and the general purpose

of HE. The above figure depicts a summary of the personal reasons and general purpose factors that

were discussed by the subjects.

Table 24: The frequency of mentions and the number of people that referred to each of the personal reasons and
general purposes of university

Reasons Frequency of Mentions Number of People
Personal Development 19 8

Career Reasons 611

Life Experience 10 5

Social Experience 6 5

Outside Influences 3 3
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Table 24 shows that 'personal development' reasons was the most dominant reason the subjects gave

for going to university, from the perspective of both the frequency of mentions and the number of

people (19 and 8 respectively). 'Careers reasons' was the second most dominant theme, being

mentioned 11 times by 6 people. Both the themes 'life experience' and 'social experience' were

referred to by 5 people. 'Life experience' received 10 mentions, and 'social experience' 6. 'Outside

influences' was the least most dominant theme, being referred to by 3 subjects and receiving 3

mentions. Phase 3 and phase 1 subjects produced the same personal and general purposes of HE,

although the phase 3 interviews produced the theme 'life experiences' which the phase 1 interviews

did not. The dominance of the reasons discussed in phase 1 and phase 3 bear consistency (see Table 8,

page 44 for phase 1 fmdings).

A Combination of Factors

As stated by CT and S, it is a combination of factors that result in individuals deciding to go to

university:

It was a combination of things; everything was gearing
up to go to university CT12

It was a combination of those things that made me
decide to do a degree 53

In order to do justice to the combining of factors, the reasons that each of the subjects gave for going to

university and their perceptions of the purpose of HE presented. The researcher felt that presenting

large amounts of raw data would allow the reader to make their own interpretations from the research

findings and not have to rely on the interpretations of the researcher, accounting for the trustworthiness

criteria 'thick description' of 'the themes' (Krane et al. 1997) (see page 27).

It was just a case of wanting to better myself, and I didn't really know what I wanted to do, it's just a way
to go really, I didn't really consider not going, it was always just, 'I'm going to university', and if I hadn 'I

gone to university, the job opportunities are pretty slim NI3

The purpose of university is to gel a decent job to have a good career that you want, but there are also the
personal things, like the independence, which are also quite beneficial, but ultimately the most important

thing is to gain knowledge and just to better yourself NI3

P.Dev.:
Better myself

C.Reasons:
I didn't know what I

wanted to do

C.Reasons:
Better jobs once

graduated

P.Dev.:
To gain independence

P.Dev.:
To gain knowledge

I always had this thing from my mum that, you will go to university, 'and thaI was very much a strong
focal point, both my parents came from academic backgrounds, and always thought that university's a very

good advocate of education and a way of increasing your chances of getting a very good job S3

I went to look at a few different universities, obviously something I was quite interested in was the social
side as well as the academia and learning experience, I think people who don't go 10 university miss out on
a very good three to six years, plus the opportunities of going new places, meeting new people, and then
the work obviously the Sports Science background, it was a combination of those things that made me

decide to do a degree S3

Outside Influence
C.Reasons:

Better jobs once
graduated

S.Exp.:
Interested in the social

side

S.Exp.:
Meet new people

L.Exp.:
The opportunity to go

places
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My parents always encouraged me to go to university, they felt that it was important to get away, see the
outside world, have some life experience, or delay going into actual work, finishing ~ ,Level it's a scary
prospect to think some people would be starting ajob which they'd then be in until they retire, so it was

partly to delay having to go to work GOl.31

1 wasn't sure what 1 wanted to do, I just wanted to get away, go somewhere new, meet new people which I
suppose was the main kind of reason I came to uni to start with, and then obviously it is also important that
its leading on to something, a degree's a good thing to have in as though it sets you out a bit higher up,

you're looking at hopefully better jobs once you've graduated G01.31/32

Outside L.Exp.: L.Exp.: C.Reasons: C.Reasons: P.Dev.: L.Exp.: S.Exp.: C.Reasons:
Influences To get into Build life Delay the I didn't To move Go Meet new Better jobs

the wider experiences world of know what away from somewhere people once
world work I wanted to home new graduated

do

One of the reasons that GD1 came to university is to delay the world of work due to apprehension and

not feeling ready. GD1 stated, 'finishing 'A' level, it's a scary prospect to think some people would be

starting a job which they'd then be in until they retire'. This apprehension and perception of 'not

feeling ready' needs to be addressed whilst students are at university, by making them more aware of

the realities of the working world and ensuring they are adequately prepared for post HE. As

previously discussed, 'cradle to grave' employment is now outdated, with graduates having numerous

jobs and careers in a post HE lifetime (AGR 2010).

I actually applied to uni the year before, but then I deferred my place and took a gap year, and then I thought, 'to
getaway 1 might as well go to uni and get a degree at the endofit and see what I'm interested in from there' G026

It's a chance to grow up and find yourself and move on, because it's that chance to go away and do something
you're interested in and it's all your own doing, whereas if you carry on at home where you've always been, do

what everyone tells you, whereas uni you start making your own choices, so it's a chance to grow up and work out
what you want to do G02.7

It's a chance to get away and meet all different people that are all walks of life that you may never meet, new
people that open your eyes to different stuff G02.7

P.Dev.: P.Dev.:
To move away Find more stuff
from home that I'm

interested in

P.Dev.: P.Dev.:
To learn more To gain
about myself independence

S.Exp.:
Meet new
people?

GD2 described university as, 'a chance to find yourself, start making your own choices, work out

what you want to do for the rest of your life, find the stuff that you like and the stuff that you dislike'.

GD2 demonstrates that for many students university is a big step in their maturation and personal

development. As stated, the HE experience can be life changing, as it is a time when knowledge,

skills, values and personality are developed (HECSUIAGCAS 2011). This further supports the notion

that students require nurture and guidance through their university experience (page 59).

A lot of it was independence, I relied far too much on my family back home for doing everythingfor us, I
wanted to learn a bit more about myself as wel/, because when you're put in a situation where you're on

your own and you've got to fend for yourself and be self-motivated, it is a good way to actually find things
out about yourself SM3

P.Dev.:
To gain independence

P.Dev.:
To learn more about myself

It is notable that SM only gave personal development reasons for going to university.
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I dtdn 'I really know what else to do, I didn't fancy getting a full time job I just wanted to go on learning a
bit more, develop my knowledge, and hopefully lead to a better chance of getting a job, I didn't really know

what I wanted to do OFS

C.Reasons:

I didn't know
what Iwanted

to do

C.Reasons:

Delay the
world of
work

P.Dev.:

To gain
knowledge

C.Reasons:

Better jobs once
graduated

It was to experience university life, living somewhere away from home, I'm quite used to being
independent, I just wanted to go to a university far from home for something different, and I'd heard
Liverpool was a good city, I wanted to experience the nightlife which was meant to be booming eT13

L.Exp.: P.Dev.:

To experience To move away
university life from home

LExp.:

The chance to
do different

things

S.Exp.:
Iwanted to

experience the
nightlife

Quite a lot of people told me, 'you've got to go', and, 'it's the best years of your life', and, you'll be
missing out on an experience 'iand. 'if you've got the chance to do it and move out, then you should go for

it', plus I didn't know what I really wanted to do OM3

Build life experience, a lot of people move out and learn to do their own washing and they're on their own
twofeetDM3

Outside L.Exp.: C.Reasons: L.Exp.: P.Dev.:
Influences To experience Ididn't know Build life To gain

university life what Iwanted experience independenceto do

I always wanted to come to university, I never had any other real focus of anything else or anywhere else I wanted to go or
be really, it was to some extent getting out and doing something different and going somewhere, and trying to get the best
career that I could out of things, trying to be something, have a decent pay and have a life where you're comfortable, so
furtheringprospects, and being able to get out into the wider world and to some extent building another social life apart

from what was at home
Moving away from home and getting out of the family home, being able to live on my own, do my own thing whenever I

wanted, not having any questions
To take thatfirst step of moving away from home and have the chance to do other things

Here you've got the variety, there's so much more to do, and the ability to develop an understanding of other ways of
living and city /ifeATIS

The main purpose of coming to uni is building your knowledge base, building your confidence, the two in some respect go
hand in hand, ifyou have the knowledge of an area, then you're going to be confident in talking about it and using what

you've learnt ATl4

P.Dev.: C.Reasons:
P,Dev.: L.Exp.: S.Exp.: P.Dev.: P.Dev.: L.Exp.: P.Dev.:P.Dev.:

Tomove Better jobs To further To get out Building An To gain The To gain Confidenceaway from once prospects into the another understanding independence chance to knowledgehome graduated wider world social life of other ways do
of living and different

city life thing

AT and N both revealed that they had an expectation that they were going to go to university:

I always wanted to come to university, I never had any It's just a way to go really, I didn't really consider not
other real focus of anything else or anywhere else I going, it was always just, 'I 'm going to university' NI S

wanted to go or be ATiS

This suggests that students may not consider the range of different options that are available to them,
and require better support and guidance from as earlier as the HE application stage to determine the

most appropriate options to suit their individual needs (O'Regan 2009). This suggestion is further

supported by the quotations below from C, who felt that she did not choose the right course:
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It wasn't what I initially expected I'd have been better on a Sports Developmenl course, when you pick this
course, you don't realise how much theory's actually in it, but I think that's just the age you are when you come
out of college and jusl see Sports Science and think. 'that's what I'm going to do " I don't think many people at
that age 'WOuldreally look into what it actually is, you just think, 'I'm going to go to uni to do that course', so it
was a bit of a shock when wefirst got here, because there was six of us all from my college, and we were all

like, 'this isn't whal we expectedt C2

If you want to do Sports Development, you need to go to the other campus, but that just comes down to picking
the right course, and you only learn that as you go through it CI4

Focus group 1 also highlighted the need for better support at the beginning of the degree journey in

phase 2 part 2 of this research programme (page 150). The quote below from focus group 1 member H

expands on this issue further:

H: AI the open day they need to stress that there are other courses, because even though you get the booklet, you
get like a billion booklets from every uni and you don't really read through them, you just go for the main

courses, that's why everyone always goes for the main courses, whereas my sister went to do a main one, and
then her tutor said 'will you not prefer to do the more Sports Nutrition orientated course? ' So in the first week
she transferred and she absolutely loves it, and I know I probably 'WOuldhave loved it too if I'd had done that

1.17S7-1764
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You choose something that you're going to enjoy, because obviously if you don't enjoy it, you
aren't going to get anything out of it ATI4

Interest&
EnjoymentReasons

I was interested in sport, I always wanted to be a PE teacher CI

I didn't have any idea what I wanted to do, I enjoyed 'A' level PE, and thought, 'why not pursue
that' N2

I've always been very interested in sports, I played a lot of sports the whole time I was growing up

Sport was the only thing I've ever been interested in..... .1wanted to do Sports Science because it's
something I'm interested in 002.6

I thought I'd be more interested in it iff could relate it more specifically to football, probably hold
my interest a bit longer than just general Sports Science OFIIl

I'd always been interested in sport and always played sport from a young age, and then I became
interested in 'why? Why can be jump further than he can?' ATl6

I was always dead good at PE in school and liked the practical stuff and then I found the academic
stuff dead easy, so then I did it at college OMI6

I wouldn't want to spend the rest of my life in a laboratory, but I wouldn't want to spend the rest of
my life in a tracksuit coaching athletes either, so that was the happy medium between the two S3

CareerRelated
Reasons Even when I was maybe sixteen I wanted to work in elite sport. I wasn't ever good enough to playa

professional sport, so the next best thing was working in player and athlete development, so to give
myself the best opportunity of doing that, I need to get a degree CTII

A lot of me wanted to do Sports Science, but then it's quite a limited area of work to go into, if
you've got a Sports Science degree then after that you've got to go onto something
sporty/science-y, whereas if you've got a psychology degree, it's quite broad, so I thought that
was the best route to do Applied Psychology with Sports Science 01.116

My 'A' levels were Physics, Chemistry and Physical Education, so Sports Science is quite a happy<medium of the three of those S3

The BTEC Sports Science at college to some extent narrowed my options down, even though I
knew there was other avenues available, it was pretty much, 'I've done this for two years, I might
as well continue', there was never any other question of what I wanted to do at university, it was a

. pretty easy decision ATl6

I knew that there was quite a lot of options to go with Sports Science, you weren't tied down to a
certain job at the end of it, so if stuff took your fancy as you went along you could kind of branch
off in those routes 002.6

Choiceinfluenced
bypre-HE
education

Because I run, I thought I may get some knowledge to be able to help me in my performance N2

The figure above represents the reasons the subjects gave for choosing their given degree subject. As

highlighted in Table 21, all the subjects underwent a Sports Science degree, apart from DF and DM,

who did BSc Science and Football and BSc Applied Psychology with Sports Science respectively,

Seven of the subjects attributed choosing their degree subject to 'interest and enjoyment factors', four

to 'career related reasons' and two stated that their choice was influenced by 'pre-HE education'. A

factor that contributed to N undertaking a Sports Science degree was that the knowledge gained from

the course could enhance his sporting performance. 'Enjoyment' as a reason for pursuing a given

degree subject is supported by Browne (20I0), NUS (2008) and Lexmond and Bradley (20 I0). As

demonstrated in the table below, the reasons that the phase 3 subjects gave for choosing to study their

degree disciplines are consistent with the reasons that the phase 1 alumni gave (see table 7, page 43).
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Table 25: The number of phase 1 and phase 3 subjects that referred to each of the reasons for choosing to study
their degree discipline

Reasons Number of Phase 1
Alumni

Number of Phase 3
Graduates

Interest & Enjoyment Factors 8 7

Career Related Reasons 4 4

Pre-HE Education 1 2

5.2.2 Part 1: Summary & Recommendations

Part 1 addressed overarching research aim 'a':

a. Gain a better understanding of students' needs, aspirations and expectations in relation to

their HE experience.

Part 1 aimed to identify the students' perceptions of the general purpose of HE, alongside their

personal reasons for going to university, and their reasons for choosing a Sports Science related

degree. It is a combination of factors that result in individuals deciding to go to university. 'Personal

development' reasons was the most dominant reasons the subjects gave for going to university,

closely followed by 'career reasons', reflecting the dominance of the reasons given by the alumni in

phase 1 (see page 43). As with the alumni, the career reasons that the subjects referred to were related

to career in general as opposed to career in specific. The subjects support the finding from phase 1

that Sports Science students do not necessarily pursue a Sports Science degree due to aspirations to

work in that industry (see Table 7, page 43), adding credence to the recommendations that the SSES

needs to cater for the wide range of post HE needs of Sports Science students (page 51). Furthermore,

there needs to be an increased awareness of the realities of the working world among students,

supporting the suggestion from phase 1 (page 89). One of the subjects referred to the daunting

prospect of entering a job that you will be in for the rest of your life, which does not reflect the reality

of the world of work, since graduates have numerous jobs and careers in a post HE lifetime (AGR

2010). For many students, entering HE is a big step in their maturation and personal development, and

therefore support and guidance throughout this process would be beneficial, if not essential (O'Regan

2010). Students require better support and guidance from as earlier as the HE application stage to

determine the most appropriate options to suit their individual needs.
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5.2.3 Part 2: Course Evaluation

Part2: CourseEvaluation

First Year Practical
Work

Placement:
Postitves Assessment Large

Cohort
Feedback
Evaluation

Staff and
student

engagement

Personal
tutor
system

Careers and
Guest

Lectures

lBroad
Subject
Range

Placement:
Negatives

I l What
Should

Feedback
be like?

Placement: What
more could be done?

L Placement:
Reflective
Assessment

Part 2 has been broken down into the themes presented above. The themes highlight the course

components that the subjects evaluated and shared their perceptions on during the interviews. The

subjects' perceptions of each of the stated course components will be discussed. For each of the

components, a summary table of the outcome of the analysis process will be presented. A description

and discussion of each of these figures will occur. The analysis of the 'placement' course component

will be represented in four analysis summary figures, due to the large amount of relevant data. 'First

year' and 'feedback evaluation' will be represented using two analysis summary tables.
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Broad subject range"

Lack of
knowledge
gained

Knowledge
gained

Knowledge:
What more
could be
done?

40% mentality

40%
mentality:
What more
could be
done?

Drunken
Culture

Opportunity
to adjust to
university
structure

First year was like 'A' level knowledge ........ .1 didn't feel like it was a massive step up SMI3

First year was a bit of a piss-take in the way it was so easy it was a lot easier than the last year of college OMS

I found it quite boring a lot of it was going over old ground and the stuff that I wasn't interested in at 'A'
level, I still wasn't interested in at first year ...... it was a bit dull going over the same old ground 002.415

A lot of it, you do it once in the first year and then you don't really do it again for the rest of the degree 002.5

The good thing about first year was that they taught you exactly how to write a scientific piece of writing, so

<when you had to do it in the second and third year, it was a lot easier to write like that than it is to write any other
way, because you know it's got to have an intro, method, results, discussion sort of thing 002.12

A lot of the first year was just getting in to those good habits in terms of my writing style, so then in second year
it was less of a problem, because I had that full year of doing it and finding out where I was going wrong SMI8

I've heard now they're doing everything in first and second year, and then in third year you get to pick, I think it
would be quite good, because some of the jobs, you need to have a good knowledge of everything anyway, like
as a coach you need to know physiology, biomechanics, psychology, and I only got biomechanics in first year,

<\
so don't know a lot about biomechanics now, I've had to do my own reading on biomechanics, so I think it does
actually work better that way, not for every single job that you're going to do out there, but a lot of them you
will have to have a lot of knowledge on everything SMIVI3

First year was like 'A' level knowledge ..... .I didn't feel like it was a massive step up from college to the first year
of degree, so I think a further year on everything would actually be really good in terms of knowledge SM13

I worked a bit too hard in first year, I was in the library quite a bit, and you don't need to; you can just get 40%
and pass ....and I was doing a bit too much to just pass NS

I knew I could've put more effort in and done more work, especially more background reading on all areas, I
knew where I wanted to go and that was down the physiology route, so I generally focused more on that side of
things, and the other stuffwas, 'as long as I get through this year, then I'm not too fussed' An

I put the work in, but you didn't feel as though you had to put all your effort into it, 'only need 40% to get
through to the next year, and then this year's pretty much forgotten and counts towards nothing', so it did make
you wonder, 'why put all your effort into it if it's not going towards anything?' 001.30

It possibly gets you into bad habits, because you're just aiming for 40% ......and then you could do what you want
with your life, you could look at an essay three quarters done and think, 'that's definitely 40%, that's a pass in that
module' and then just hand it in and you haven't even got any guilt towards it, because it doesn't go towards your
degree or anything like that, plus you know second year it changes OMS

There's this whole cliche of, 'just get 40% in first year', but if you're doing that, it's too late, because you don't
know how to concentrate properly when it comes to second year SM4

Make first year count for something, because everyone's like, '40%, that's all you've got to aim for', as long as
you pass it, it's not going to give you any consequence if you get 60% or if you get 40%, so what's the point in

-- putting all the effort in? Apart from personal satisfaction (laughs), it's not going to be written on your degree,
'only got 40% in first year' KTllII4

First year was mainly a piss up ......Ionly just passed first year ...... first year was probably the best year in terms ofL"having a social life, getting to meet different people and being in a new city CTa/9

'\ Generally as a first year you're going out quite regularly, so quite often hung over and things An

I wanted to go out and you still want your sociallife .....you definitely learn, you think, " can't go out tonight' CI6

It's quite good that it's so broad, it's just to get you used to it, people can mess around if they want, and get used to
the course, get used to the structure of university and deadlines, get used to being on a new course, new tutors,

<new people, it was completely different to college, because we were always in a classroom, not like a big lecture
theatre CI5116

They must do the 40% pass rate in first year for a reason, there's people who are moving from all different parts
of the country, 'suppose they go through a lot more stress than I do, and there's people who've never done Sports
Science before that do it, so it's a lot about getting everyone to an even level OM8/9

The figure above depicts a summary of the subjects' perceptions of the first year of their degree

course. The broad subject range that the subjects experienced in the first year will be discussed in

more detail below (see page 239). SM, OM and GD2 described how they felt that there was a lack of

knowledge gained in the first year of their degrees in comparison to their pre-HE education. GD2
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went on to described how a lot of the knowledge covered in the first year was not utilised again

throughout the remainder of the degree, resulting in it being perceived as surplus and unnecessary.

GD2 and SM both made reference to first year having a positive impact on their ability to write

scientifically in preparation for second and third year. The QAA referred to the importance of the first
year for developing effective study habits required for success in a degree (QAA 2011). SM felt that

gaining more knowledge in first year will enhance students' preparation for the world of work.

However, it is important that students understand the importance of gaining the wide range of

knowledge that SM described in his quote, and the relevance of the knowledge to the world of work

(Bowers-Brown and Harvey 2004, Brewer 2009, Leitch 2006). As has been previously discussed

(pages 174 and 206), students need to perceive a 'need' in order to engage (see page 278 for more on

the impact of accountability on learning and engagement). N, AT, GD1, DM, SM and KT

demonstrated that a 40% mentality existed within their first year cohort. This mentality was based on

the fact that students only had to obtain an overall year mark of 40% to pass into the second year, and

their first year mark would not contribute towards their final degree classification. The 40% mentality

impacted on subjects' learning and engagement (see page 274, the 'assessment driven culture' for a

further discussion of the impact of grades and assessment on learning and engagement). KT suggested

that making students feel accountable will enhance engagement in the first year. As KT stated,

currently there is no 'consequence' to deter the 40% mentality, 'it's not going to be written on your

degree, 'only got 40% in first year". However, as stated in the Burgess (2007) report, all UK RBIs

offer students an academic transcript which contains detailed information at individual module level.

DM highlights that in first year students do not feel any 'guilt' if they do not fully engage with their

work, 'because it doesn't go towards your degree ', DM warns that the 40% mentality can get students

into 'bad habits', and SM feels that not engaging adequately in the first year will negatively impact on

students' effectiveness in their subsequent degree years. In phase 2 (page 161), D from focus group 2

agreed that the 40% mentality should be avoided:

I've got a lot offriends who scraped the 40% infirst year but they '\Ienot been able to turn it round since, if
you '\Ie got the 40% mentality, thenyou're going to get that throughout, but ifyou start as iffirst year counts, it

puts you in a better place for second and third year D.IHO-IHS

Students need to be made aware that their first year grades do appear on their degree transcripts, and

that they will have to present such transcripts to employers during the job application process.

Students also need to be made aware of the importance and impact the first year degree content will

have in their subsequent degree years and also post HE. Enhancing students awareness of the

'consequences' of the first year L&T content, will enhance students sense of accountability which will

in tum enhance engagement. Page 278 further discusses the impact of accountability on students'

learning and engagement. CT, AT and C demonstrated that for them, social aspects formed a major

part of their first year. C articulated that she 'learnt' from first year and did not socialise as much in

the subsequent years of her degree. C and DM felt that first year allows students to adjust to the
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structure of university life. The QAA referred to the importance of ftrst year for adjusting to the new

environment and responsibilities associated with university life (QAA 2011). The below quotation

demonstrates that C felt that the opportunity to adjust to university life is important due to the

generally young age of students entering HE:

It's quite good that it is so broad, just so that people can mess around if they want to, get it out their systems
and get used to the course, and you're still young, you don't realise how young you are when you first come out

of college CtSlt6

The above statement from C refers to the generally young nature of the students that enter HE, which

reinforces the need for providing students with support, guidance and nurture through their HE

experiences in preparation for their post HE lives (as discussed on pages 59 and 231).

There's people who've never done Sports Science before, so it's a lot about getting everyone to an even
levelOM8/9

Getting
everybody to
the same
level

It was getting everybody to the same level, because different people come from different backgrounds,
some people do 'A' levels, some do BTECs, some do other things, you don't do the same things on those
courses SMI3

There are so many people coming from different backgrounds ..... .it gets everyone to a baseline C11

Itbrings everybody together, there were certain areas that I knew a lot more than my friend did and vice
versa AT4

Subject taster

Everyone gets the basic, so you all cover the same ground, because obviously coming from different
areas, but it wasn't highly exciting 002.4

It is a good idea the way they structure it, you get a taster of everything, I knew where I wanted to go with
it, whereas a lot of people may have come in and gone, 'I've come here to do this, but I'm not really sure
yet whether I want it', and I might have found something in one of the subjects that may have changed my
mind and sort of gone, 'I want to do this now' AT4

You get a taste of everything in first year C11

It was really broad, but you need that broadness, because I went into it not knowing what I wanted to do,
so to have a taste of everything was quite beneficial to make you understand what you want to do N'

It was interesting to have a view of everything, and it's probably useful for some people who didn't really
know what they were interested in, if you come to do this course and you didn't really know what you
wanted to do, or some people might even change their mind, they might come thinking they'll do
physiology and then find psychology really interesting 001.11

Even though I didn't like all of them, it was good that I got to look at them, because otherwise I wouldn't
have known that I didn't like them KTI4

I did Sports Science BTEC so I'd done some background on a lot of the stuff. that was where I got my
mindset of what I liked and what I didn't like, and that made me work harder in some and not so hard it
others Anl4

Creates a
lack of
engagement

From the start I knew I'd be interested in the more physiology part of it, so some of it, you did the work,
but it was like, 'this isn't really what I'm interested in, I'm not going to need this in what I'm going on to
do', so did the work, but didn't learn it 001.11

There was a lot of things I didn't enjoy doing with it being very spread out, I don't enjoy doing
psychology ...... 1 was sitting there going to myself, 'do I have to be here? Really?' An

I wasn't that interested in first year, because I wasn't really doing what I wanted to do, I was doing
everything KTB

In first year I was going to quit, because I wasn't enjoying the course, the only module I enjoyed was Sports
Marketing Kn

I found it quite boring ...... a lot of it was going over old ground. .....and the stuff that I wasn't interested in at
'A' level I still wasn't interested in at first year ...... it was a bit dull just because it was going over the same old
ground 002.41'

Five of the subjects felt that the broad subject range in the first year ensured that all students had the

same level of knowledge base. Five of the subjects felt that the first year provided students with an
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opportunity to sample different subjects and clarify interests. JL from focus group 1 in phase 2 part 2

concurred with this notion:

JL: It's good to come in and do different things, because when you come out of school, you really don't know
what you want to do 1.835-836

However, four of the subjects reported that the broad subject range in flrst year created a lack of

engagement because they came to university knowing what they were interested in and what they

were not interested in. Subsequently, the aspects that the subjects were not interested in they did not

enjoy and found boring, which resulted in a lack of engagement and learning (see page 282 for a

further discussion about the impact of interest and enjoyment on learning and engagement).

Furthermore, GD2 felt that first year was 'boring' and 'dull' because it was covering content that she

had covered during her pre-HE education:

I found it quite boring. because I did 'A' levels that were quite specific, like Biology, PE and maths, a lot of it
was going over old ground, like all the anatomy and research methods 002.4
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I learn better by doing things ..... .1 do pick up stuff in lectures, but I feel that by actually doing it I learn better OF'

Impact
on
learning

I learn better doing it rather than sitting reading about it. .•...actually practicing what they've told you ...... it just
confirms it in your head 002.2

Impact on
post HE
preparation

I've always learnt more by having discussions with people and actually doing practical things. when I'm actually sitting
down it can take me five or six reads of the same paragraph and I still won't know anything about it SM"

I'd say the major project will teach you more than potentially some of the modules the major project teaches you a
huge amount 56

Ifyou're wanting to stay in the academic route way then it's more focused on a knowledge. but for people who want
to go into more applied jobs, practical skills might be more useful for them 001.17

You hear about these people getting 12 A· at GCSE. and quite often they're very academically focused. you ask
them to repair a leaking tap and they don't know where to start ATII
It's getting the balance between the perfect academic and the perfect practical student, and understanding that
sometimes the first class student might not be the best practical student. ..... you need to balance the theoretical stuff
with practical skills ATIZ

There could be more opportunities to do experience at earlier points throughout the whole degree course. because a lot
of employers are asking for three years of experience. and it's pretty tough to do three years of university and then try
and get three years of experience before you're going to get paid in a decent job. nobody wants to be doing that SMIII9

I enjoyed the fact that it was loads of practical stuff in the cardiac module. none of the others have really

~

done much practical in 002.2

~lac~~ The level two name 'skilling up '. I don't know how much skilling up there is in terms of the prsctical side.

\

~r:icaIS because I took the skilling up as you learned how to do things in a practical sense Ano

Eval~~on o~ The practicals that they do. especially second year. the labs were not particularly interesting ..... .1 don't
praclica wor think they were very good Sl4

From first year through to third year we've had lab practicals, getting introduced to new techniques, getting introduced
to data collection procedures and methods. the university is good for that CTI6I17

There could be more lab or practical sessions to supplement the lectures ..... .it'd cater for more
learning styles. it's very lecture based currently OF'

There needs to be more in terms of applying the theory practically. maybe through looking at the
placement process om

There needs to be exposure to some more interesting laboratory work earlier in the degree 514There is a
need for more
practical work Although in first and second year you don't necessarily have a lot of knowledge on the theoretical

issues, it would be a good idea to get people to help out with physiological testing during that
process, getting used to learning what you need to do in field and lab testing. and then when it
comes to leaving university it's a bit of extra experience. forcing more people to engage in actually
getting experience during the whole three years SM20Whatmorc

can be done?

There is a
need to
assess
practical

~~~ practical side of it gets put a little bit to the side. because there are no marks available for it

Do some of the assessment based on something practical 001.17

If they got more practical elements into coursework that would be quite good, because when you
come out of university you want to be prepared for going into work. so using the lab practicals to
their advantage and doing assessments on that would be quite good 5"116

The figure above depicts a summary of the subjects' perceptions of the practical components involved
in their course. DF, GD2, SM and S stated that they learnt better by doing things, with GD2 giving an
example from the course of how practical work impacted on her learning:

The cardiac module was one week theory, one week practical throughout the year which was quite good,
because we got to actually see what they were talking about the week before, we got to put it in practical 002.2

GD2 also advised that future students took the cardiac module, 'because there are hardly any people
there, and it's loads of 'practicals' 002.17. S felt that students learn a lot from the practical, investigative
nature of the level 3 major research project. R from focus group 1 also felt that the practical major
project experience promoted learning (page 131):
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R: I learned morefrom my dissertation than I did/rom any other coursework or any other lecture or anything,
so it would be good to do something different, and you'll get really knowledgeable about a different thing 2.2238.

2243

GD 1, AT and 8M articulated that in order for students to be adequately prepared for the world of

work, practical knowledge as well as technical knowledge needs to be developed, in concurrence with

the phase 1 alumni (see Table 13, page 74). AT felt that the 88E8 course was, 'very theoretically
based' ATl2, and that practicalleaming is important for post HE preparation:

Your theoretical versus practical skills, the more every day type of skills, there'll be people who'll get afirst, but
don't know how to run a V02111tlJ: test/or example; they're very sort of theoretically ATI2

At the end of the day, you're here to get a qualification, but also, you want a knowledge base as well to help you
go on tofurther yourself, so you can sit and have a discussion with somebody who 's maybe a bit more expert in

the area, you want to engage with somebody at a decent level ATII

8M described how providing students with the opportunity to gain practical experience throughout

their degree course can enhance their preparation for and alignment to the requirements of the world

of work. As stated in phase 2 of this research programme, students require craft knowledge and

experience alongside technical knowledge in order to be prepared for post HE (see page 124). Three

of the subjects felt that there was a lack of adequate practical course components throughout the

duration of the course. AT questioned the appropriateness of the 'skilling up' label associated with the

second year of the 88E8 undergraduate courses (Figure 5), due to the lack of practical components.

Three of the subjects stated that there is a need for more practical work within the 8SE8

undergraduate courses. OF felt that currently the courses are very lecture based, and practical sessions

will cater for more learning styles. OF suggested practical skills could be developed by enhancing the

placement process. 8 and 8M feel that students should be exposed to more practical work throughout

the duration of the degrees. AT, GOl and 8M stated that more practical assessment is required. 8M

described how incorporating practical elements into assessments will help to prepare students for the

world of work. Assessments should be aligned to the requirements of the world of work, as was

discussed in phase 2 (see page 134).

5.2.3.3 Placement

Positives Negatives Whatmorecouldbe
done?

Placement
Assessment:
Reflection

The analysis for the 'placement' course component has been presented using four analysis summary

figures, as highlighted above. A description and discussion of each of these figures will occur. The

first figure highlights the positives aspects that the subjects discussed in relation to the placement.

NB: The placementprocessthat OF underwent as part of the Scienceand Footballprogramme
differedfrom the placementprocessinvolvedwith the SportsScienceprogrammes,as will be
explainedinmoredetail.OMdidnot havea placementas part of his course.
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Good Evaluation

Learnt from
placements

It was really good KT 18

I thought it was great, it's nerve wracking at first; you're going to a new environment that
you're not used to. you've got a load of kids staring at you and their parents are there in the
background the whole time, so it's a bit nerve-wracking but at the end of the day it's an
invaluable experience ens

The placement was good. it gives you more applied experience towards the end of your degree
OFS

I know a lot of people got a really good experience at their placements 5MB

It was really good the time that we were there OOl.B

I really enjoyed the Sports Development placement. better than the applied C5

I learnt more through my placements than any other methods, because you've got to think on
__ your feet and you've just got to get on with it and you're thrown in at the deep end, Iquite like

learning on the job it's the real world, and you've just got to deal with it. .it's the reality
of it, and it's what it's going to be like when we leave KTIO

Gained from theplacement application __ We went through the whole cover letter. CV and interviews. so prepared you for that side of it
process AT7

Before I'd gone there I thought. 'I've done Sports Science. but I don't actually know anything',
but when we went there. we did know the same as the coaches, we were able to have a

-- professional conversation about what we were doing and why we were doing it, so it was good to
know that I'd actually learnt something as such 002.11

Gained Confidence

Gained contacts

Gained insight into
the world of work

Gained insight into
potential career
options

A lot of the other guys who did the S&C placements gained a huge amount from it and certainly
picked up good contacts, networking's quite a good thing to be able to do on a placement module
515

It's in our favour doing that placement, because the woman's emailed me this week, and there's a
job going at Everton. she keeps in contact with us, so it was a good experience to go Cl

Placements are important because they open up doors for you, contacts, and it's not just what you
know, it's who you know KTI2

I applied for a job where I did my placement. and my placement provider recommended me for
the interview after I'd given my CV in and stuff KT17

I did a nutrition placement with academy players, and I'm going there next Wednesday to do some
S&C work which is from knowing the guy who I did the placement with. so it's given me a
contact in a way ens

I liked how a professional set up is. I like how organised it was and the fact that even though it's
organised. it doesn't have to go to plan and things OD2.11

It was good to see how they work. and what their job roles were. because one person had loads of
different roles cs

I learnt a lot about working with coaches 515

It's a good thing to do because it shows you that actually a Sport Science degree can get you
somewhere OD2.22

I'd also thought about going down the S&C route way. and then did that placement and our main
contact there was the S&C coach. so got to see a bit of what he did, and he changed my mind, I
decided that wasn't something that I was particularly interested in. so it was helpful to give you
some idea of working in that applied situation 001.22

It gives you the opportunity to try something. because you don't really get the opportunity once
you finish university, unless you can afford to not have a job and think. 'right I'll go and do a bit
of work experience here and then decide' C'I

I went into a school for my Sports Development module ..... .1 really enjoyed the Sports
Development placement, better than applied, because it gave me a good insight into leaching, and
it was just so much more structured, because you had a name when you went in there C5

KT, CT, OF, SM and G02 made positive comments about the placement course component.

However, SM referred positively to the placement experiences of other students, and not his own, and

G02 described how the placement was good the time that she went, but felt that she did not go

enough (to be discussed in more detail below, see pages 245-246). DF and KT spent a lot more time
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on their placement than the other subjects. KT described how she learnt more from her placement than

any other L&T methods. AT felt more prepared for job application and selection processes as a result

of the placement application process that the students underwent. GD2 felt more confident in her

knowledge and the applicability of that knowledge to the world of work as a result of her placement.

The focus group students also reported becoming more aware and confident in their knowledge base

as a result of their placement experiences (page 189). S, C, KT and CT made reference to the benefit

of gaining contacts as a result of the placements. S referred to other students who benefited from

contacts they themselves had gained from their placements. KT, CT and C demonstrated how they

had gained from the contacts they made. C's placement provider informed her of a potential job

opportunity, KT's placement provider recommended her for a job interview, and CT gained the

opportunity to engage with additional work experience. GD2, C and S described how their placement

experience gave them some insight into the reality and cultures that exist within the workplace

environment. OD2, GD I and C felt that the placement experience gave them an insight into potential

post HE options available to Sports Science graduates, and the opportunity to experience prospective

career ideas. The quote below shows GDI 's further discussion of the benefit of experiencing potential

jobs:

I know quite afew people did their placements in schools, and I think they found that helpful, because a lot of
them planned to go on to do a PGCE (Postgraduate Certificate in Education) and it had given them some idea
of whether that's what they wanted to do, and a few of them changed their minds and decided not to stay on, so

it was helpful with that, and some people will have found what they did interesting and focused more on
whatever area they were doing 001.22

C felt that the placement she experienced as part of her Sports Development module was better than

her ASS placement, because it gave her a good insight into the job she hoped to pursue post HE.Good

practices should be shared between modules within the SSES, to ensure that all students gain from

placements.
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Bad Evaluation

Did not gain
what hoped to
gain

Bad Timing

Lack of time
spent on
placement

Lack of
placement
provider
engagement

Our placement didn't go particularly as planned. ..... it was quite disappointing ...... we didn't have a great
experience AT7

Ours failed miserably, it was a bit of a nightmare ...... hugely disappointing, because it was something that I
was quite looking forward to doing SIS

We kind of had a placement, but that didn't really work out ...... it wasn't too great ...... so it was a bit
disappointing ODI.19I20

It ended up not as useful as I had hoped for N6

In terms of actual experience within the field, we didn't actually do that much AT7

What we were actually doing it for, which was for S&C experience, we didn't get to do 815/16

The whole purpose of it was to let us experience the football environment, and professional environment
and we were in a centre of excellence, so it was a little more sheltered, but it was still useful DFl

I was thinking about dietetics so I was hoping to gain a better understanding of how to go about
that and how to interact with people and things like that, but it didn't go too well N6

I was thinking that it would be really useful, but it ended up not as useful as ( had hoped for N6

Everyone knew we had our major project and everyone was trying to get that finished, the placement was
:.~:n!D:: could do without dealing with having to try and arrange, that should've been done a month or

It was hard because it clashed with the Sports Development placement, and there was another
coursework or dissertation due in, so it was quite stressful ca

They tried to organise for us to go in at a later date, but it was a week before our dissertation was meant to be
handed in, so we couldn't really afford to lose a day that close to hand in time ATlI

We didn't go as much as we'd have liked to have gone em

~ Most of them only _ in tho three times, _ ...so I'm not sure actually how much ~." got 0010' II ~

There was only one time that we got to go, we were supposed to have four sessions OD2.1

They just kept cancelling dates ODI.20

We always had cancellations ...... it was just one thing after another AT7

The coach wanted a lot, but he didn't have the facilities, he said he had a lot more stuff than he did, he also
was just a bit of a nightmare to contact, we didn't actually get to deliver any sesaions to the kids, he pulled
the plug on it before we started SI5

A lot of physiology groups didn't end up going on placement because the provider pulled out OD2.10

They pulled out, and we didn't go again ODB

We didn't feel as though we were part of the organisation, which we weren't, but I think it's important that
when you go there you feel like you're part of the set up eno

It didn't seem that organised from the placement provider, it was like he just didn't really want us to be
there, it was like he was just doing it as a favour to one of the lecturers or something, so we didn't really
gain that much out of it N5/6

We were hoping it'd be a bit more proactive on their side N7

They were really unorganised ...... we were finding out like a couple of days before where we had to be, the
guy really wasn't organised at all SMa

I don't think they could give us as much time as we wanted, because they had so much other stuff going ell.

The figure above highlights the negative aspects that the subjects discussed in relation to the
placement. AT, SI, GDI and N gave negative statements about their placement experiences. AT, S,

OF and N reported that they did not gain the experience and insight into the world of work and
potential career options that they had hoped to gain from their placements. GD1, C and AT felt that

since the placement was during the second half of the final year, it was put at a bad time during the

degree. CT, OF and G02 felt that students did not spend enough time on their placement. GD2 only
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got to attend one out of the intended four planned placement sessions. As mentioned, the placement

process OF experienced on the Science and Football programme differed from the placement

experience on the Sports Science programme. OF discussed the lack of time spent on the placements

in relation to the Sports Science as opposed to the Science and Football placements. He felt that the

Sports Science students did not spend enough time on their placements to fully gain from the entirety

of the experience. In the below extract, OF explains how much time he spent on his placement:

Ours was undefined really, it was how much or how little you went in and there weren't any restrictions in
terms of hours, it was left very open, down to yourself and what the club wanted you to do, it ran throughout the
year, we applied for the placement in October, and it runs until the end of the year or end of the football season

DF2

It was three times a week, tiro or three hours at a time DF)

In contrast, G02 reported only going to her placement once. Below, CT describes the amount of time

he spent on his placement:

We went in for three months, tiro sessions a month, about an hour and a half a session, so we only went six
times, maybe that's not really long enough, maybe three times a month might've been just that bit extra,

obviously the more experience you get the better CTl9

001, AT, S, 002, CT, N, SM and C reported that the placement providers lacked engagement in the

placements. G02 revealed that the she only went to her placement for one out of the intended four

placement sessions, was because her placement provider 'pulled out ':

It was really good the time that we were there, but there was only one time that we got to go, we were supposed
to have four and they just pulled out and we didn't go again 002.8

In the quotations below, 00 I and 002 demonstrate the disappointment they experienced as a result

of the lack of placement provider engagement:

We were really preparedfor going ...... we'd been
really planning up until the time we went,

practicing speed gaits and all that sort of stuff, and
we just didn't get the chance to do it again, which

was a shame 002.8/9

From the start we'd been really motivated to get in there
first, get this good placement, work hard, sorted everything
out, and then when it actually came to the placement, it kept
gelling cancelled and stuff like that, so it was a bit irritating

to be honest 001.21
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Re:
Bad Timing

Re: Lack of
time spent on
placement

Re: Lack of
placement
provider
engagement

<It should've been done at a different time in the year CI

It was too much at that time CI6

It'd be interesting to do something a bit longer ......maybe spend a week or two shadowing someone in
some capacity ......just to get an idea of what work you could be doing after you finish your degree
001.2212]

Obviously the more experience you get the better ens

Each group was so different, because we went quite a few times, whereas I know a group who only
went twice, and I think when it comes to writing the report or like the course, everyone should be
doing the same type oftlring C4IS

Put work placements throughout the three years KTI9

They need more cooperation between them N7

More communication between the placement provider and ourselves eno

They'll have to come up with an actual contrsct, to make sure that not only we are doing what
we should be doing, but they are also giving us the opportunity to do it 001.21

Drawing up an actual contract before going in and saying these dates need to be sorted and this is
what we're going to stick to ATI

Make sure that they understand our situation, because I suppose for them it's just some uni
students wanting to do some testing, 'it's nothing very important for us', you know, 'they can
come along whenever' type thing 001.22

It would've felt a bit more meaningful if there was a bit more communication between ourselves
and the placement provider, there was probably too few questions asked by them, I would've
preferred it if they had kept asking us things, 'can you do this? What is this?' Made more use of us
eno

More ... The placement didn't really know what to do with us, we were just sat about waiting to be told to do
responsibility something, so sometimes we felt it was pointless to go there when you could be doing your other

work CI

I really enjoyed the Sports Development placement, better than applied. because it was just so much
more structured, because you had a name when you went in there cs

It was all geared towards applying sports coaching knowledge, say you wanted to be a cardiologist
or something like that, there was no connections with any hospitals or health departments or
anything like that, that could've gone and shadowed or overlooked somebody fur a few days just to

<
get a feel of what something like that may be like, because I know there was a fair few from our
course who wanted to go on and do something like be a cardiologist or within the NBS, but there
was no actual health kind of practitioner placements available AT9

There wasn't the option of going to like a cardiac unit if I wanted to do that ...... it would've been
better if it was more specific to what you personally want to do ...... if you do have a thought that
you do want to go off and do something, you shouldn't be stopped from doing that OD2.11119

Increase
Placement
Options

The above figure highlights the suggestions the subjects made for what more could be done to

enhance the placement course component and overcome some of the issues discussed on page 245. C

suggested that the placement should be conducted at the different times of year in order to overcome

the 'bad timing' issues:

Maybe it should've been done at a different time in the year, and then it wouldn " have foil pointless ...... we felt
guilty for just sitting in the room C8

It needed to be a bit more structured and just at a different time in the year C8

Afew of us always moaned that it was too much at that time, so I think the time could definitely change CI6

GO 1, CT and KT suggested ways of overcoming the issue of students not spending enough time on

their placements. GOI suggested utilising work experience which involved 'shadowing', whereby

students gain insight into the everyday working lives of people in the world of work. C felt that the

placement course component should be unified so that all students spend a similar amount of time on

their placements. Unifying the placement could be used to ensure that all students spend an adequate

247



amount of time on their placements to gain from the totality of the experience. KT suggested that

placements should be incorporated throughout the three years of the degree courses. These

suggestions reflect the recommendations the phase 2 focus group students made to ensure students

spend more time on placement (see page 199). The Adecco Group (2012) felt that work experience is

inadequate, and a broader programme of employability training that goes beyond a two week

placement should be employed. N, CT, Got and AT suggested ways of improving placement

provider engagement. N and CT suggested that there should be more 'cooperation' and

'communication' between the placement provider and the SSES. Got and AT suggested utilising a

contract to help enhance placement provider engagement. NSF (2009) advocates the use of a formal

agreement with placement providers that stipulates what students need to learn on their placement.

According to GO1, ensuring that placement providers have an understanding of what the students'

hope to gain from the placement experience is essential. CT and C articulated that they would have

preferred to have been allowed more responsibility whilst on their placements. C described how the

lack of responsibility made the time that she spent on her placement seem 'pointless'. CT stated that

the placement would have felt more 'meaningful' if the placement provider 'made more use of them'

and their expertise. In her quotation, C describes how she preferred the Sports Development module

placement to the Applied Sports Science module placement, because she 'had a name' and felt

involved when she went into her placement. As previously mentioned, good practice should be shared

between modules within the SSES. The subjects' positive placement experiences should be utilised to

develop and enhance the placement course components. Based on the experiences of C, students

should have more responsibility within their placements. This reflects the suggestion from alumnus 14

that placement experiences should be more 'meaningful' and have a purpose in which both the

students and the placement providers gain (see page 80). Placements must reflect the true 'employer-

employee' reality of the world of work. AT and G02 felt that there needed to be an increase in

placement options to account for a wider range of potential post HE options for Sports Science

graduates. G02 tried to initiate gaining a placement in the area she hoped to pursue post HE, but was

unsuccessful:

There wasn't the option of going 10 like a cardiac unit if I wanted to do that. people who did Exercise Science
got to go there. but because I did Sports Science, I wasn't allowed to do it. and I emailed the woman to ask her
if there was any way that she could get me in contact with these people, but because I didn't do the right degree.

I couldn't apparently 002.18119

GD2's desire to pursue placements involved with the Exercise Science degree course reflects the

desires of student A from focus group I (see page 198). The NSF (2010) advocate that students

should be able to set up their own placement if one is not offered that suits their needs. Students need

more support in gaining placement experience to account for their individual post HE aspirations and

needs. In the quotations below, G02, GD I and KT state further reasons why students require support

in gaining placements and work experience. As demonstrated in the quotations from GD1 and GD2,
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students often lack the contacts to begin developing networks and subsequent work experience

opportunities:
I suppose you could arrange it yourself outside of the
university, contact people and say, 'do you mind me

coming in every Wednesday andjust shadowing you?'
But again it's so difficult because the majority of people
don't really want you, they're kind of, 'why should I have

this student following me around?' They can't be
bothered 001.23

The above quote from KT bears resemblance to the focus group students' perceptions of work

experience (see page 141):

Because I'm not from
round here, I don't

really know the places
that you'd go to find
that information G02.19

I suppose I could have gone
andfound my own

placement, but you don't
really think like that in first

yearKT20

JL: They said infirst year you should be going out and getting a placement, but in first year you don't care
because you feel like graduation is a million miles away 2.89S-897

JL: Ifwe wanted to do a placement we could have gone out and found one ourselves, but in first year you
don't realise that

R: You don't think that in first year
M' At the time you don't realise the importance, where as if you were stressed out a bit more you might

have been a bit more proactive 1.988.996

D: Infirst year you're not clued up enough ...... in first year ifyou drill it in that you need to go out and get
a placement ...... the emphasis of going out and getting related work needs to change 0.831-842

As suggested by D in his quotation above, 'the emphasis' on students gaining work experience needs

to change. The focus group students felt that students need more support to help them gain work

experience (page 141). The recommendations the phase 3 subjects gave to enhance the placement

course component are consistent with the recommendations given in phase 2 part 2 of this research

programme (page 200).
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Disagree with the
reflective writing
model

Pile of crap nonsense 517

Didn't gain from the reflection 002 .11

I thought it was a load of shit crze

I hate reflection SM9

I'm not a fan AT9

I don't see the point in it N7 002.9

<I thought it was quite good. .....1 enjoyed it KTI8

It was quite useful towards the end OF4

I found it quite hard fitting it in the way they wanted it to be written, hard to apply reflection and thoughts to the
model... ...writing thoughts is hard 002.9/10

I'm not particularly a fan of, irs having to write down what you think and having to go through this whole kind of
process of thinking AT9

Reflection is, yes write it down, yes take points from it, but I think irs common sense, the reflection model and
all the extra processes of it, I'm not sure if I agree with ..... .1 don't think necessarily that you need a functional
model of reflection Sl7

Negative
perceptions of
reflection

Positive
perceptions of
reflection

In terms of the reflective aspects, not something I'd document really, I'm doing coaching sessions at the moment.
I write down something that needs to be changed or something didn't go well, but that's as far as it goes OF.

A lot of it I find common sense ...... generally most people would think after they have done something. 'that
didn't go too well, next time .. .', it's putting that in an actual structured format that makes sure you do it, but
having to actually write it. it's like, I'm doing this anyway. do I really need to write it down? 001.2114

'Ireflect anyway'

It helps you learn how you can improve in similar situations, but I feel as though you do that anyway, not
necessarily in a structured format, if you do something and it goes a bit wrong. you generally understand where
it's gone wrong .... .I think a lot of it is just common sense stuff, which you do anyway 001.25

I do that anyway. I'll do something with one of my athletes or something. and then I reflect upon it immediately.
'should I have done that or not?' I don't usually have to do this whole sitting down and writing things SM9

I feel that coaching you slip into your own way of doing things, and if you do come across something that hasn't
worked, you generally scrap it and say, 'don't want to do that again' AT13

In terms of the reflective aspects. not something I'd document really, I'm doing coaching sessions at the moment.
I write down something that needs to be changed or something that didn't go well. but that's as far as it goes DH

'[ understand the
intended benefit,
but' .....

I understand why it's used, and it'd be good in certain areas. it's just something I'm not particularly a fan of AT9

It's nice to note down your ideas of what worked with certain things, but in terms of coaching. I think you find
your own style ...... you slip into your own way of doing things, and if you do come across something that hasn't
worked, you generally know. 'scrap it'. and, 'don't want to do that again' ATIl

I thought it was nonsense. but reflection is a very useful tool, but as it's more common sense and writing it down I
agree with, keeping a diary I agree with but I don't think necessarily that you need a functional model of
reflection and that sort of stuff 517

I can understand the importance ofit ........but it's putting what you'd do anyway into a structured format OD 1.25

I did see the benefits, you can reflect on it you can make improvements on your work. but when I was doing it. I
just didn't really want to do it and I didn't engage in it enough N7

Alternative
assessment
suggestions

Judging off the research that's been done on reflection, it does make you a better practitioner ...... it·s just that I'm
happy to whinge about it SMIO

-- Lack understanding 002.9 N8C4

Reflect verbally 002.10

Align the assessment to the different disciplines Sl9

Developmental assessment approach 002.9

More focus on the placement ATIO

Assign a higher grade distribution OFI2 cs AT9-11

Lack
understanding

The above figure highlights the subjects' perceptions of the reflective method of assessment that was

used to assess the placement. SI, G02, SM, AT and N revealed negative perceptions regarding

reflection. KT and OF had positives perceptions, However, OF described the reflection as being
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useful 'towards the end' and revealed that it took him 'a while to get used to doing it' DF4. The below

quotation from KT shows what she thought was good about the reflection:

It makes you realise what you have done wrong or what you have done right during the placement it would
make me be like, 'well that went wrong last time, why don't we do it this way?' KT18

It should be noted that both KT and DF spent more time on their placements than the other subjects,

which would have resulted in KT and DF having more placement content to reflect on. In support of

this, the below quotations for GDI and GD2 demonstrate that that they had a lack of content to reflect

on:

Obviously the first time you do something it 's never going
to go 100% right and we had nothing to look back on,

more for doing the reflective coursework, you had nothing
to compare it to, like you just had, 'this is how it went for
the session, but it could've gone like this, but we don't

know, because we didn't get a chance to do it again " so it
would've been good to have at least two times GD2.8/9

We did end up going once with another group,
because there were two groups there and there
was going to be two groups of players we were
working with, so we ended up going along with
their group and doing a bit with them just so

we had something to write about in our
rejlectivepractice GDt.20

This supports that students need to spend an adequate amount of time on their placements to ensure

that they have sufficient placement content to allow them to engage with reflection. The focus group

students also demonstrated that a lack of engagement with the placements made the reflective

assessment difficult due to a lack of content to reflect on (page 207). As previously stated, a lack of

engagement can negatively impact on the quality of reflection (Ehiyazaryan and Barraclough 2009).

GD2, Sand DF did not agree with the model of reflection that students had to abide by when writing

reflectively. The following slide was presented in L&T session 29, and represented the reflective

cycle model that students had to abide by:

GD2 found it 'hard' writing her reflections and thoughts based around the model. In the below

quotations, S describes why he does not perceive the need for 'a functional model of reflection':
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] wouldn't put, 'Ifelt annoyed that the circuit
didn 'twork', I'd more put, 'didn't work', 'this,
that that that didn't work, change these, this is

a better circuit' S18

You learn from your mistakes, and in the labs you should always
keep a lab book and you'll note it down, 'this didn't work, do
this next time', that for me is as effective if not more effective

than noting it down according to the Gibbs model and how they
were conveying reflection in that module S18

In a similar manner described by S above, DF stated that he would 'write down something that needs

to be changed or something that didn't go well', but that he would not document 'reflective aspects'.

DF, SM, GDt and AT all articulated that they reflected anyway, but not necessarily based around the

model used for the placement's reflective assignment. D from focus group 2 made a similar statement:

] evaluate my own performance and make action points for next time, but] don't follow the Gibbs model
structure 0.182-184

AT, S, GD 1, N and SM all made quotes that resembled, 'I understand the intended benefit, but..... '.

AT understood why reflection is used in certain areas, but alongside GDI and S, felt that people

reflect anyway, and find their own personal reflection style. Nand SM both reported that they can see

how reflection can enhance an individual's working practice, but they personally lacked engagement

with it. GD2, N and C all expressed a lack of understanding with regard to reflection. GD2

demonstrated a lack of understanding by revealing that she was unaware that the purpose of the

reflection was to promote learning from the placement experience (see from page 202 for the SSES

intended purpose of reflection):

] learnt stuff from the placement, I found that really good. and so I did reflect on that I guess to learn it, but
actually physically undertaking the reflection I don't think helped. it was more the placement made me think

about stuff 002.10/11

N stated, 'I don't really see the point in it', demonstrating his lack of understanding. C revealed her

lack of understanding in the following two quotes:

I don't really know what your lecturers want to gain from it; I think a lot of students just think it's quite pointless
how you write it up C4

I always think, 'why did we have to do the reflective report. really?' C8

The focus group students demonstrated an unawareness of the benefit of reflection (page 205). C was

also unsure how to actually write a reflective piece of coursework:

] never really know how to write it, you can go to your lecturers and they can tell you about reflective writing.
but] don't think you know whether you're doing it right or wrong when you're actually doing it yourself C4

The focus group students also demonstrated an uncertainty regarding how to write reflectively and

described the reflective assessment as 'pointless' (page 206 and page 204 respectively). According to

Marzano (1992), it is important that students are clear regarding the learning goal and how staff will

evaluate such learning. Students must also perceive such goals to be meaningful and worth engaging

with (Marzano 1992). Clearer guidance can help to ensure that reflection is genuine and beneficial
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(Philip 2008). GD2, S, AT, DF and C gave suggestions for alternative forms of reflective assessment.

GD2 suggested reflecting verbally:

I'd rather reflect verbally or something like that, rather than have to write down everything you think; just
putting your thoughts on paper is something that I find quite hard 002.10

As discussed earlier, it would be more appropriate to verbalise complexities as opposed to presenting

and assessing them in a written form (page 132). At the staff away day, the staff highlighted the

difficulty involved with assessing 'wicked competencies' (page 128). The focus group students

suggested that oral assessments could be utilised to assess competencies that are complex and 'hard to

convey' (page 132). S feels that the reflective assessment should be aligned to the different

disciplines:

They should have a different scope for the diary and reflective practice for psychologists, physiologists and
S&C, because although there's certainly cross over, the three aspects are fundamentally different, therefore the

assessment method can't be the samefor all three S19

GD2 suggested utilising a developmental assessment approach to overcome the lack of understanding:

If they want us to do coursework on that they should start that from the very beginning of the three years of the
course, because that's something Ifound quite hard 002.9

According to Moon (2004), reflection is more effective if it is supported throughout a curriculum, The

quotes below from GD2 and N further highlight the need for a developmental approach:

Because you're so used to
writing scientifically for every
other module, doing reflecting
is quite hard, especially on

something that you're not sure
what you're reflecting on 002.10

We'd just have to write about
our thoughts and things like

that, and it's quite weird doing
that, because you've never

done it before N7

I've never written a reflective diary
before, and because we only had one

session to reflect on, I think my reflective
diary was very, 'and today this happened',
rather than, 'and I thought this and that',
because I didn't know how to write it,

because we've never done it before 002.9

AT suggests that the assessment should focus more on the placement:

They could do it so there was more focus on the placement itself AT9

AT goes on to make suggestions for what could be assessed:

They should be looking at your group preparation, group dynamics, the way you go about things and your
communication with your supervisor, your communication with your provider, and things such as that, and

maybe ask the provider if they'll present feedback and say how well they think that you've 'WOrked,that'd be a
better way to go about it, rather than just the reflective diary ATiO

The phase 2 focus group students also felt that assessment should be more orientated around the effort

that students put into their placements (page 211). Furthermore, KT referred to her placement

provider as being 'clearly impressed with the group and our enthusiasm', supporting the suggestion

from focus group 1participant A that the placement groups' enthusiasm could be assessed (page 211).

However, KT went on to state that her placement provider did not give 'actual group feedback of you

did this, this and this', Providing feedback would be a good way to assess, develop and prepare

students for the world of work by making students aware of what they are doing well and what they
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need to improve on. Regarding the above suggestion from AT to 'ask the provider to present

feedback', KT revealed that her group asked their provider for feedback, but 'we never ever got it,

because he's just so busy' KTl7. The busy schedules' of the placement providers suggests that verbal

feedback would be a better alternative, since providers are too busy to engage with written feedback,

and as previously discussed, verbal feedback will be a better way to discuss wicked competencies. JF

from focus group 2 also suggested that students should receive feedback about their performance from

the placement provider (page 211). Alumnus 5 from phase 1 suggested that providing students with

evaluation of their placement performance is required:

You don't actually get assessed on your contribution to the applied Sports Science, evaluating what you have
done on the placement gives you a measure of how good you were practically, as opposed to writing a

theoretical reflection, they would maybe benefit more from some practical evaluation from that placement, what
they did well and what they didn't do so well.

Ehiyazaryan and Barraclough (2009) recommended that placements should utilise employer feedback

due to the positive effect employer feedback can have on enhancing students' confidence. DF, C and

AT suggested that the placement should be assigned a higher grade distribution:

The placement assessment was
only J2 credits, which is worth less
for your overall mark than a 24
credit module or the major project
which was 36 so it gets put to

the bottom of the pile, it's
prioritising how to get the best
mark out of everything A T9/10

As the above quotations demonstrate, students determine the 'importance' and 'priority' of work

based on the way that grades are distributed, which is in accordance with the assessment driven

culture, which will be discussed in more detail from page 274. The phase three reflective practice

The Sports Science placement is
only worth J 2 credits. so it's not
really that big a module, whereas

in Science and Football it's
weighted the same as the

dissertation, so there's quite a lot
of importance put on it DFI2

Because it's only worth such a
small percent, I don't think people
were as bothered as what they

probably would've been over their
other coursework cs

assessment discussion bears consistency with and adds credence to the phase two part 2 reflective

assessment recommendations (page 209).
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Exams: Impact <EXams are more about memorising than learning OM II 001.l4,ISAI7 KT13002.13 N9SMIS sa
on Leaming E . I . I .. and I kxams mvo ve tacnca revision uc 002.13 001.5 sa OM4

You have to question how applied it is, when you'd ever have to suddenly reel off all this infonnation in any other

~

situation but an exam? 001.13
Exams:kTct on post If you didn't have a broad range of knowledge, then you went into a job, you might not be necessarily qualified or be

. apt enough to do that job effectively, but you've got a piece of paper that says you can S9
preparation

Like with the driving test, you don't learn to drive you learn to pass the test, and then once you've passed then you
learn to drive sa

Coursework promotes you to learn the question or the specific area of the question, but I don't think it promotes wider
learning, because it doesn't give you any freedom OMIO

In coursework you can easily read something, pick out the information you need and just put it in your coursework but
not actually learn it 001.14

Coursework I probably feel as though I was learning more, because you have to think, 'is that important?' Put it in,
take it out, and read through it 00 I.IS

In coursework you have to research it yourself, and you pick up things that although might not necessarily go into the
coursework, but you'll remember and think, 'that's interesting' 001.14

With coursework's you gain a better understanding of the area, because there is so much reading and research involved
before you can actually put something down on paper N9

Coursework is a greater reflection on your knowledge than exams, because that nerve element's taken out of it because
you're doing it in your own time SMIS

_ All the experts in fields now don't sit exams, they just write ajoumal article about what they've done, so I think getting
used to writing rather than sitting in an exam is better 8M IS

Sometimes it's just easier to talk about it, I found that I preferred presentations in the end, because you can just say it
how it is, in your own lingo, it makes more sense, it's easier to understand KT 12

You've actually got to get up and talk about it, and there are questions at the end, so you need to know the stuff
rather than just being able to copy it down on a written coursework Ot;

I prefer presentations, I'm happier to articulate what I'm thinking verbally than I am by writing it, I feel like I can
convey information better that way, if I have to learn to be able to present it, then that will stick with me longer than
if I just write it down 57

If I actually have to convey that information to someone, you have to be able to articulate and explain to someone the
information that you have so that they understand it, it requires more of a learning effect than being able to see it in a
book and write it in your own words, in which you wouldn't necessarily have to fully understand it to get away with
conveying information, whereas I think if you're sat face to face to someone, then that gives a better learning effect sa
You've got to do your homework; really know your topic area N9

Presentations were really beneficial, because it's obviously something you do in a real job situation, you never just write,
you always have to convey the information to other people, so to be able to practice that, and especially for someone like

~

me who is terrified going into it and then slowly gaining a bit more confidence, I think it was really good ...... you develop a
Presentations: habit of presenting better, communicating better N8/9

Im~~tEon In Sports Development we had quite a few presentations, some of them weren't even marked, so it got you used to
::Separation getting your work together, building up something to show other people, and talk il through with your theory C7

There were presentations with posters, half assessed through the poster and half assessed through your presentation, so
that's a bit more conference type, like when you have to defend your thesis and stuff like thai, if you look al il from an
academic route, it's all gearing you towards further stepa down the line AU

Group work is always a pain ...... trying to get everybody together and trying to understand where everybody was
coming from, especially people who you didn't know so well AU

Coursework:
Impact on
Learning

Coursework:
Impact on
post HE
preparation

Presentations:
Impact on
Learning

Groupwork:
Impact on
Learning

Groupwork:
Impact on post
HE
preparation

In first year the group work was quite difficult, because no one's really interested, everyone's a bit like, 'oh, I can't really
be arsed', but then you work out who you need to work with, because you become a bit closer to people in your class, so
in third year you chose people that you know are going to work hard, so you're not going to have to do all the work KT13

I've never really been a big fan of group work, because I ended up being the one that does the majority of the work SM II

II was the fact that in the third year, working with these people is actually contributing towards my final grade, and do
they want the same things out of their degree as I want? AU

A better way of assessing the contributions of the group might make it a bit more worthwhile, getting everybody to fill
out a questionnaire anonymously at the end, their perceptions of how their group performed SMIII12

Iunderstand why it's there, it's very rare that you're going to do anything individually throughout the whole of your
lifetime; you're always going to have to work with other people in some kind of group setting or team AU

When you start working in jobs you'll have to work with people who you might not necessarily get on with, but you
learn to work together to achieve a goal, being able to be tactful with how you approach things and how you convey
what you trying convey, put your points across about the group, and see how that works, that's a really, really positive
learning aspect 510

You need to know how to work in groups, because most jobs you will have to do some sort of group work ...... when
you're in a working environment you have to do your own work, but when it came down to group work in uni, people
could slack off and then I had to pick up the pieces SM II
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The figure above highlights the subjects' perceptions of the assessment methods that were used

throughout the duration of their courses (apart than reflection). The assessment methods the subjects

discussed were exams, coursework, presentations and group work. For each of these assessment

methods, subjects discussed the impact that the assessment had on learning and on preparing students

for post HE. Due to the volume of data, two figures have been used to discuss the 'Exams: Impact on

Learning' theme. OM, GOl, KT, G02, NIO and SM felt that 'exams are more about memorising than

learning':

A lot of it you learn just literally for the exam, once you've been in that exam,
you've got it all written down. you forget it, because you have an idea of what

they're likely to ask you, so you focus on answering that question, as opposed to
learning all the interlinked things, and almost pre-write a question in your head,

and then after that it's forgotten and you haven't learnt it 001 ,."e

Exams were more a
memory test than

actually retaining the
infonnation that you
were learning 001.15

The exams are
only a memory

test OMII

Seen questions
doesn't encourage you
to revise round, it just
encourages you to
write the essay as

quick as you can and
then learn it word for

WOrdOM5 ------ 'Exams are
more about
memorising

than
learning'

I did a timed essay and it
wasn't really learning the
topic it was just writing a
good answer and then
learning me answer, it
was like learning lines
pretty much, just sitting

there and writing them all
out SMI6 It's more about your

memory as opposed to how
much you know ......1

always think that when I
come out of an exam I
forget it all, and a week

later, I've no idea what the
exam was about N9/10

/ Exams is what you
remember, if you
haven't got a very
good memory then
you've got one

chance at it... ...you
might know, but you
might not be able to
write it done in an
exams situation KTl1--------

~It_~_'i"'
what you'd been taught,

rather than learning it, like
I wouldn't be able to tell
you anything about it now

002.11

Itwas, 'memorise as
many references and
bits of information
as you could', then
write it all down

002.11

The staff at the staff away day questioned the use of exams, 'are you testing their understanding or

are you testing their ability to remember? 'SAD.cc. Gibbs (1992) stated that regardless of good practice

and the best efforts of staff, students recognise that what is required is to memorise. It therefore

appears that exams as a form of assessment are failing one of the key purposes of assessment; to

facilitate learning (Boud and Falchikov 2006). G02, GO1, S and OM described how' exams involve

tactical revision and luck ':
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A lot of people for the exams just got lucky, if you picked the right topics to revise,
because most people revise like four topics, and then two of them come up 002.13

There were six subjects, then
only five of them would

come up, but you had to only
answer two of them, so you
could still not do a lot of the
stuff, you only had to tum up
to two lectures in theory and
then you knew all you need

for the exam OMIO

'Exams involve
tactical revision

and luck'

In one of the exams something
that I'd revised quite thoroughly
didn't come up, and so I didn't
quite get the marks I wanted

there ...... sometimes it's down to
what comes up on the exam 001.5

The issue that I have with exams is that they examined one or two sections of what would've been a module
that contained six major sections, so I knew people who revised all six sections to a decent standard and
could get 60s, 65s, solid 2:180but then there are people who only revised two, but they happened to be the
two that came up, and so they could potentially get 70s plus, the issue I have is that that doesn't necessarily
convey a learning effect, it's the potential for people who say haven't got the same knowledge base but are

lucky in the fact in that they just memorised a minor section of a large topic, as opposed to someone who has
a much broader range but maybe not in the exact amount of depth, but as a knowledge base that's bigger ss

GD1 and 8 did not feel that exams prepared students for post HE. GD2 does not feel that exams

prepare students for the applied nature of the world of work. 8 feels that exams do not assess a wide

enough knowledge base, which results in students entering the world of work inadequately prepared.

8 feels that using exams as a form of assessment means that students are learning and being prepared

for passing exams as opposed to learning and being prepared for the world of work, as demonstrated

in his analogy on page 255 comparing HE exams to the driving test. As originally demonstrated on

page 163, the member of staff in session 29 used the same analogy to describe any given degree:

A degree is like learning to drive, you get your degree, and then you go out into the world of practice, you only
learn how to drive, when you've passed your driving lest, before that you're learning to pass a test

However, according to Hawkins and Gilleard (2002), exams prepare students for skills required in the

work place, such as sorting facts, the ability to explain facts quickly, and deliver high standards of

work under intense pressure. In this sense, it needs to be ensured that students are made aware of the

attributes they are learning and developing through exams, and the applicability of such attributes post

HE (Bowers-Brown and Harvey 2004, Brewer 2009, Leitch 2006). OM and GDI question the impact

of coursework on learning. OM does not feel that coursework promotes 'wide learning'. GDI feels

that coursework involves selecting information to report, but does not involve learning. However,

GO 1,N and 8M feel that coursework has a greater impact on learning than exams. GO 1 stated that he

learnt more via coursework than exams, due to the research process that is involved with coursework.

N also felt that coursework promoted better learning than exams due to the research process. SM felt
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that coursework promotes better learning than exams because the exam 'nerve element' is not

involved with coursework. Regarding post HE preparation, SM feels that coursework better prepares

students for post HE than exams, by better reflecting the reality of the world of work. KT, DF, Sand

N felt that presentations were a good way of promoting learning. KT described how she found it

easier to verbalise complex notions as opposed to writing them, as demonstrated in the below extract:

Sometimes it's just easier to talk about it, I found that I preferred presentations in the end, because you can just
say it how it is, your own lingo, it makes more sense, it's easier to understand, because I gave a presentation

about my placement 0, and I'd done a report on it as well, and what I mLS' trying to get across about the elderly
and the children, Ijust couldn't get it across in the report, and it mLS' really frustrating trying to write it and be
llke, 'oh, and then we used to get them to hit balloons', but saying it is like, 'we used to get them to move their

arms around in the air to hit the balloons, because they were a bit immobile', and saying that in the
presentation mLS'SO much easier than writing it in this report, saying it mLS' totally fine KTI2

As discussed earlier in the presentation of the phase 3 interview findings and in the phase 2 focus

groups findings, it would be more appropriate to verbalise complexities as opposed to presenting and

assessing them in a written form (pages 253 and page 132 respectively). DF described how presenting

and being asked questions made him feel more accountable than coursework, enhancing learning.

Like KT, S felt that he could convey information more effectively verbally than in writing. S also

feels that he learns better via presentations than written methods, because a better understanding is

required to present and articulate information verbally than to write it down. N feels that students are

required to 'really know the topic area' for presentations. Page 278 will further discuss the impact of

accountability on engagement and learning. Focus group 2 also referred to presentations promoting

accountability and in turn engagement and learning:

R: Sometimes when you're doing a presentation you end up learning more because when you're doing a
coursework all you have to do is write it on the paper and you can forget about it

A: But with a presentation you repeat it and repeat it, you memorise it
R: And you make yourself know it, because when people ask you questions you get put on the spot 1.715.723

N, C and AT felt that presentations effectively prepare students for the requirements of post HE. N

and C referred to presentations developing students' confidence and ability to communicate and

convey information to people. AT referred to presentations preparing students for the realities of an

academic career. AT, KT and SM describe the difficulties they encountered in relation to group work.

AT articulates that the assessment driven culture of HE made group work difficult. In order to account

for this culture, SM suggested utilising a method of assessment that recognises the individual

contributions of group members. The NSF (20 I0) recommended utilising technology which enables

staff to determine individual students' input into group work. Focus group 1 also referred to

recognising individual contributions to group work:

A: There mLS' one group work where we had to fill in a confidential form and you had to say what everyone did.
so ifyou thought someone in the group hadn't done the work you could write it down

M' It mLS' good
R: There was another one that we had for psychology last year were we had to do a group poster and presented

it together but then you got marked individually on the presentation so it mLS' a mix of individual and group
JL: Yeah that was good I.642-6S3
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AT, S and SM acknowledge the importance of group work in the world of work and the subsequent

impact of group work on preparing students for the world of work. However, SM did not feel that the

group work that he experienced at university adequately reflected the reality of group work in the

world of work, suggesting that the realities of the world of work need to be better aligned to HE in

order to effectively prepare students:

You need to know how to work in groups, because most jobs you will have to do some sort of group work, and
you've got to work with different levels among some sort of sporting hierarchy, ifyou're working as a S&C

coach, you '/I have to report to the head S&C, and you may have to report to the physic or the club's doctor, you
have got to have these skills to work in a group, a lot of people on my course were fairly selfish, when you're in
a working environment you have to do your own work, but when it came down to that, it was like people could
slack off and then I had to like pick up the pieces, whereas in a sporting environment people are responsible for
their own jobs, I can't tell a physio how to do his job, he has to do his job and tell me what to do, and I have to

do my job and give him recommendations, so it's a good thing to get used to, so it's good that that sort of
work's on the course, it's just my own personal experiences of it have been quiet bad SMII
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Impacts on
Assessment

Obviously the time constraints, financial constraints of assessing any sort of cohort presents problems 51

In the first year they was a huge volume of people, 200 plus, and if you get 200 plus essays then it's going to take some
time, whereas a poster you've got a group of maybe S or 6 people, they come in and present for S minutes or just leave
you the poster and then you go from there AT6

They can't assess everyone individually on loads of different pieces of coursework, that's just impractical, 80 I think they
do just have to whack an exam on OMI2

I don't know how really you would go about assessing someone in a practical sense, especially with the volume of
people there are within the university ATIl

Because there's like ninety essays of the same stuff, they probably don't have time to be like, 'oh, you should've put this,
put that', and things 002.16

In second, third year, there was a lot of people handing in coursework's at the same time, and thus, the feedback that you
can get is fairly restricted by time constraint for the lecturer 822

It's hard to sit down with everyone, especially in first and second year, you've got like 200 people in the class OMI4

Impacts on
Feedback

Impacts on
Community

Impacts of
Support

Impacts on
Engagement
and Learning

I never took most of my courseworks to see the staff, because there's 80 many people doing the course, I don't think they
really wanted to read like ninety essays before you go off and do it all 002.14115

Ifit was smaller groups, you'd know the staff slightly better, if you did have any queries either during the session or at the
end of the session, you'd talk to them, rather than everyone looking at you, it's not really the tutor that's the scary bit, it's
all the rest of the pupils, if it was smaller groups it would be better for both getting on with the tutor and the rest of the
cohort 002.16

You get to know people a bit better in smaller groups, rather than just loads of people in one room 002.16

Because there are 80 many people on the course, especially in first year, it's a bit overwhelming, iI's too many people, you
don't know any of the teachers, it's not personal enough xrs

Make the numbers a bit smaller, so it's a bit more personal KT9

If you were in a smaller group of people, you would be able to get a bit more help, and they would notice that your were

~

struggling, rather than it be like, 'oh well, you're not trying hard enough', or, 'you're not very good at this' KT7

Some of the staff are a bit less willing to help, I suppose when you've got a huge number of students coming through each
year, it's difficult to be like, 'I'll help them out', I suppose it's easy for them to think, 'just do my lectures, that'll do, and
that'll be another lot going through to graduate over and done' 001.21

Because the school's 80 big, I think that's why, I didn't expect anyone to know me or know what had been going on when I
came back after my year out CI8

Because there were only like thirty or so people on the module in third year, you're able to get a lot more answers and ask
questions and you don't feel stupid asking questions or anything like that 002.2

You didn't really need to go to the lectures in first year, because there were 80 many people, 80 you didn't know anyone at
all, and they just spoke at you 002.5

It didn't really matter if you were at the lectures because he just tends to talk at you, you could get everything from the lecture
notes, but it's probably because there were loads of people, so you can't really be like, 'oh, what do you think?' and allthut
stuff if there's like ninety people in the room 002.3

Because it was a smaller group, you could ask individual questions 002.3

There's people sat behind you or sat in front of you talking about last night, or sometimes you're sat there whispering or
tslking away to somebody, but as you get down to the smaller groups you just feel a lot more involved and you feel like you
can ask more questions, because you're getting to a point when you feel like you recognise the people off your course, 80
you're able to ask things and engage a lot more with the learning and what you're meant to get out of it really An4

I got to do a Wingate once, but it was in biomechanics, which is actually a very small class, 80 they tend to do quite a lot of
very good stuff 514

Because the classes were smaller, you could learn from your lectures cu

~~':~t~ - You've got the problem of sheer numbers of people, trying to find them all placements: it's not really possible our.n

The first year's very sporadic and 200 people in a lecture theatre, but you're in groups of maybe twenty five by the end of it
in certain modules, it does just get a lot better as you go on ......more personal, you feel u though you're actually involved,
rather than being a face in a lecture Aml2.

There were so many more modules to choose from in third year, so it was broken up a lot more, it was more evenly spread
out 002.16

Cohort size
(and related
issues)
decreases
over the
duration of
the course

In first year, you're just like nothing, and second year, you're shown a little bit more interest, and then third year it's like,
'ok, now I know your name' KT5

It's just everyone in one big room in first year, but then as you start to pick your modules that's when it becomes personal CI6

It changes through the years, you get to know staff better and they're more willing to help you, it's based on your relationship
with them, and them getting to know you 001.21

All the years have gone on the tutors have more respect for you, because you know more and you're older and things 002.14
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The extracts above highlight the subjects' perceptions of how the size ofa given cohort impacts on the

students' university experience. A member of staff at the staff away day stated that 'the big problem

for the SSES programme is that it has got too big' (page 171). S, AT and OM made reference to the

large cohort sizes within the SSES limiting assessment. At the staff away day, the staff articulated that

the assessment options available to them are limited due to the large cohort size (page 133). GD2, S

and OM referred to the large cohort size restricting feedback. GD2 articulated that the large cohort

sizes prevented her from engaging with support from the staff whilst completing her work, because

she did not think. 'they wanted to read ninety essays'. GD2 and KT described how large cohort

numbers impact on the community within the SSES. According the GD2 and KT, smaller groups can

enhance community and engagement between the staff and the students and between the students

themselves, and can make things 'more personal'. In the same sense, KT, GO1 and C described how

the large cohort size impacts on support. KT feels that students would be able to get more help if the

groups were smaller. GO! described how some staff do not appear to be willing to help, which he

attributed to the large cohort sizes. According to GDI, the large cohorts within the SSES fosters the

resource mentality that was highlighted on page 150 and will be further discussed on page 304:

Whenyou've got a huge number of students coming through each year, it's difficult to be like, '1'1/ help them
out', I suppose it's easyfor them to think. 'just do my lectures, that'll do, and thai 'IIbe another lot going

through to graduate over and done' GOl.28

C had a year out after her second year, and felt a lack of support upon returning to the SSES, which

she attributed to the large cohort size. GD2, AT, S and C described how large class sizes can

negatively impact on students learning and engagement, and small class sizes can have a positive

impact. The literature review referred to the impact cohort size can have on student engagement (see

page 14). AT stated that smaller cohorts help to foster a sense of student involvement with their L&T

community. El Ansari (2002) found that the students valued seminars small enough for them all to

contribute. Larson (2000) proposes that small group work is crucial in the post HE preparation of

students, including the development of students' ability to talk to others outside of the classroom,

develop the ability to cope with new challenges, and the ability to make links with the world of work.

GO! stated that placements were restricted by the large number of people on the course. AT, GD2,

KT and C felt that the cohort sizes and the related issues decreased over the duration of the course.

KT stated that it was only by third year that she felt staff began to know her name. As Bowles (2011)

stated, "it is hard to feel authentically engaged with your learning if your lecturers do not know your

name". The students in phase 2 also felt that smaller class sizes would be desirable and help to

overcome some of the present issues that exist within the SSES, by enhancing a sense of community

and dialogue with the SSES, enhancing learning, creating accountability, and developing students'

ability to ask and answer questions in L&T sessions and a group setting (page 172).
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5.2.3.7 Feedback

I
FeedbackEvaluation WhatShouldFeedbackbe like?

The analysis for the 'feedback' course component has been presented using two analysis summary
figures under the heading stated above,

FB
Evaluation

Some was helpful, but other bits were a bit basic 001.27

The socioeconomics module feedback was always a bit vague CI4

The feedback was average 821

It seemed to be generic more than genuine feedback sn
It varies a lot from lecturer to lecturer, some can be very good, detailed and enlighten you, and others can just
give you a mark NI2

They're limited to what they can feedback, you can't send them a first draft and get feedback, which seems a bit odd,
if you've been motivated enough to ask for feedback and do the best, do you deserve to have it checked? 00128129

Sometimes you're not quite sure exactly what it is that you've done wrong, you think you've written it well, but
they're saying otherwise, and you're just not too sure how it's not quite right 001.2.

I didn't learn a lot about where I was going wrong, but it's quite hard to get on paper what you're trying to put
across, I did take up the option of going over feedback in a conversation quite a lot, but that doesn't always work
with some people SMI7/11

Unless you went to see them, you wouldn't really know where you went wrong ItTI4

Some modules there was only one coursework, so you get loads of feedback from it, but that was the module
done, so it was a bit pointless OM11/14

You always got the coursework back before the other one was due in, and they are quite good about putting

(

quite a lot of feedback on OMIl

They just wrote loads of comments on the essays about the structure of them, the good bits and bad bits what
+ve you need to expand on and things like that, and then they give you group feedback as well OMI4

I think that's really good when they fill out that form when they give you your work back CI4

Most of it was pretty good, and all the lecturers were fine to explain anything if you went to ICC them about it 01'7

-ve

Attitude
towards FB

Sometimes you'd think, 'I'll probably need to do something similar to this in the future', so you'd try and learn from it,
but other times it'd be, 'that's my grsdc, there', not a lot I can change on that specific thing now,' so you wouldn't be too
interested in the feedback 001.27

Sometimes it was just like, 'right ok, it doesn't really tell me much, just throw it to the back of my cupboard' NI2

Itwould just be what got written on the fbrm really, which I'd normally forget about. put it away with the reat of my
second and third year work and I forgot it was there 1tT15

I wanted to know what way I was going wrong, you've got to take the feedback, grab the bull by the horns and find out
for yourself SMI.

The extracts above present the subjects' perceptions and evaluation of the feedback that they received
throughout the duration of their degrees, GO I, C, S N, OM, SM and KT all provided insight into their
perceptions of the feedback that they received during their time at university, They used terms such as
'basic', 'vague', 'average' and 'generic', GOt and N described that the feedback lacked consistency,
with some staff providing good feedback and others providing poor feedback, S felt that feedback had
been generic as opposed to genuine, and GO 1 felt that the restrictions that are in place to limit the
amount of feedback that staff can provide whilst students are completing their work are questionable,
GOt also stated:

Sometimes you felt ltke it14W helping out those who were either struggling or not willing to put the effort in, as
opposed tofocus on the ones wllo were pUlling the work in 001.29
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GD 1 and 8M revealed how they were not always sure where they had gone wrong, with GD1

highlighting a dissonance between the staff and students, 8M and KT felt that going to see staff for

clarification of where they had gone wrong was required, DM felt that feedback from work that did

not develop on to subsequent pieces of work was 'pointless', highlighting that students require

perceiving a 'need' to engage (Ainley, cited in Fearne 2008, Marzano 1992), In a similar lack of

accountability, lack of engagement manner to DM, GD1 revealed that his attitude towards feedback

was based around whether the feedback could be utilised in the future, GD1 would not engage with

feedback if he did not perceive that it could develop his performance in the future, Nand KT also

demonstrated a lack of engagement with their feedback. 8M demonstrated a proactive approach to

feedback. 8M felt that in order for students to be prepared for post HE, students should take a

motivated and driven approach to feedback:

You should be motivated and driven enough to actually go and find out more things for yourself. rather than
having it spoon fed to you and asking somebody all the time .. , .. 'because you're not always going to have that
when you go away and work, you need to have these answers for yourself, there's always going to be someone

you can talk to and get a bit of confidence from, but you're not going to have someone to spoon feed you
answers all the time, you need 10 find out for yourself SMIS

This links to Rae (2009), who suggests that students may desire the 'safe and certain' options but this

does not prepare them for the reality of the post HE world

In order to be
developmental
FB needs to be
specific and
detailed

A better understanding ofwhere you've made mistakes, to identifY your strengths, mainly 10 improve on the

~

next piece of coursework, so it should always be progressing NIlII3

FB should be Finding out where you went wrong and finding out how you can correct that in the future 8M"
developmental

There was one for nutrition where you have three individual pieces of coursework ...... so they gave you your
feedback and then that gave you an indication of what to improve for your next one, that was good Nil

Some just write on the feedback sheet, whereas some write on your actual paper, gone into the paper itself and
flagged things up, areas where you're going wrong, which I found I lot more helpful AT5

I quite like breaking down the sections, so you understood where you were SOina wrong AT5

Being more specific, how it could be improved, how you could get I better mark, maybe some examples of
what would be classed as good 001.17

Better feedback would be I definitive reason IS to why it was 65% inslead of 75%, or In example IS an instead
of what you put, 'have you considered this? That would take you to this percenta¥e', it would either be, 'good
tables and figures, bad tables and figures', 'ok well, bad tables and figures, why'l Just five, six extra words thai
the next time I'm doing a piece of coursework I might go, 'ok well the last time I pul graphs on, I used 100 big a
scale'Sll
In Sports Development we always had I ft.'edback session after it, general points where people went wrong,
areas for improvement and where people did well, which i, good CI4

More feedback on your essay, there', not a lot saying, 'you should've developed here', and, 'you should've
gone this way' .•....because I didn't go and speak 10 them, 10 it would be better than nothing getting it on the
essay 001.15116

If you wrote something wrong, some of them would pull book chapter for you 10 read, or aay, 'i, this commenr
right? Is it not a different factor?' So you could 110 away and read aboul it SMI.

It'.got 10 be constructive, if you have done IOmething bad, just aay, 'this is no good, must improve in Ihis area
and this area', to tell you where you can improve on for further pieces of coursework HI4

You write it and then hand it in to be checked, and they'd suggest changes, that way you actually have 10 look 01<the feedback, so you're learning from what you've done wrong ODin
Pre-FB

With Sports Nutrition they did drop in sessions which were good, you could 80 and ask questions about your
coursework CI4

FB ~~Id be _Instead of just focusing on the negatives and where you've gone wrong, put the positive, which bits you've done
motlvalJonal well ...... because then you can understand, 'I've lIot 1800d base to work from' An
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The extracts above depict the subjects' suggestions for how feedback can be enhanced and improved

N and SM support the notion of developmental feedback that has been discussed by OM and 001

(see attitude towards feedback theme). Nand SM feel that feedback should allow students to

'improve' and 'progress'. The NSF (2010) proposed that feedback should be used to improve future

achievement, not simple judge performance to date. The NUS noted that feedback should a continual

process (porter 2008). A member of staff at the staff away day stated, 'students need to see feedback

as relevant for the future SAD.cc. AT, 001, S, C, 002, SM and N felt that in order to be

developmental, feedback should be specific, detailed and constructive. As highlighted by 002, not all

students engage in dialogue with staff in order to clarify their written feedback. It is therefore

important to provide thorough feedback in order to account for students that do not actively seek

feedback clarification. If the SSES wants to encourage students to engage with staff for feedback, it

needs to be ensured that students feel comfortable engaging in dialogue with staff (students'

engagement with staff is further discussed in the next section). ODland C articulate that pre-feedback

whilst students are doing pieces of work is desirable. AT felt that making students aware of their

strengths as well of their weaknesses will help to enhance students' motivation and confidence in their

ability. As stated by the NSF (2010), feedback should help students, not judge them.
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It might be better to meet as a tutor group, but I guess the staff have got so much to do that I'm sure they don't want to spend time
doing that G02.13

In third year, I was always knocking on their doors like, 'hi!' I felt like a bit of a pain to be honest KT8

I did go to make an appointment with my personal tutor in the first couple of weeks, because they always say go make an
appointment then, but because you see the dissertation pupils always take up the time, it's just easier to go to someone that you see
more often C9

It's crazy, because I used to see to my major project supervisor like every week, and I was like, 'how many PhD people have you
got?' And he was like, 'seven', or something, and I was like, 'no wonder you haven't got any time for first years!' I was like, 'how
do you manage that?' KTI

Some people were more willing to help you and take some of their time to dedicate to assisting you if you went and asked for it,
some of them, they're a bit less willing to, which I suppose is difficult when you've got a huge number of students coming
through each year it's very difficult to be like, 'I'll help them out', I suppose it's easy for them to think, 'just do my lectures,
that'll do, and that'll be another lot going through to graduate over and done with' 001.28

I don't like getting stuff wrong, if I find stuff hard, I'd rather just try and figure it out on my own rather than looking for help ..... .1

~

like being good at stuff, so ifl go and say, 'is thi.s the way that you do it?' And they're like, 'no', I always feel a bit stupid G02.1S

Lack of Unless you're really confident, you're just going to get embarrassed if you get stuff wrong, and you think that people will laugh
confidence at you if you put your hand up and said something wrong 002.20

(Anon.) offered to do a dissertation with me, and I said no because I didn't feel confident enough to go with him, because I
wouldn't want to let him down, but I wish I'd just put myself through it, and then I wouldn't feel as disappointed as I do now with
my overall mark, I was like 3% away from a 2.1 CIO

Students
perceive that
they are not
the priority of
the staff

Engagement
increased
over the
three years

A lot of coursework I left to the last minute in second year, because I didn't think it was as important. and so I didn't actually have
Assessment < time to go and talk to the tutors, because it had been left so late G02.15:I~~ I've realised this year's a lot more important, and I didn't know how I was doing it wrong in second year to not get the best

grade, so I wanted to try harder this year, and the staff are marking it so they know what they're looking for, so you might as
well go and talk to them, you can't lose out 002 IS

Peer pressure - I feel like in first year I would have felt like a bit ofa geek, like everyone's like, 'what you going to speak to them for?' KT8

I did more so in second year, I think that helps you to get to know them and stuff as well, and I definitely did in third year KT8

I felt like as the years have gone on, the tutors have more respect for you, because you know more and you're older and things
002.14

Everyone seems to get on better, more of like a colleague rather than just a student, tutor relationship, like when you're in the
labs doing your project or whatever with them, its more sort of a conversation, rather than a lecturer telling you what to do, it
seems more of an even setting 002 16

It changes through the years, you get to know staff better and they're more willing to help you, I suppose it's more based on your
relationship with them, and them getting to know you 001.28

I think it's more maturity and not being so nervous about talking to people 002.15

DF and SM ~ In Science and Football, you get the same lecturers most of the time, so you end up getting to know them quite well OF7

appeared to With being a Sports Scholar, a lot of lecturers knew who I was, and I did have a good relationship with all my lecturers, so I was able
have had to just talk to them about anything SMI9
good staff
engagement I used to see a couple oflecturers who train in the gym; I used to speak to them in the gym SMI9

The
importance
of engaging
with staff

I went to see him about this coursework I had been struggling with, and I ended up crying because he was that horrible to me in his
office, he had a white board up and he was making me draw things that I didn't know anything about, it was horrible, it was really

\

intimidating, it was the worst, so I didn't want to go and see anyone after that, it proper shook me, I would always fathom out how
Bad. they were before going to see anyone after that, I would never go and see anyone intimidating like him, it wasn't very nice KT7

expenences
of staff The first project supervisor meeting we had, all the other students had this form and were speaking about it, and I didn't have one, and
engagement I was like, 'well no one told me', and he had a go at me, and it just wasn't nice CIII12

Itwas always up to us, the students, to get the dates together, but then it would take about two or three emails just to get our project
supervisor to look at your work, or to try and catch him, it was hard really, and in the end a lot of us just give up, everyone felt a bit
stressed with him ("II

It's important that you get on well with your tutors, like (anon.), he was really nice, really good, he'd help, you could go into his
office and speak to him about the exams or whatever, and he'd still have a laugh with you CIZ

It should be more approachable, so students are able to have more of like a chat with them ......80 that you've always got someone
that you can tum to KT9

My dissertation tutor didn't really have a good relationship with anyone in ~ur group, it's important if you want to do well to have a
good relationship with your dissertation tutor, because you're doing sornethmg on your own and you need someone there to point out
where you're going wrong or how you can do better, because I never got that off mine, and my disseration mark is what I'm most
disappointed about when I look at my results CIO

In first year I was going to quit, because I wasn't enjoying the course, the only module I enjoyed was Sports Marketing ...... 1 went 10
see the head of year panicking, crying, in a complete state, and I was like, 'I'm really not enjoying it, I hate all these modules', I was
really struggling, and he said, 'well, you can focus on the marketing nexl year,. that's one ofy~ur rout~ay choices, you can drop
the ones you don't like', but no one told us that KT314 I didn't know that, I was Just unaware, It Just hadn 1 been made clear to me KT4I5
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The quotes above demonstrate factors discussed but the students that impact on engagement and

dialogue between staff and students. G02, KT, C and GOl revealed that they perceived that students

were not the priority of staff. G02 felt that it would be beneficial for students to meet in their tutorial

groups, but dismissed this notion, because she perceived that the staff have 'got so much to do, that

I'm sure they don't want to spend their times doing that'. KT reported that she only really felt

comfortable going to see staff for guidance and support in her third year, but even then she felt like fa

bit of a pain'. C reported how she was disheartened from booking appointments to see her personal

tutor, because the tutor's appointments slots always busy with appointments for other students. KT

felt that staff prioritised PhD students over undergraduate students, highlighting a potential imbalance

between research and teaching within the SSES. As previously discussed, GOI felt that the large

student cohort within the SSES makes it difficult for staff to prioritise students and their needs due to

a large work load. The subjects' perceptions of the priorities of staff could be influenced by a lack of

confidence. GD2 and C demonstrated that a lack of confidence prevented them from engaging in

dialogue with staff. C regretted not engaging more with staff, and felt that her lack of engagement had

a negative impact of her final degree classification. G02 quoted that engaging with staff comes with

'maturity and not being so nervous talking to people'. It should not be taken for granted that students

possess the maturity and confidence required to engage in dialogue with staff. Students that do not

possess such attributes will not voluntarily engage in dialogue with staff. Many students will require

support and guidance to help them develop and feel confident and comfortable engaging in dialogue

with staff. Since 'the ability to communicate and work with others' and 'interpersonal working

ability' are requirements of the world of work (as derived from phase I (page 61) and phase 2 (page

123) of this research programme respectively), developing these abilities in students will in part

prepare them for being effective post HE. G02 revealed that the assessment driven culture impacted

on her engagement with staff. G02 reported not engaging with staff in the second year of her degree,

but engaged in her third year. This was because she deemed the third year to be fa lot more important'

than the prior years and therefore perceived a 'need' to engage. KT reported that peer pressure and the

student culture within the SSES prevented her from engaging with staff in the first year. G02, GO1

and KT felt that engagement between students and staff increased over the three years of the degree,

as demonstrated in the quote from KT. G02 felt that this was due to staff developing more respect for

students, and 'a more even setting' being created by the student-staff relationship developing into

more of a 'colleague' relationship. Creating relationships between students and staff that reflect

relationships that students will face post HE will help to prepare students for the realities of the

working world. GO1 also correlates the enhanced engagement with staff over the course of the degree

to an enhanced student-staff relationship. G02 felt that the maturation of students over the degree

years enhances engagement. OF and SM demonstrated having better engagement with the staff than

other students. OF described that the Science and Football course involved a small number of

lecturers, allowing students to get to know their staff body, which creates engagement and
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community. SM felt that being a Sports Scholar meant that more of the staff knew him, creating

community and enhancing engagement. SM also mentioned that some of the staff trained in the gym

used by the Sports Scholars, further increasing the opportunities for SM to engage with the staff. KT

and C reported bad experiences of attempting to engage with staff. KT and C both experienced

interactions with staff that they described as 'not very nice'; with KT even stating that her experience

'shook' her. KT's bad experience left her feeling intimidated and discouraged from engaging with

staff in the future. C reported that her project supervisor made it difficult for her to engage with him,

despite the apparent best efforts of C. C, KT and N discussed the importance of engagement with

staff. C and KT felt that it is important that staff are approachable and engaged, so that students are

able to develop a rapport with them and feel comfortable going to see them when necessary. In her

quotation, C discussed how she felt her dissertation tutor lacked engagement, and went on to state, 'I

think that it's just picking the right tutor for your dissertation 'CII. It should be ensured that all staff

assigned to a specific role can effectively meet the requirements of such a role. In the final quote

above, KT demonstrates the negative impact a lack of staff engagement can have. KT did not enjoy

her course in the first year, and as a result was worried that she would not enjoy the rest of the degree.

KT ended up contemplating this issue on her own without any support or guidance for so long that she

ended up 'panicking' and 'getting in a complete state' before finally gaining the courage to discuss

the matter with a member of staff. If the opportunity to engage with staff was more readily available,

then KT could have been prevented from 'getting in a complete state '.
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Lacked
utilisation

Students
utilised an
alternative
member of
staff

Dual
responsibility:
both tutors
and tutees
need to be
engaged

What more
can be done?

I didn't really see him that much mainly because I didn't have any need to go and see him so it was a bit pointless
in signing up for meetings and just going, 'how's it going?' 'Yeah all right, you?' AT21

It was a system that I never really used that much, because Ididn't need it AT21

Iused to go and see my tutor at the start of every year and that was pretty much about it AT2I

At the start of each year we're meant to go and discuss how you felt about the course, Inever really had any
particular problems that needed addressing, it was more just general 'how are you finding this year?' 'Yeah all
right', as opposed to, 'I've got this problem can you help me out with it?' 001.30

Iwent and saw him first year when we had to, but Ididn't really have any problems or anything to say to him at the
time 002.13

I didn't really see much of him, Ididn't have any personal issues or anything, Ithink that was the main issue really,
so there wasn't reaIly a great deal to feed back to him with reaIly Nil

Ididn't see him so much in third year, Ihad more time with my project supervisor, but through second year I
saw my personal tutor quite a lot OF?

Isaw my project supervisor a lot more, and he became a bit more of a personal tutor as well AT2I

Ididn't really contact him that much; Iusually went to my lecturer in Sports Development because Iwas always in
and out of his office for appointments anyway, so it was just much easier to ask him for guidance rather than going to
your personal tutor C9

Idid go to make an appointment with him in the first couple of weeks, because they always say go make an
appointment, but because you see the dissertation pupils always take up the time, Ithink it's just easier to go to
someone that you see more often C9

I saw him like twice, in third year the dissertation tutor was the person I went to rather than my personal tutor, even
now if! wanted to ask them about CV and stuff, I'd go to my dissertation tutor rather than my personal tutor because
he knows me bettero02.13

In first and second year there's no reason to really go talk to them about anything, if there's a problem with each
subject then you go and talk to the subject tutor 002.14

I personally didn't really use that system, because on the Sports Scholarship scheme Iwas also given a mentor who I
had to meet once a month anyway, so Iused him as both SM20

As my reference on my CV I've got my dissertation tutor, and if! had any problems, I would go and see my him KT6

When Ihad the problems in first year, I went to see my head of year rather than my tutor, which Iprobably jumped
the gun a bit, but I thought he's probably best to go and see, because I knew that my head of year was reaIly nice,
and I had no personal relationship with my tutor KT6

It's very much down to you to go and see them, they're not going to chase up for you to go and see them OF?

It is a really good system, I just think it's up to you to pursue and go and see them when you have problems and things,
you can't expect them to chase you down all the time, it's you either want to, or you don't, in the initial stages you've
got to go and see you personal tutor, but after that it was up to yourself to make sure that you went to see them SMI9I20

I met him in the first week ofuni, and then Iwent to see him in the January after December exams in first year,
and he was like, 'who are you?' And Iwas like, 'you told me to come and see you so,' and I went to see him at the
beginning of second year, and he was like, 'sony who are you? Can I help?' Ihad to explain again who Iwas, and
so Ididn't bother again, Ididn't go and see him after that, he clearly didn't care who Iwas, so then in third year I
didn't even bother and he never emailed me and I never saw or heard of him again, so I was like, what's the point
in having a personal tutor? KTS/6

They send an email, like, 'don't forget to make an appointment with your personal tutor to review your
transcript and bla bla bla', you're not forced to though, unless your tutors on the ball and emails you, but
mine wasn't KU

Other people have really benefited from their personal tutors, because they have kept on top of them, so it just
depends who you get reaIly, it's luck of the draw, if you get a good one then they'll know your name and
they'll make sure you're on the right track KT6

There should be someone that you can go to if you've got a problem, but they need to be more approachable and
show an interest in what you're talking about, I think somehow make friends with your tutors 002.llI14

The first day we came to uni, your whole group met with your tutor and had a little conversation, and that waa the
only time our whole tutor group were together, it might be better to have a few other times when you meet them, so
that then you've got not only a tutor, but you've got a few friends who potentially have the same problems as you
002.13
We were told that we had a personal tutor but we weren't really told what for, we were just kind of, 'this is your
personal tutor, enjoy Sports Science', we weren't really told why we were given a personal tutor ...... if you say, 'your
personal tutor is here for x, y and z, if you have any of these queries then go to them', as opposed to just, 'that's your
personal tutor, stay in contact with them' 519120

The above quotes depict a summary of the discussion that the subjects had in relation to the personal

tutor system. The intended purpose of the personal tutor system is outlined on page 106. AT, GO 1,
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GD2 and N reported that they did not utilise their personal tutors, because they did not perceive a

need to. OF, AT, C, G02, SM and KT went to see other members of staff as opposed to their personal

tutors. As noted in phase 2 (page 106), one of the intended purposes of the personal tutor system was

to coordinate PDP throughout the three years of the degree, which was not evident throughout the

phase 3 interviews. SM referred to his Sports Scholarship scheme mentor, whom he was required to

report to once a month, and developed a good rapport with:

I always went to see him about a lot of various difJerent things really, and we became quite good friends, so any
advice about lifestyle issues, I had him to talk to, so that was a big help SMJ9

All students should have access to a mentor and support in the manner the Sports Scholars do. OF,

SM and KT felt that in order for the personal tutor system to be effective, both tutees and tutors need

to be engaged in the process. DF and SM discussed the dual responsibility from the perspective of the

students, stating that the students need to adopt a proactive role. However, as demonstrated by KT, the

personal tutors themselves also have to be engaged and take responsibility in order for the system to

be effective. KT went on to state that the effectiveness of the personal tutor system is dependent on

the personal tutor that students are assigned to, 'it's luck of the draw'. It should be ensured that all

acting as personal tutors are engaged and effective in the role, either by retraining staff, or by only

assigning members of staff to personal tutor roles that are engaged, motivated and effective in that

position of responsibility. Personal tutors must account for the requirements of the role. GD2

suggested that personal tutors should be more 'approachable' and ultimately effective at the role.

G02 also suggests that utilising tutor groups more often will provide more support to students.

According to S, students need to be better informed about the purpose of the personal tutor system.

The lack of support and engagement reported by the subjects can impact on students being unprepared

for post HE opportunities (page 144). Furthermore, as suggested on page 150, students need more

support from as early as the HE application stage. All students should be provided with the

opportunity to engage with members of staff in the manner the Sports Scholars do, in order to provide

students with adequate POP, guidance and support. All students should have the opportunity for close

personal interactions with academic staff, because teacher empathy, demonstrated interest in students

as individuals, and respect for students are important factors in students' academic and social

engagement (Cunnane 2012).
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It's all so boring, it's like, 'this is a CV', it's like, 'we know what a CV is' 002.11

Perceptions of
careers provisions

I'm probably prime candidate number one for saying, 'I'm definitely going to go to the CV
writing session', and then something else comes up, and I'm like, 'oh well, it's alright I'll go to
the next one', there's certainly plenty of opportunities in the university, academia wise, that
takes a little bit of extra effort and stuff, and that's maybe why a lot of people don't do them S20

It was really generalised, it didn't really feel like it was Sports Science specific 002.11

They were good; I got good information from that in terms of writing a CV and what people are
looking for OF9

I felt what you could do with your degree when you'd finished was really well documented ATl9

I went to the PGCE lectures, they were good, I got useful contacts out of them, that was the
only one I went to CI3

Itwould be more useful if it was like smaller groups 002.11

Careers: What
more can be done?

It needs to be more sports specific, like if you want to go to go work in professional sport as a
coach, go to this and they'll help you with your application, that sort of thing 002.11

It's difficult to know what careers the degree can take you into ......and it could be something
that could be improved, give you a bit more of what you could do at the end of it, I didn't
really feel as though I knew what there was available 001.11

It might need to be forced upon the students a bit more, because if you say like, 'our doors
always open,' you only get about 2% of people who will actually pursue that, because some
people are just too lazy or they just forget to do it, I think it might be a good idea to get more
lectures involved in that.. ....something in terms of how to apply for different jobs and where to
look for different jobs might actually help SMIO

They've introduced people from different areas of Sports Science quite a bit, that's quite good
to hear insight in what they've done and how they've got there NI4

Perceptions of
guest lectures

We had various guest speakers coming in, I thought they were really interesting, they were
good in that they gave you an idea of the route ways they had taken, it gave you a bit of a look
at potential careers you could go into, and showed that there was potential for a career at the
end of it, they also gave you an idea of their roles and if it'd be something you'd be interested
in going into, so I thought they were really helpful to have, and would have quite liked a bit
more of that in the degree 001.17/18

Guest speakers came in but no one really came in who I was interested in listening to, because
they were more physiology based. ..... there was nothing there for Sports Development, so as the
weeks went on I thought, 'I'm not going', because it doesn't focus on the whole Sports Science,
it's just physiology CIl

Guest Lectures: It would've been interesting to have a few more of those, because it is a major part, I often
What more can be -- find people asking me, 'you're in Sports Science, what are you going to do at the end?' And
done? its like, 'I'm not too sure yet', it is difficult to know what to do with it 001.17/11

The quotations above display the subjects' perceptions of the careers and guest lecture provisions that

were provided as part of the SSES curriculums. GD2, S, OF, C and GOI revealed their perceptions of

the careers provisions provided by the SSES. G02 described it as 'boring' and 'generalised', The

focus group students also felt that the careers information was too 'general' and not specific enough

(page 111). Rae (2007) suggests that students' inability to perceive the relevance and subsequent need

to engage with employability related L&T content is due to disjointed way in which it is delivered. S

did not attend as many of the careers sessions as he intended to, due to prioritising his academic work.

OF, AT and C gave positive feedback about the careers sessions. AT felt that a range of potential post

HE career options was well documented during the degree, but he did also state, 'I knew I wanted to
be an academic/or at least another year, so it's something I never really looked at' ATl9. GD2, GDl
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and SM gave suggestions for what more could be done to improve the careers service. GD2 felt that it

would be better to have careers sessions in smaller groups and have more specific careers advice.

GD I suggested that more insight into post HE options would be beneficial. SM suggested that careers

related information should be mandatory and embedded in the SSES curriculum. The alumni also

articulated that employability should be embedded within the SSES curriculum as opposed to being a

university wide or extra curricula initiative (page 77), and the focus group students felt that the careers

service should be specific to the needs of the students within the SSES (page Ill). Nand GD 1 both

had positive perceptions and feedback regarding the guest lectures. They appreciated gaining insight

into the different potential career options and the career journeys of guest lectures. However,

according the C, the guest lecturers only accounted for a small range of potential post HE options,

suggesting that a wider range of guest lectures are required in order to account for the individual

needs of the students. GDI felt that more guest lecturers were desirable in order to gain more insight

into different potential post HE opportunities, because as stated by GD 1, 'it's difficult to know what to

do I, particularly for Sports Science students, due to the broad, non-vocational nature of the degree.

The focus groups discussed guest lecturers in a similar manner (see page 113).

5.2.4 Part 2: Summary & Recommendations

Part 2 addressed overarching research programme aim 'b' and 'c':

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

Part 2 aimed to identify graduates perceptions of the Sport Sciences course that they underwent. This

involved discussing the graduates' courses with them in an evaluative manner, identifying potential

improvements. There was a particular focus on the assessment, feedback and L&T methods that

subjects experienced. According to the subjects there is a 40% mentality that exists within the first

year which negatively impacts on students' learning and engagement. Making students feel

accountable and enhancing their awareness of the 'consequences' of the first year L&T content, will

enhance engagement and diminish the 40% mentality. Increasing students' awareness of the impact of

the L&T content in their subsequent degree years and increasing students' awareness of the impact of

the L&T content post HE can make students feel more accountable. Making students aware that their

first year grades will be printed on their degree transcript, which they will have to present to potential

employers is an example of how to enhancing students' accountability. There should be more

practically orientated L&T sessions, since practicals have a positive impact on learning and preparing

students for post HE. Phase 3 subjects demonstrated that placements can positively impact on learning

and world of work preparation. The subjects gained insight into the world of work, potential career
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options and developed contacts. However, subjects reported that placements did not meet their

expectations and aspirations. The subjects' positive placements experiences should be utilised to

develop and enhance the placement course components. Good practice should be shared between

modules within the SSES. Students need to have more opportunity to gain experience and insight into

the world of work throughout their degree courses. Students need more support in gaining placement

experience to account for their individual post HE aspirations and needs, and there needs to be an

increase in the placement options available in order to account for the individual needs of students.

Students should have more responsibility within their placements. Placement experiences should be

more 'meaningful' and have a purpose in which both the students and the placement provider gain.

Placements must reflect the true 'employer-employee' reality of the world of work. In terms of

placement assessment, students need to spend an adequate amount of time on their placements to

ensure that they have sufficient placement content to allow them to engage with reflective practice.

Since students lack understanding regarding reflection, a developmental assessment approach

throughout the duration of the degree would help to overcome this lack of understanding. Alongside

the use of reflective practice as assessment for the placement, the practical placement experience

should be assessed. In terms of assessment for post HE preparation, the subjects did not feel that

exams are effective for learning or preparing students for post HE. Exams result in students learning

and being prepared for passing exams, as opposed to learning and being prepared for the world of

work. It would be more appropriate to verbalise complexities, or 'wicked competencies', as opposed

to presenting and assessing them in a written form. Presentations enhance students' sense of

accountability, which in turn enhances learning, and presentations prepare students for

communication in the world of work. The realities and requirements of the world of work need to be

better aligned to assessment, in order to effectively prepare students, for example, group work needs

to better reflect the reality of group work in the world of work. According to phase 3 of this research

programme, large cohorts can negatively impact on assessment, feedback, community, support,

engagement, learning, and placements. Smaller groups can enhance community and engagement

between staff and students, diminish the 'resource' mentality that exists within HE, and help to

overcome the documented issues. Feedback needs to be developmental, specific, detailed and

constructive. Students need to be able to perceive a 'need' for engaging with the feedback provision.

Enhancing students' sense of accountability will enhance engagement with feedback. It is important

that students feel comfortable enough to engage with staff to clarify feedback and what more can be

done. It is important that students are able to engage with staff when necessary. The opportunity to

engage with staff needs to be more readily available. Many students will require support and guidance

to help them develop the confidence to feel comfortable engaging with staff. It is important that this

confidence is developed, since the ability to communicate and work with others is a requirement of

the world of work. Creating relationships between students and staff that reflect relationships that

students will face post HE, will help to prepare students for the realities of the working world. It
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should be ensured that all staff assigned to a specific role can effectively meet the requirements of

said role. Enhancing engagement between staff and students will enhance community, and vice versa.

The phase 3 subjects reported that they did not access the personal tutor system for any of the

intended purposes of the personal tutor system, including PDP. Both tutors and tutees need to be

engaged in the system in order for it to be effective. It should be ensured that all acting personal tutors

are engaged and effective in the role, either by retraining SSES staff, utilising external staff with the

appropriate expertise, or by only assigning members of SSES staff that are engaged, motivated and

effective in that position of responsibility. Students need to be made aware of the intended purposes

and importance of the personal tutor system. All students should be provided with the opportunity to

engage with members of staff in the manner the Sports Scholars do (as demonstrated by SM on page

270), in order to provide students with adequate PDP, guidance and support. Careers related

provisions should be embedded within the SSES as opposed to being an institutional initiative. The

careers provision should be specific to the needs of the students within the SSES. Guest lecturers from

a wider range of post HE are required to account for the individual needs of the students and the broad

non-vocational nature of the Sports Science degree.

5.2.5 Part 3: Factors that impact on learning and engagement

Part 3: Factors that impact on learning and engagement

Interest and
enjoyment Staff

Assessment
Driven Culture Accountability

(AOC)L Lack of engagement with the
universities employability
award exemplifies ADC

Part 3 has been broken down into the themes presented above. The themes represent the factors that

impact on learning and engagement that the subjects discussed during their interviews. Each of these

factors will be discussed in tum. For each of the factors, a summary figure of the outcome of the

analysis process will be presented. The analysis of the ADC factor will be discussed using two

summary analysis tables. The below figure presents the data which demonstrates how the ADC

impacts on the learning and engagement of students.
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Third year I started working the way I maybe should've done throughout the whole of university, I think it was because it
More ~ actually really counted towards something, it was 75% of the actual overall degree AT3Fn~en;.:, You want to do better in the last two years because it counts for more KTI

due to grade I've realised this year's a lot more important, and I didn't know how I was doing it wrong in second year, to not get the
distributions best grade, so 1wanted to try harder this year, and the staff are marking it so they know what they're looking for, so you

might as well go and talk to them, you can't lose out 002.15

You just go to do as well as you can, even if you're reading something interesting, you're thinking, 'this is taking away
from that essay that 1 could get an extra 5% in ifI spent three hours on it now', so why would you do anything else? OMS

You just want to do as well as you can in the piece of coursework or in the test you've got coming up, so when you've
got three weeks to an exam, if you see a paper and you thought, 'that's dead interesting', you're not going to read it,
unless it's not directly linked to the question you've got to do in three weeks time OMS!6

1was thinking, 'it doesn't really matter what else I pick in this second year, as long as I get a good grade in it', so 1chose
psychology because there's no exam, I'm really bad at exams ..... .it was just basically to boost my grade, so I knew I was
going to come out with like the best degree I possibly could SMIl!14

I'm not very good at presentations, and that's reason why I went down the physiology route, because there wasn't many
presentations 002.12

I picked the development route way, because you got to go on a placement, and it was all coursework there was no exam
in Sports Development C6

1definitely wouldn't have chosen muscle metabolism, because it was the hardest thing I've ever done, but you had to do
it, and so I'd much rather have not done that, and done something that I could get a better grade in than that one 001.11

If you're really interested in doing the stuff, go down those modules ...... and if you don't really know what you want to
do, maybe just do the easier options, to get a better grade 001.11

Second year you picked two, I picked physiology and biomechanics, I knew that physiology was the route way that I was
going to do third year, in biomechanics it was like, 'do I really need to learn this, if it's not something that I'm going to
use and in my third year or after?' 001.11

Ileamt it, did the exam, won't be doing that next year, forget it all type thing, so for some of the mndules that I didn't
feel I'd need, 1 still put the work in, but was less interested in them, and probably less willing to retain what 1was being
taught, because I didn't feel as though I'd need it 001.11I1l
You just use the leaming material to your own means, you use it to get a first in your essay, and then you screw it up and
kill all your brain cells off the next night OMI2

Reflection was the assessment, if it hadn't have been for that, I wouldn't have done it, and I don't think anybody else
would have either SMIO

I thought reflection was a pile of crap ...... the actual piece of coursework I didn't enjoy, 1did it because I had to, I thought
it was nonsense 811

Ijust did what I had to do, but I don't know if I really believed in what I was writing ..... .1 wasn't too engaged in the
process of reflection NI

Because so many people go to uni, it's really competitive, I'd rather have come out cheating my way to a first and taking
every shortcut possible, than getting a 2: I and having loads of really in depth knowledge, if you write on your CV 'got a
first', or you write, 'I got a 2:2, but I think lleamt loads,' they'll take the first every time OMI1

If you came out with a 2:2 rather than somebody with a first, more than likely in a job situation the person who's got a
first is more likely to be put forward to interview level, rather than the person who's got a 2:2, because they're most
likely going to glance over and go, '2:2, not likely to know much about the area as the person who got the first' ATIl

It's not the subject that I've done that's going to help me, it's probably whatever level I get that will determine what job I
get 0026

1don't think doing Sports Science has initially helped that, it will be like, 'oh you've got a 2:1, well done, you can do
this', sort of thing, rather than, 'oh, you've got Sports Science, you must know all this stuff 00l.6

I definitely think that a first class degree from the SSES is going to see me through in the initial part of my career, I
think say twenty years down the line, it won't be where I've came from, it'll be on my past experiences, but in order to
get the better experiences, I think coming from this institute rather than another one is going to be better fur me SM)

When I actually got the grade 'first', I was really relieved, it was like the three years actually had meaning then, Ididn't
Huge ~ really want to go through that whole process and not got what I'd aimed for, I would have been really disappointed 8MS
importance
placed on I got a 2: I, got 68% which was a bit frustrating, bit gutted about that, but I've got to where I wanted to go, I'm doing my
de~. MPhil, which I suppose is the main thing, but it would just be quite nice to have got a first, to say I had one 001.4
classification

I wish I'd just put myself through it, and then I wouldn't feel as disappointed as I do now with my overall mark, I was like
3% away from a 2.1 elo

Prioritise
based on
grade
distributions

'Everything
you do is
geared
towards
passing'

ADC
influences
module
choices

The perceived
'need' can
impact on
learning and
engagment

ADC linked
to
perceptions
of what
employers
want

When you're a third year, your main focus is your dissertation for that year, because that's what most of your grade's< going to be made out of AT9

See page 254 which demonstrates subjects placing a lack ofpriority on the placment assessment.

Everything you do is geared towards passing, you don't read up much of your own interest, you wouldn't read a paper just
because it's dead interesting, you'd read it because you'd think, 'I'll write that in my essay or exam or for the piece of
coursework that's due in two days' DM4

It's a means to an end; it's knowing how to write an exam paper and how to get the best writing style and things like that
ATII
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As previously discussed (page 5), an ADC exists within education, due to:

"The persistence of a system that concentrates on a single summative judgement results in afixation
on achieving a number that is considered 'good'. This drives the behaviours of academic staff and

students and works to the detriment of the currency of other information" (Burgess 2007: 5).

The ADC means that:

"Students learn what they have to, when they have to and in many cases by whatever means they have
to" (Ainley cited in Fearne 2008).

In a manner which reflects the ADC, AT, KT and GD2 stated that they engaged more with their

degree in their third year, because the third year counted toward 75% of their final degree

classification, which meant that they therefore perceived more of a 'need' to engage in the third year

than they had in their preceding years. Newstead (2002) claimed that students become more interested

in their grades than their subject over the duration of their degree. On page 254, AT also demonstrated

that he prioritised pieces of work based on their grade distribution: 'it's prioritistng how to get the

best mark out of everything'. As stated by Ramsden (1992: 187), students perceive assessment to

"define the actual curriculum". DM and AT revealed that from their perspective, 'everything you do

is geared towards passing', which detracts away from 'learning for learning's sake', adding credence

to the above quotations from Ainley (cited in Feame 2008) and Burgess (2007). However, as stated by

Strathem (1997: 308), "when a measure becomes a target, it ceases to be a good measure". SM, GD2

and C demonstrated that the ADC impacted on their module choices. SM and C chose modules which

avoided exams, and GD2 chose modules which avoided presentations. C chose modules that involved

placements. SM and GD2 both referred to tactically choosing modules in order to get the best possible

grade. GD2 even advised that current and future SSES should base their module choices around

getting the best grade possible. GDI and DM articulated that their perceived 'need' related to the

L&T material determined their engagement and learning. GD 1 and DM demonstrated that if they did

not perceive that the information was required, they did not engage or subsequently learn. It appears

that the narrowing of the degree route way in which students engage in a module in their second year

which will not be carried through into their third year, results in students not perceiving a 'need' to

engage with that second year module. GD 1 suggests making the second year module in question

redundant:

After first year most people have an idea of where they 'Wantto go, which route way, so it's whether you need
both of those modules in the second year ODI.II/12

Focus group 1 reiterated this suggestion:

H: Last year we had to pick two modules, so [picked physiology and psychology, but I had no interest in
psychology at all, but you had to pick something, so [think if they had done it ifyou were focusing more on one

and less of the other type thing like a major minor type thing, [think that would be better
A: Like afirst choice second choice 1.81~825
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M' [ think they could maybe do smaller ones still do Sports Science but then for people that know like they do
the Sports Psychology degree if [ could have done a Sports Physiology degree [ would have done that instead of

wasting my time with al/ these other things infirst year 1.1726.1729

SM, Sand N referred to only engaging with the ASS3 reflection coursework (see page 202 for more

details on the ASS3 reflection coursework) because it was the assessment for the placement module,

as further represented in the below quotation:

[ reflect anyway, I'll do something with one of my athletes or something, and then [ reflect upon it immediately,
'should [ have done that or not?' [ don't usually have to do this whole sitting down and writing things, [ only

ever do it when [ have to do itfor coursework or something SM9

This highlights that just because something is mandatory, does not mean that students will engage in

the way that was intended SM, Sand N completed the reflective coursework, but they were not

engaged with reflection in the manner intended by the SSES (see page 203 for the intended learning

outcomes of the reflective assessment), as N and S demonstrate:

I just didn't really want to do it and [ didn 'I engage in il enough and I went in with a mindset that it lim rubbish
anyway and it didn't really mean anything and then [just didn't take it seriously as I should've done N7

[thought reflection lim apile of crap the actual piece ofcoursework [didn't enjoy, [did it because [
had to; [ thought it lim nonsense 517

Furthermore, KT, who was the one of only two subjects who claimed to engage with and enjoy

reflection (see pages 250-251), stated that she would not carry on reflecting if she was 'not being

assessed on it' KTI9. One of the intended outcomes of the reflective assessment was to enable students

to assume responsibility for their own learning and self assessment, and to enable students to

effectively develop as professionals post HE. Based on the quote displayed by KT, such intended

outcomes were not accomplished. OM, AT, GD2 and SM revealed that the ADC is linked to their

perceptions that employers require them to have a certain degree classification. However, as stated by

Harvey et al. (1997), employers tend to value generic skills more highly than subject knowledge. This

matter was discussed in the literature review, under the heading 'a Degree is not enough' (page 6).

SM, GO! and C demonstrated the huge importance students place of their final degree classifications,

with SM stating that gaining a first class degree felt 'like the three years actually had meaning to

them '. Students need to be made more aware that the world of work requires a lot more from them

than a certain degree classification, as demonstrated in the world of work requirements derived from

phase 1 and phase 2 of this research programme (pages 61 and 120 respectively).
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I found out that you had to do some written work. and it was like. 'do I really want to do another
assignment, on top of everything else I have to do?' So that's the main reason why I didn't bother with it
in the end, the fact that there was actual written work involved with it ATl9

Lack of time

They mentioned once about having to write like a ten page assignment, and it was like, 'got enough
work on without having to do this extra bit' 001.26

I did read about it and it seemed like a lot of effort, a waste of time cu

It's a lot ofwork ......it's just a waste of time really 002.12

I signed up for it being eager and stuff, but I just never had time to do it. .....you have to write
essays ...... so it is quite extensive on top of all the other work you've got to be doing. so I just thought.
'no, i'll just get on with my degree' NI4I15

I never got around to it, I was quite busy with dissertation and placement and things, kind of pushed it
to the back 0F9

I was just trying to concentrate on passing one essay and writing your dissertation as quick as you can.
it's just not the top of your list OM15

I would probably do it now. now that I have more time on my hands Kn

Will employers even recognise this as anything? Does it actually have any value in doing it? I just
didn't know how useful it was to do 001.26

Unsure of the
benefit, and
therefore do
not perceive a
need

Whether it's as highly regarded in the business community as they say it is. I'm a little bit sceptical 520

I didn't really look into it, because I didn't think that it would be particularly useful 002.12

They say employers are looking for this kind of stuff, but I'm not too sure. I don't know if a certificate
would help NI5

I don't think it applies to our course that much ......of it seems to be sport related SMII

I started but never finished it, I wasn't sure how relevant it'd be to the world of football. it seems to be
more business orientated 0F9

I saw it as kind of gimmicky Ano

I spoke to a group tutor and she said, if you're carrying on study. then it's less important than if you're
not OMI'

Integrate
award to
increase
engagement

They need to work on explaining what it is, or maybe they could integrate it a bit better 001.26

LIf they made it compulsory they would actually do it ell

'\ You should probably be forced to dn it, it should probably be incorporated into one of the modules or
something. not be optional. because if you don't have to do it, you're not going to, unless you're really
driven Kn

Ten of the subjects interviewed reported that they did not engage with the universities employability

award because they were unsure of the benefit and the 'need' of undertaking the award, as

demonstrated above. It should be noted that engaging with the employability award was optional. AT.

001. C. 002, N, OF, OM and KT stated that they did not engage with the award because it involved

written work which they did not have the time to do. The subjects demonstrated that they prioritised

their mandatory academic work over the employability award, because they perceived a 'need' to

complete their assessed academic work, but there was not a 'need' to complete the optional

employability award. 001, S, 002, N, SM, OF, AT and OM stated that being unsure about the

benefit of the employability award prevented them perceiving a 'need' to engage. 001, C and KT felt
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that making the employability award mandatory and embedding it into the curriculum will enhance
engagement, because as stated by KT, 'ifyou don't have to do it, you're not going to'. Phase 2 part 1

also presented data on the ADC (page 159).

With the major project, if you don't put the hours in. then you soon get found out, that you haven't done
enough reading, there isn't enough substance to your thing ATlt

Accountability
can help to
overcome the
ADe by creating
a perceived
'need' to engage

With presentations, you've actually got to get up and talk about it, and there are questions at the end, so
you need to know the stuff, rather than just being able to copy it down on a written coursework OF?

I got conditionally offered my PhD position, then that was a bit more of a spur on to do well in final exams,
because to get on to the PhD I needed a 2: 1, so that really kind of like, 'right, I need to get this' ATII

You knew you had to go to Sports Nutrition lectures, because you just knew it was your exams and your
coursework CI5

If you miss a lecture, you're just like, 'oh well, I'll just read it off blackboard, because I know he's just
reading off the slides not mixing it up' KTlI

I didn't learn anything by going to the practical, so you didn't lack any knowledge by not going, you learnt
all the answers from a book rather than actually doing it 0022

Make first year count for something, because as long as you pass it, it's not going to give you any
consequence if you get 60% or if you get 40%, so what's the point in putting all the effort in? KTll

A lot of them say, 'there's a good chance this will be on the exam', so you see everyone taking loads of
notes, I suppose that's a good way of getting people to write it down DMll

The staff attempt
to overcome the
ADCand
increase
accountability in
order to engage
students

We did lots of presentations on motor skills throughout the year, but they weren't marked, they were just
a way of getting us to revise stuff, like when he told us to read papers he knew no one was going to read,
he got everyone to present on them ...... it was different and made everyone stay sharp DM9/10

However, despite attempts from staff, it appears that students find another way to do 'what they need,
when they need it', as demonstrated below: It probably did help me get to grips with it, because if you
don't understand a paper then you tend to just brush it off, but when you've got to do a presentation on it
and you're speaking to people about it, but because it was a group presentation, I'd do the introduction,
someone else would do the method and so on, he did tell us not to do it, so I'd know the introduction to a
paper but I wouldn't know the method and results DMIO

My masters teaching staff keep on drumming in that you'll get eaten alive if you don't know you're
stuff, and just get tossed out the door straight away, so you might actually need this stuff again OMit

DM demonstrated And they said you'll never have a chance like this again with so much free time to read and build your
that he felt more knowledge up, so now's the time to do it OMit

::o=e doing I've changed my tactic now, because to go into an applied setting, you have got to build up knowledge,
that's what it's about now, because its dead easy, you only need 40% in a masters, and it'a not much
hours a week, but you just need to build up a lot of knowledge, because it's what you could be doing for
the rest of your life. so if maybe you can convince people that you need to know this, not just for your
exam, but for your life DMIIIIZ

Presented above is the data which demonstrates how accountability can impact on the learning and
engagement of students. Accountability can be defined as:

itA relationship in which an individual or agency is held to answerfor performance that involves
some delegation of authority to act" (Rornzek and Dubnick, 1998: 6).

AT. DF, KT, GD2 and C demonstrate how accountability can help to overcome the ADC by creating
a perceived 'need' to engage. AT described how with the major project, 'ifyou don 'Iput in the hours,

you soon get found out', potentially due to the individual nature of the major project and the project

supervisor making the student answerable and unable to 'hide behind a piece of coursework' as stated
by the focus group students (see page 132). DF described how presentations made him feel more

accountable than 'just being able to copy it down on a written coursework', Being required to present
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made OF perceive a need to engage and learn with the required L&T material. Page 132 further

discusses how presentations can enhance student engagement and learning by making students feel

more accountable. AT revealed that knowing he had to achieve a 2.1 degree classification in order to

gain his PhD position made him feel accountable and gave him a reason to engage and learn. As

discussed on page 150, encouraging students to have something to aim for post HE will enhance

students' sense of accountability and motivate students to engage with the opportunities provided. As

stated by M from focus group 1, 'if we hadjobs in mind, you could be like, 'right,1really want to do

this, I'm going to work towards it" (page 144). C reported that she felt a need to attend her Sports

Nutrition L&T sessions; because she knew that they would involve content that would be required in

subsequent assessments. KT and G02 demonstrated how making students feel accountable by giving

them a 'need' to attend L&T sessions can impact on attendance, which in turn will impact on learning

and engagement. As highlighted on pages 158-159, attendance is an issue within the SSES. Students

have to feel accountable and perceive that they will gain from L&T sessions in order to attend, engage

and learn. KT suggests that making the first year count towards students' final degree classification

will make students accountable and overcome the '40% mentality'. According to KT, students do not

perceive there to be a 'consequence' or a 'need' to engaging with the L&L material in first year.

No consequence No accountability No engagement and
learning

In phase 2 (page 162), a member of staff stated:

If there isn't a demand to engage, then people won r do it: lack of accountability, lack of engagement 30

The researcher reflection below demonstrates how the researcher's perceived sense of accountability

impacted on her ability to undertake this research programme:

en I startea my PhD, my altitude towards my work changeil. Friends from my undergraduaJ
niversity days ask me 'how are you getting on with motivatlngyourseJ[ to get our work done?

response to this question MW' always lhe same
'Jdon't class myself as being at uni anymore. I am employed to do ajob, my research is myjob

nowtng that I have to report to my supervisory and projeclleam wilh regular u tes a
Is work, continual I Ieee s m otivmed andfocused'.

Above OM discussed the fact that he felt accountable during his master's year, d pite th pa r t

also being 40%. DM demonstrates how students can be made to feel accountable and ov rc m the

40% mentality. OM reveals how staff attempted to overcome the AD by making stud nt f cl

accountable. The staff in phase 2 demon trated attempt to overcome the AD and engage tudent

(page 160). However, OM demonstrate that the staffs' attempt to enh n c acc untability ar n t

always fool proof, and students still manage to 'do what they need, wh nth y n cd it' Ainl y, ired

in Fearne 2008). OM goes on to demonstrate that he felt truly accountable whil t tudying f r hi

master's degree, resulting in him engaging and learning. OM described bow h p rc ived a need to

engage and learn the relevant knowledge because he perceived that he w uld requir uch kn wl dge
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after his masters in the world of work. The staff also 'drummed' into OM the importance of engaging

and learning the L&T material based on the requirements of the world of work. The students in the

study by Hill et al. (2003) stated that if courses are valued by the world of work then students will

become motivated to achieve. OM suggested that students can be made to feel truly accountable by

making them aware that they will need to learn the L&T material, 'not just for your exam, but for your

life'. According to this discussion from OM, the 40% mentality exists within the first year but not

within masters, because students do not perceive that they will 'need' the information being provided

in the first year (see page 237-238 for more discussion on the 40% mentality). Students need to be

made aware of the 'consequences' and 'need' related to engaging with the first year L&T content.

Ehiyazaryan and Barraclough (2009) identified that students engagement enhances when they

perceive there to be a value to the endeavour in question. It should be noted that OM stated the

importance of 'interest', suggesting that a combination of perceived 'need' and interest are required to

engage students:

You've got to be interested in it, it's no good like a physician telling you in a lecture that, )Iou will need to know
this/or your life', when you don't want to do that DMI2

The extracts below present the interview data that demonstrates the importance of interest and

enjoyment for students learning and engagement.
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Module
choices
impacted on
by interests

The main reason I chose to do the physiology route way was because that was what I was interested
in..... .1 quite liked the modules that were related to physiology in first year CT711

I knew that was the route I wanted to do, because that was what I was more interested in C6

Physiology was the area that I was most interested in 002.3

Do what you're interested in, that helps if you pick modules because it's a lot easier to revise the
stuff if you've got a mild interest in it OMI6

If you're really interested in doing the stuff, go down those modules 002.17

It's interesting, so that helps learning OMI3

If you don't enjoy it you aren't going to get anything out of it ATl4

I didn't mind the major project write up or anything like that, because it was something that I actually enjoyed, so I didn't mind
doing all the research and reading all the papers and stuff SM22

It's like anything, if you're interested in it, you concentrate a bit more and are more willing to look into it, but if it's something
that you don't find interesting, it's more difficult to be motivated to do that 001.12113

I wasn't that engaged, because I didn't enjoy the subject area as much CTII

I found Sports Nutrition really interesting, because Ileamt in that module, it was different all the time and you had guest
speakers in, and the stuff what you had to read up on for your coursework's became interesting, so you could learn from it CIS

As the years went on, I actually developed more of a thirst for knowledge as opposed to having it stunted, studying has become
more interesting as the years went on for me, I think that every year got progressively more interesting, the opportunities that
you're given get better, and the stimulation from the teaching, the practical aspect of it within the labs becomes a lot more
interesting as the years progress, and the more exposure to more cutting edge science the closer you get to graduation Sl

For some of the modules that I didn't feel I'd need, I still put the work in, but was less intereated in them, and probably less
willing to retain what I was being taught, because I didn't feel as though I'd need it 001.13

I really enjoyed that module (cardiovascular and respiratory assessment techniques), it's really interesting, it was a lot of
practical work so pretty much every other week we were down in the labs doing like ECGs (electrocardiography) on each other,
it was a lot more interesting, and you felt like you were learning something that you might actually be able to use in the future in
ajob or something 001.8

Itwould've been better if placements were more specific to what you personally want to do ....... because at the end of the day
then it would look better on the uni as well, because surely if you've got someone that's really intereated in doing something
they'll make a lot better impact on that place than if I don't care and gone off somewhere else 002.18/19

Reflection is definitely one of those things, unless you really enjoy doing that sort of stuff, it's quite hard to get yourself
motivated to do it 5MI0

In first year I was going to quit, because I wasn't enjoying the course, the only module I enjoyed was Sports Marketing 1t1'3

CT, C and G02 stated that their module choices were influenced by what they enjoyed and what they

were interested in. OM and G02 advised that current and future SSES students should choose

modules that they are interested in. OM stated that it is easier to learn if you are interested, and AT

illustrated how if you do not enjoy what you are learning, then you are not going to gain from it. SM

demonstrated that enjoyment can aid engagement with the L&T methods. GO 1 describes how interest

can impact on concentration, willingness, motivation, and ultimately engagement. CT shows how a

lack of enjoyment can negatively impact on engagement. C demonstrates the relationship between

learning and interest. S felt that the course became progressively more interesting over the three years

of the degree, causing him to develop more of a 'thirst for knowledge '. GO 1 demonstrates a

relationship between perceived 'need', interest and learning. GOt described how he found the

learning of applied content that he felt 'might actually be able to use in the future , interesting. GOt

even stated that the module in question encouraged the stemming of his career interests (see page
291):
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That's actually probably why I changed my mind to look into the more health things, because I really enjoyed
that module, it was really interesting ODI.8

GD2 feels that the impact of interest and enjoyment on engagement and learning should be considered

during the process of assigning students to placements. KT supports that interest is important for

engaging with placements:

Jf we hadn't of been really interested in it we probably wouldn't have done very much because they weren't
setting us tasks, but they probably got a good group of enthusiastic people who were driven to actually do work

even though you don't have to, because we wanted to make the most out of it KTI8

SM demonstrated that the importance of interest impacted on the reflective placement assessment. SM

stated that unless students enjoy reflection, it will be hard to get motivated to engage with it (pages

250-254 discussed students' lack of engagement with reflection). S from focus group 2 also felt that

interest was important for engagement with L&T interventions:

S: I've got friends who're still doing essays, and are like, 'ah it's so boring, I really don't want to do it', but I
couldn't actually do it if I didn't find it interesting, you've got 10find it interesting, otherwise it's just a chore,

there's so much to do, you couldn't do it ifyou didn 't like it 4.1625-1632

KT's quote demonstrates how drastically enjoyment can impact on engagement with a course. As

highlighted on page 239, the broad range of subjects in the first year creates a lack of engagement.

GDl demonstrates why it would be beneficial for students to explore their interests earlier in the

degree:

It would've been good to have that module (cardiovascular and respiratory assessment techniques) before
third year, because it probably would've changed what I'd done in my major project, I probably would've

liked to look more at the cardiac side of it ODI.9

However, the figure above entitled 'AOC' demonstrates that the ADC prevents students from

pursuing their interests, since 'everything you do is geared towards passing' (see page 275). The

alumni specified that 'a good work ethic' is a requirement of the world of work, in which it is

important that graduates must have desire, passion and drive to work in their given post HE industry,

and must be motivated, enthusiastic and committed regarding their job (see Table 11, page 61). A

good work ethic is so important for the world of work that a member of staff from phase 2 advised

students to try different post HE areas, stating, 'if you don't have passion, get out of that area '.

Hawkins and Gilleard (2002) encourage students to consider and pursue what they enjoy with regard

to post HE options.
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The lecturers make a big difference, and it's not something they can help it's just how charismatic, convincing and enthusiastic
they are OMII

There were some lecturers that I don't feel were good enough to lecture, it wasn't that they didn't have the knowledge, they're
all highly expert in their field, and know their discipline really well, but there's knowing your discipline really well, and there's
being able to deliver it to a large group of students in the way that we understand, and a way that everyone can engage, and I
don't think every lecturer was the best at getting the students to engage, I don't think every lecturer had that charisma to lecture
CTIl/14

I don't think lecturing is for everyone, I think that in terms of delivering lectures. some of the staff just aren't good enough, and
that's not just my opinion, that's the opinion across the whole cohort, and that is genuinely the case ..... some people just don't
have that presence and don't capture your imagination, you don't want to learn, and I think that is something that needs to be
addressed at this university, some of the staff just aren't capable of lecturing CTI4I15

You don't necessarily need to be an expert in your field to give a good lecture and to engage the audience, it's about having that
personality and that enthusiasm to make it look like you're excited, and then you can start getting the students excited, but if. as
a lecturer, you come in and you're unenthusiastic and you're not willing to get animated and that then how can you expect, if
you're not passionate about your area you can't have the audacity to try and make other people passionate about your area CTI5

Some lectures just didn't engage you at all, within twenty minutes I'd switched off CTI5

The way they deliver the lectures makes a good member of staff, if they make it a little bit more interesting and involve you a bit
more, (anon.) like bounces around the lecture room, and it makes you concentrate, and (anon.) always does some form of activity
in the lectures, it's a good way to get you thinking, to keep you on the ball KT9

In terms ofleaming, I didn't find it valuable when they just literally read off the slides, and they wouldn't involve you or ask
any questions, and you'd just be sitting there, they just used to read word for word off the slides in the most monotone voice
ever, it was just horrendous KTIO

If you cover stuff that they're interested in, you know a lot more about that stuff, because they're really good at it, but if they
don't like it, then you don't know anything about it 002.1

I don't know whether it was the members of staff or what they were teaching, because everyone who taught our cardiac module I
thought did it really well, but I think that's probably because I was interested in the subject 002.3

The above extracts demonstrate how members of staff can impact on students learning and
engagement. DM, CT, KT and GD2 all felt that staff impacted on their learning and engagement. OM
feels that the 'charisma' and 'enthusiasm' of staff 'makes a big difference'. CT felt that not all
lecturers had the 'charisma' required to 'engage' students, CT felt that if staff •don't capture your

imagination, you don't want 10 learn', Yorke (2000) stated that the quality of students' educational
experience is influenced by teacher expertise in the classroom. According to CT, if staff appear
'enthusiastic', 'excited' and 'passionate', then students will also become 'enthusiastic', 'excited' and
'passionate', For CT, if staff did not engage him, then he was unable to engage with the intended
L&T material. Andresen (2000) emphasised the important relationship between students' engagement
with the subject and the passion and enthusiasm of the lecturer, Such passion and enthusiasm helps to
demonstrate to the students that the lecturer cares about them and their intellectual development (Hill
et al. 2003). Lamners and Murphy (2002) also referred to staff enthusiasm, expertise and teaching
style in relation to effective HE, KT gives an example of how staff can positively impact on learning
and engagement in her first quote, and how staff can negatively impact on learning and engagement in
her second quote. KT's example of how staff can positively impact on students' learning refers to

interest, which adds further credence to the impact of interest and enjoyment on students' learning and
engagement, discussed above (page 281). GD2 felt that whether the staff themselves were 'interested'

in the subject they were teaching directly impacted on students' learning and engagement. Probably in

the same manner discussed on page 281 in relation to students, if the staff lack interest in relation to a
given topic, they will lack the ability to adequately engage with that topic, In the final quote, GD2
revealed that the impact of staff and interest on learning and engagement can interlink and positively
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impact on one another. Kay et al. (2007) advise that staff need to ensure that the enthusiasm they have

for their research is balanced by a real commitment to excellent L&T, since this can enhance the

students experience and graduate employability.

5.2.6 Part 3: Summary & Recommendations

Part 3 addressed overarching research programme aim 'b':

d. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

Part 3 aimed to identify factors that impact on students' engagement and subsequent learning,

identifying which L&T and assessment methods promoted learning for the graduates. Due to the

ADC, everything students do is geared around passing. Students reported only engaging when they

perceived a 'need', as exemplified by subjects' lack of engagement with the universities

employability award, and subjects perceiving more of a need to engage in the third year than in the

preceding years, since 75% of the degree classification is based on the third year grade. Subjects

prioritised and determined the importance of assessments based on their grade distribution, and chose

modules that they perceived they would get a good grade in. Modules that students were not pursuing

in their third year, they did not perceive a need to engage with in the second year. As demonstrated in

phase 2, assessment can be a big driver for students' attendance, engagement and learning (pages 159-
163). According to the subjects, accountability, interest and the staff can all positively impact on and

enhance students learning and engagement.

Interest and
enjoyment

I \
Accountability Starr

Accountability can help overcome the ADC by creating a perceived 'need' to engage. Ace untability

drives students' engagement. Examples that the subjects gave of being made t f el ace untabl

included the major project supervision, having a job lined up for po t H condition to achieve (e.g.

an upper second degree classification), presentation create a perceived n ed t eng, g and learn til

L&T material, the perception that L&T content will be needed post , and a perceiv d 'ne d' t

attend L&T sessions increased accountability, attendance, learning and engagement. The A

linked to students' perceptions of what employers want and what i required r them pt. The

subjects demonstrated that they perceived employer to require a certain degree la ificati n, and
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they subsequently placed huge importance on grades and degree classifications. Students need to be

made more aware that the world of work requires a lot more from them than a given degree

classification. Students can be made to feel accountable by making them aware that they will need to

learn the L&T material, 'not just for your exam, but for your life'. The world of work requirements

need to be made more central to the HE L&T culture and content. The subjects reported that interest

plays an important role in engagement and subsequent learning. However, the ADC hinders students'

engagement with interests. It is important that students are encouraged to explore and pursue their

interests. Not only does it impact on engagement with the L&T content. but a good work ethic with

desire, passion and drive is a requirement of the world of work (Table 11, page 61). Students must

account for their interests when determining their post HE pursuits. The importance of interest should

be considered when assigning placements, since students will engage more, make a more positive

impact and provide a better service. The L&T style of staff impacts on students learning and

engagement. Staff are required to be enthusiastic, excited, charismatic, passionate and interested in

order to effectively engage students. Students have to feel accountable and perceive that they will gain

from the L&L sessions in order to attend, engage and learn.

5.2.7 Part 4: Post HE Preparation

Part 4: Post HE Preparation

Post HE
Preparation

Attitudes
regarding post HE

preparation
Qualifications Stemming of

Career Interests

Part 4 has been broken down into the themes presented above. The themes represent the factors

related the post HE preparation that the subjects referred to in their interviews. For each of the factors,

a summary figure of the outcome of the analysis process will be presented and discussed.
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Notions of
being
prepared for
the world of
work

I feel reasonably equipped, the quality of information we get from lecturers, I was looking back at some
of the slides, particularly from second year, and there's a lot of really pretty good infonnation on there
DF4

Notions of
being
unprepared
for the world
of work

It prepares people pretty well, if you take all the opportunities that are given to you, you corne out with a
very large skill base, you come out with a lot to offer companies su

If you have a good CV, and take all the opportunities that are given to you at undergraduate, then there's
no reason why you can't stand out from the crowd su

I'm more ready to start working than I was at the start of university 001.33

The odd placement, people coming in to talk to us, the fact that you have that relationship with your
tutors that is similar to a employee-boss relationship, and stuff like how to write an email properly,
have prepared you more 002.11

A Sports Science degree at UMU is pretty valuable, it stands you in good stead to get a job in any
field DFII
I definitely think that a first class degree from the SSES is going to see me through in the initial part
ofmy career, say twenty years down the line, it won't be where I've came from, it'll be on my past
experiences, but in order to get the better experiences. I think coming from this institute rather than
another ODe is going to be better for me 5M3

A degree isn't enough anymore - everyone's got one! C,oft'1WCOI'd, (lOIt inteI'Yiow

I you're never really prepared until you get in there, I guess the most learning you do is when you're
actually there OFll

I feel prepared for post HE from a personal point of view, I'm not sure if it was so much the actual
university course, because we only really had one applied placement module, if it hadn't of been for
me pursuing applied experience in my own time, then I don't think I'd have come out of this place
really prepared to go into work ...... I would've been a bit daunting come out of university SMI

Being able to write up a paper, being able to present, I think that'll help, but how many people would
actually get into that situation following a Sports Science degree I'm not sure SI3

It prepares you with a piece of paper that says you got a 2: I, but whether it actually prepares you for
say, managing a group of people or not, I don't know, probably not OMI9

It's stilI kind of daunting, I don't know what to expect when I actually go work somewhere 002.11

I didn't feel prepared for the world ofwork after my degree, I don't know if that's because I knew what
I wanted to do, and I knew I wasn't going to be able to pursue that career unless I did further education
NIS

I just still feel a bit too young ,I just couldn't imagine myself working NI6

It's the more practical skills that I'll be gaining this year doing the masters which will make me feel
more confident actually working in a real workplace NI6

I was hoping to do down the dietetics route, but I looked at the options for it and it just wasn't going to
be viable, I'd have bad to do like an extra year of work experience and then another year of modules
extra that I hadn't covered in the undergrad NI
I took the nutrition module with the purpose of going down the nutrition, dietetics route, and it just
didn't happen NI6

I'm having this year out, and I'd like to look into Sports Development or PE teaching, and I think this
year I'mjust trying to get some courses under my belt and get more experience on the CV, and then
apply for the PGCE, just get more of an insight into teaching really, just to see if I want to do it r2

I'm a bit nervous about going into the real world, because I don't actually know what I want to do, I
started applying for jobs for cardiac physiologist, I'm just a bit unsure at the moment exactly what I
want to go into 002.1

I have just had an email to confirm that I have got an interview, I just forwarded my lecturer the email
and was like, 'can you give me some advice on the interview?' because I have never done anything like
that KTI

I've never had such an interview, but I imagine there are people from Sports Science out there looking
for jobs and one or two might fall down in that aspect of things ATIl

The above figure presents data demonstrating how prepared the subjects felt for post HE, OF, 8, G01,

G02 and 8M discussed notions of feeling prepared for the world of work. DF felt that he will be able
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to apply the knowledge he gained from his Science and Football degree in the world of work. S feels

that students will be well prepared for the world of work if they engage with all the opportunities that

are offered to them during their degree. This links to the belief from SM that preparing students for

post HE is a dual responsibility to be shared between the SSES and the students (to be discussed on

page 289). GO 1 reported feeling more ready to enter the working world than he was when he first

started his degree. G02 gave examples of how her experience at university has made her feel more

prepared for the world of work. She referred to placements, guest lectures, having an 'employee-boss

relationship' with staff, and gaining knowledge about how to email and communicate with others

professionally, demonstrating the important impact a student-staff dialogue and embedding the world

of work requirements in the SSES can have on preparing students for post HE (page 168-171

discusses factors that hamper engagement between staff and students). For OF and SM, the status of

their HE institution made them feel more prepared for the world of work. SM also stated that he felt

prepared to go into work as a result of gaining experience, and not due to the 'actual university

course'. This resonates with the quote from 0 (focus group 1), 'as a result 0/ me going out and

finding work, I feel quite prepared/or life after university' 0.1120-1121. S, GOl, DM, OF, G02, SM, N,

C, KT and AT discussed notions of feeling unprepared for the world of work. C simple stated that a

degree is no longer enough, a view that is reflected in phase 1and phase 2 of this research programme

(page 47 and 101 respectively). OF felt that he would not be prepared for the world of work, until he

was actually in the working world. He believes that, 'the most learning you do is when you're actually

there', which relates to the analogy from S that HE is like 'learning to drive' (page 255): you don't

learn to drive you learn to pass the test, and then once you've passed, then you learn to drive' S8.

According to OF, the only way to prepare students for the world of work is for them to actually

experience the world of work. SM confirms this perception, by stating that it was the experience he

gained whilst at university made him feel prepared for post HE. The alumni in phase 1 concurred with

the notion that experience is the best way to prepare for post HE (page 84-85). S was unsure how

relevant some of the skills he had gained during his degree would be post HE, and GDI was unsure

about how prepared he was for the world of work. OM did not feel that his degree had prepared him

to cope with the realities of the working world. He felt that his degree was more of a paper as opposed

to an operational degree. G02 was 'daunted' by the prospect of work, because she did not know what

to expect. This suggests that the subjects were unaware of the requirements of the world of work and

whether they could meet such requirements. Students need to be made aware of the world of work

requirements, and develop the ability to account for those requirements whilst they are university. N

stated that he did not feel world of work ready at the end of his degree, but felt that this perception

may have been due to the fact that he knew he was staying on to do a masters. N stated that he felt

'too young' to be entering the world of work. He went on to reveal that he perceived that the gaining

of more practical experience during his masters degree would help him feel more 'confident' about

entering the world of work. This suggests that students need to be gaining an understanding of how
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the knowledge that they are gaining during their degree can be practically applied post HE. Such an

understanding will in turn enhance students' confidence regarding their preparedness for post HE. The

quote from N stating that he does not feel world of work ready due to a lack of practical skills adds

credence to the suggestion that SSES students need to be given the opportunity to gain more practical

skills during their degree (page 241-242). N, C, G02, KT and AT go on to highlight gaps and

potential ways in which the university could have better prepared students for the world of work. N

was hoping to pursue a career in dietetics. By the time N decided that this career would not be

'viable', but had already chosen to pursue modules to compliment his dietetics aspirations. IfN had of

been supplied with help and support to gain insight into the requirements of the world of work, and

realised that dietetics was not the right career path for him earlier in his degree, he could have chosen

more appropriate modules to suit his needs. C revealed that her post HE plans involved taking a 'gap

year' in order to attend additional courses and gain experience and insight into potential jobs. C's gap

year intentions could have been accounted for whilst she was at university. On page 150, Rand S also

discussed post HE aspirations which could and should have been accounted for at university. G02

revealed that she was applying for cardiac rehabilitation posts at the time of interviewing. She

revealed that she was 'nervous' and unsure about what she wanted to do career wise. As previously

highlighted, GD2 attempted to gain experience relevant to her cardiac related post HE aspirations.

Such attempts were not supported by the SSES (see page 248). G02 should have been supported and

encouraged to gain insight into cardiac rehabilitation and other potential post HE options, in order to

help her determine which route she wanted to pursue post HE. Encouraging and supporting GD2

through this decision making process whilst she was at university would have meant that GD2 was

confident as opposed to 'nervous' regarding the prospect of post HE. KT and AT revealed that more

could have been done to help prepare them for interview and job applications processes. When AT

was discussing students' lack of preparation for job interviews, he was very focused around technical

knowledge:

If they ask maybe, 'how would you go about testing 22 peoples' aerobic capacity? How would you set up a test?
Things like that so you don't fall down at interviews ATIl

As previously discussed, students cannot focus solely on technical knowledge. The requirements of

the world of work in phase 1 and 2 demonstrate that a degree alone is not enough (see pages 61 and

120 respectively). Students have to be made aware of and equipped with the necessary requirements.

This means that students will enter the world of work with the requirements that employers need, and

the ability to market themselves accordingly during the job application process (Burgess 2007).

According to the phase 2 findings, 'self awareness and marketability' is a requirement of the world of

work (Table 11, page 61). Four of the alumni from phase 1 of this research programme also felt that

students need to be better prepared for the process of marketing themselves to potential employers and

attaining a job (page 76).
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5.2.7.2 Attitudes regarding post HE preparation

Ithink everything that you can use
to engage in is provided for you, I'd
say 90% of the resources are out

there for you, it's that extra 10% you
actually going out and pursuing it
yourself, that's what a lot of people
miss out on, so Idon't think it's

anything on the university, it'sjust
giving people that inch and then
expecting them to take that extra

milesMl9

When you first start at
uni it's like, 'three
years until Ifinish,

I've got time to think
about what Iwant to

do,l'msure
something will crop
up in that time' ATl?
(Such an attitude
bears consistency

with the attitude 0/M
fromfocus group 1
(see page 143)).

Iwas always just
panicky, Iwas
thinking, 'well, I

might not actually get
what you need to get
to do the PGCE' ..... .1
never thought I'd get
a 2:2, so that always
put me otT, but now I
can think, 'right, I can

go from here' e3/S

Maybe the skills you
develop arejust

because of the way
you're growing up
anyway, and you

would've developed
them if you worked in
a factory for three

years DMI9

The table above presents the post HE preparing attitudes of SM, AT, C and OM. In a similar manner

to Redmond (2010), the phase 2 staff and the phase 1 alumni (see page 102), SM believes that

preparing students for post HE is the dual responsibility of the university and the students. Alumnus 7

from phase 1 believes that in general, students are well supported; they just need to be made aware of

it in order to make the most of the opportunities that are offered to them (see page 76). SM feels that

the SSES is effective in providing 'resources' to prepare students for post HE, and students need to

proactively take responsibility and engage with such resources. When asked why he thought students

do not engage with the resources the university provides SM replies:

It's just our generation, they've been used to having everything given to them and then when it comes to a
situation where they can't have it given to them, they don't know what to do, you're still going to get that 5%
who will do everything for themselves, but the majority of people just won't do it, because they're not used to

doing it SMI9

According to SM, students are not used to taking responsibility, which impacts on their engagement.

D from focus group 2 felt that the age that HE students are generally at when they enter HE means

that they are 'too young to be taking on much responsibility' 0.1157-1162. Students need support,

guidance and encouragement to help them develop the ability to take responsibility. Without this

ability, students will not be prepared for the world of work, since they will be required to do things for

themselves post HE. C revealed that she did not prepare for her post HE ambitions beeause she did

not think that she would achieve the degree classification she required. This lack of confidence

prevented C from preparing for post HE. Support and guidance could have helped C develop her

confidence and encouraged her to prepare for post HE. OM stated that the university experience

provides the opportunity to, 'get to grips with the world, and learn loads of new things' OMI7.

However, in his quote presented above, OM questioned whether the 'skills' that students develop

whilst they are at university are as a result of maturation or the university process. However,

universities should be ensuring that students gain more personal and professional development from

the experience than they would have if they had of entered the world of work and 'worked in afactory

for three years '. The HE experience can be life changing, as it is a time when knowledge, skills,
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values and personality are developed (HECSU/AGCAS 2011). Students should gain added value that

will help to prepare them for the world of work and their post HE lives.

Notions of
being
unprepared
for the world
of work

I was looking to get involved in football, and talking to people it seems like the masters is the first filter
in tenns of selecting Sports Science staff Ofl

The jobs I'm interested in are predominantly looking for masters or PhD graduates, so those are the
levels that you need to get to be going onto some of the better jobs S13

After looking at the options of what I wanted to do, which is cardiac physiology, you have to have extra
qualifications and that was just the way forward and there aren't many jobs available at the moment so I
thought I might as well stay in education Nl

I thought probably the undergrad degree wasn't quite enough to lead into a career straight away, or
something I wanted to do anyway 001.6

We got the occasional ernails that would be forwarded to the uni, job opportunities here and there, but
I'd say seven out often of those are for masters or PhD students 513

With regards to what actual jobs you do, I'm not entirely certain, because it seems that to get into a
decent position, for example, to work for Lucozade as their national area reps, they require a Masters
degree 51Z

Quite a large driving factor that baving masters is I think quite a considerable boost to being able to get
ajob 513

It gives you an advantage over other people OM3

Whatmore
could be
done:
Qualifications

There's a lot of people who do Sports Science, so there's a lot of competition, so staying on, giving me a
little bit over those who only have the BSc, and at the moment there's no jobs out there at all for
anything so it's going to be a nightmare to find anything, or anything that I wanted to do career wise, I
just didn't feel as though it was enough to distinguish you from the other however many people do that
degree 001.6/7

When I actually started university I was like about 50% sure that I was going to try and stay on and do
MPhil or PhD, a lot of the comments the first few weeks, from a lot of the lecturers, things like, 'there's
going to be three hundred people graduating from our school alone, there's going to be thousands across
the country', so how am I going to make myself look better than all them, my aim was to get a fint in
university and then go on and do postgraduate as well, just to be in that like upper 5%, as my time at
university went on and the country got in a wone and wone state, I started to gear more towards doing
a PhD, because it's going to be hard to find ajob anyway 5M2

Maybe more ofan opportunity to gain extra qualifications, so in the fint year you're pointed in the
direction of doing like the level one coaching, level two coaching badges, they could provide more of an

-- opportunity to maybe do a strength conditioning one or extra things that would help, the staff are pretty
good at passing information on to you in terms of counes and things like that, but whether they could
provide something linked in with the coune OFIO

Above highlights the subjects' perceptions of qualifications in relation to preparation for post HE. OF,

S, N, OM, GOI and SM all felt that they were required to have additional qualifications in order to be

prepared for the world of work. DF, S, N and GO1 all reported requiring additional qualifications in

order to achieve their post HE aspirations. The quotes from S go on to state that he was unaware of

jobs available for Sports Science graduates who do not posses additional qualifications. S, OM, GO

and SM all felt that additional qualifications were required due to the competitive nature of the

graduate job market. The phase 2 staff also referred to the importance of additional qualifications for

the world of work (page 122). OF suggested that due to the importance of qualifications for post HE

preparation, the 'opportunity to gain extra qualifications' should be embedded into the SSES, in
concurrence with recommendations from both phase 1 and 2 of this research programme (see pages

80 and 122 respectively). It should be noted that all of the subjects that contributed to the data

presented above were staying on to gain a postgraduate qualification, which may account for their

perceptions of additional qualifications.
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5.2. 7.4 Stemming of Career Interests

The cardiac module for third year
for that I thought was really good,
so that's why I want to now do
something in that area, because
there were only like thirty or so
people in the module, you're able
to ask a lot more questions and get
more answers and you don't feel

stupid asking questions or
anything like that, but I enjoyed

the fact that it was loads of
practical stuff in that module, it
was one week theory one week
practical, so we got to see what
they were talking about the week
before as such, we got to put it

into practical, whereas none of the
others have really done much

practical in before 002.2

The extracts above give insight into the stemming of career interest of GO 1, GD2 and SM. For GDI

In third year there's a
cardiovascular and respiratory
assessment techniques module,

and that's actually probably why I
changed my mind to look into the
more health things, because I

really enjoyed that module, it's
really interesting, it was a lot of
practical work so pretty much I
think every other week we were
down in the labs doing like ECGs
on each other, it was just a lot

more interesting, and you felt like
you were learning something that
you might actually be able to use
in the future in a job or something

001.8

I used to play American football,
one of my coaches there was a
S&C coach with the EIS, so I

used to go and talk to him when I
was on breaks and things, and I

used to watch some of the athletes
training, and I just immediately
fell in love with the whole thing,
so Ijust thought like, 'yeah, this is
what I want to do,' so the whole
thingjust sort of snowballed from

theresM6

and GD2, their career interests stemmed from gaining practical experiences and theoretical knowledge

within those given areas. For SM, his career interests stemmed from gaining experience in that given

environment and getting insight into the experiences of somebody within that given job role. GO 1

also made reference to his final year major project, which was based around sports performance, and

impacted on the stemming of his career interests, 'it helped me decide that I'm more interested in

looking at more the health side of things as opposed to performance' GDI.3. GO 1, GD2 and SM

demonstrated that applying their knowledge practically and gaining insight into job roles helped them

clarify their post HE aspirations. As demonstrated by AT, having something to aim towards, increases

accountability which in tum increases engagement:

I got conditionally offered my PhD position, then that was obviously a bit more of a spur on to do well infinal
exams, because to get on to the PhD I needed a 2:1, so that really kind of like, 'right, I need to get this' ATI8

If students can perceive a value in their endeavours, engagement will be enhanced (Ehiyazaryan and

Barraclough 2009). As demonstrated in his above quote, this notion is supported by SM. SM

discovered something that he loved which he ultimately decided to work towards achieving. Based on

these findings, it is important that students are encouraged to have something to aspire towards

achieving post HE. Increasing aspirations increases accountability, which in turn increases

engagement. Phase 2 highlighted that post HE options need to be perceived as achievable, in order for

students to be inspired by post HE options (page 113 and 118).

5.2.8 Part 4: Summary & Recommendations

Part 4 addressed the overarching research programme aim 'b':

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

291



Part 4 aimed to assess how prepared the subjects felt for the world of work, and identify the impact

the SSES university experience has had on preparing students for post HE. The subjects highlighted

ways in which students could be better prepared for the world of work and their post HE lives. The

subsequent recommendations have been organised into the following themes: curriculum design,

increase awareness and support.

Curriculum Design

Embedding the world of work requirements within the SSES culture and ensuring effective student-

staff engagement and dialogue can have an important impact on preparing students for post HE. In

order to be prepared for the world of work, students have to gain experience of the world of work.

Students need to be given the opportunity to gain more practical skills that relate to the world of work

requirements during their degree. Due to the competitive nature of the graduate job market, students

are required to have additional qualifications. Therefore the opportunity to gain additional

qualifications alongside the degree course should be embedded into the SSES.

Increase Awareness

In order to engage with any given curriculum intervention, students have to perceive a 'need'.

Students need to be made aware of the importance and need of preparing for post HE. Students need

to be able to perceive that the knowledge that they are gaining during their degree can be applied post

HE. It must be demonstrated to students that their degree is operational as opposed to paper based,

and that it is therefore preparing them for the world of work. Students have to be made aware of and

equipped with the world of work requirements. This will result in students being able to enter the

world of work with the requirements that employers need, the ability to market themselves

accordingly during the job application process, and the ability to apply such requirements in the work

place. Understanding that their degree is operational and that they can meet the requirements of the

world of work will in tum enhance students' confidence regarding their preparedness for post HE.

Students need to be prepared and confident about the prospect of post HE, as opposed to unprepared

and nervous.

Support

Students will be well prepared for the world of work if they engage with all the opportunities that are

offered to them during their degree. However, students are not used to taking responsibility, which

impacts on their engagement with such opportunities. Students need support, guidance and

encouragement to help them develop the ability to take responsibility. Without this ability, students

will not be prepared for the world of work, since they will have to do things for themselves post HE.

Support and guidance is required to encourage students to make steps towards post HE. Students need

to gain experience and insight into the requirements of the world of work and potential post HE

options in order to help them determine the best post HE options to suit their needs. Gaining insight
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into and trailing potential job roles helps students to develop post HE aspirations. With an increase in

aspirations comes an increase in accountability, which in turn leads to an increase in engagement with

L&T opportunities. Students' degree courses and time at university needs to be aligned to compliment

students' individual post HE needs.

A Final Thought

The students' time at university provides them with the opportunity to get to grips with the world and

learn new things. The period of time that students spend in HE would see any individual grow and

develop. HEIs should optimise this malleability and prepare students for their post HE lives and the

requirements of the world of work, providing students with the unique added value that can only be

gained from the university experience.
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5.2.9 Part 5: Advice

Part 5 discusses advice aimed at current and future SSES students from the subjects. The outcome of
the analysis process related to 'advice' will be presented and discussed.

Gain
experience

Make the most of your placements and get work experience, because if I don't get a proper job soon, I'm going to just have
to work for free, just to get work experience to put on my CV K119

Do as much work experience as you can, whether it be paid or unpaid, just boost your CV and give yourself the best opportunity
that when you come out of uni, you've got things behind you, because you might not decide to go onto a PhD and having
experience behind you whether it's in your field or not looks better and prepares you for working in applied setting and working
outside of uni em

You should try and get experience in something that you do want to do while you're still at university, if there was an
opportunity to do that then that would be good CI7

Find something you like, try and focus and get some experience working in that 001.34

Explore
interests
&
potential
job areas

Try and find what you're interested in, explore different areas that you might be interested in going down, so maybe come up
with a list of what you're interested in, try and contact a few people, and decide if it's something you like or not, and then if

- you find something you like, try and focus and get some experience working in that, try and get yourself involved in that, to
make sure that it is something you want to stick with and then work towards it, try and have a goal 001.33

Pick the right modules if you know what way you want to go, but it's always hard isn't it to say what you want to go at this

Align ~ageCl7=~to If you're really interested in doing certain areas, go down those modules, and if you don't really know what you want to do,
interests & maybe just do the easier options, to get a better grade 002.17

=:ti~ns ~~ what you're interested in, that helps if you pick modules because it's a lot easier to revise the stuff if you've got a mild interest
mitoMI6

It's really important that you have a good relationship with one of your tutors, I think that's key to success, because if you've
got someone that you can go to, then you can get the help and the guidance that you need CI7

Utilise your tutors as much as you can because they can help you more than you can imagine. get to know as many members of
staff as you can within the area that you have an idea that you want to work in, because having a good understanding with them is
the start to making things easier, there's placements available, they can get you into maybe helping out, just things you can put on
yourCV A1'2!

Engage
with tutors

Get to know your lecturers, they're pretty well placed to pass information down to you, and some of the contacts that
they have are invaluable, in terms of getting ajob possibly, and in terms of information as well DFII

Just find the relevant members of staff you can start building up a rapport with and go from there 101'23

Try and interact with the staff more. with regards to work, try and get as much of a learning effect from the staff as you can, go
and proactively ask questions about lectures that you've had or topics that you find interesting, even if it's been mentioned in a
lecture but not necessarily relevant to maybe the module or something, if you're interested in it, go and ask about it su

Take advantage of your mentor who you can go and see all the time, they're not going to tum you down, so just see them
about anything you can SMII

Interact more in the lectures and things like that, instead of taking a back seat OMI6

Get
Involved

Put more into the university, if you put a little bit in to the university, they'll make sure you'll getting a hell of a lot more back out
of it, so whenever they've got open days or practical days where they're showing people around, help out with them, because
people will remember you from that, and when it comes to requesting funding or even trying to set onto a PhD or a Masters,
they'll recognise that you have helped out and it'll make you look better in the long run, whereas if you're fairly selfish and you
just don't want to help out at all and expect the university to give you stuff all the time, it', not going to happen 5M21

This PhD came down to more luck than anything, the more feelers you put out there, the more opportunities you're going to get to
do stuff, so just find the relevant members of staff you can start building up a rapport with and go from there A1'23

I did well in my undergraduate project with my MPhilsupervisor, he probably knew I was willing to work hard and because it was
something similar to what I've done before, and I volunteered as a subject for one of his previous PhD student', and it was roughly
similar, so I've seen the techniques happen mJ6

When I first started uni, I was in the gym quite a lot, and the head S&C coach asked me to help out with the rugby league club
that he was the conditioner for, and then after that he asked me if I would take over the academy and the reserve teams, so I got •
lot of practical experience during my firat and second year SM5/6

If you treated this course as a nine to five, it's easier said than done, I didn't do it all the time, but I tried to, you'll absolutely
breeze this course ern

Subjects were asked what advice they would give to current students, KT, CT, C and GDt all advised

students to gain work experience whilst they are at university. KT and CT stated the importance of
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gaining experience for enhancing graduates' marketability and preparation for post HE. C and GD 1

advise that students gain experience in the area that they are interested in pursuing post HE. D from

focus group 2 advised future students to 'just get out there and get experience' 0.1348, as did the phase

1 alumni (pages 85-87) and the phase 2 staff (pages 125-130 and 137-140). GDI feels that it is

important that students try and find out what they are interested in by exploring different post HE

option that interest them, and if possible, determine a post HE goal to focus on preparing for. C, GD2

and OM advise that students align their module choices to their interests and their post HE aspirations.

C and G02 advised that students should align their module choices to compliment their post HE

aspirations and interests. However, C notes that it can be hard for students to know what they want to

do 'at this age', which adds further credence to the notion that students' need nurture (see page 59).

G02 advised that those students who do not know what they want to do post HE should chose 'the

easier' module options in order to 'get a better grade', further demonstrating the ADC that exists

within the SSES (see page 274). OM adds to this by suggesting that students should choose modules

that they are interested in, in order to 'make revision easier'. C, AT, S, OF and SM recommend that

students engage with and get to know staff. C states that building a relationship with staff is the 'key

to success', as it can provide the required help and guidance. The alumni also felt that establishing

good relationships with staff can help prepare students for post HE (page 81 and 91). AT and OF

believe that getting to know the staff can help with post HE preparation. S advised that students

should also be interacting with staff regarding academic work. SM advises that students go and see

staff 'all the time' about 'anything'. SM, OM, AT, SM and CT informed students to get involved. DM

advises that students get involved by interacting within the L&T sessions. SM suggests that students

should get involved by putting more into the university, for example, helping out at open days. SM

feels that students that help out will reap the rewards. AT, SM and CT demonstrate the benefit of

getting involved and interacting with the SSES staff. AT and CT attributed the gaining of their

postgraduate positions to getting involved. AT states, 'the more feelers you put out there, the more

opportunities you are going to get to do stuff'. SM gained work experience as a result of getting

involved and interacting with SSES staff. CT advised treating the degree as 'a nine tofive job " which

is how SM described he treated the final two years of his degree, 'certainly second year and third

year it was definitely like more or less a nine tofive job' SM4.

5.2.10 Part 5: Summary & Recommendations

Part 5 contributed to the addressing of overarching research programme aim 'c':

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

The subjects were asked what their advice to current and future SSES students would be. The subjects

advised that students should gain experience and explore post HE options in order to determine a post
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HE goal to work towards. A students time at university needs to be aligned to their post HE goals.

Students should get involved with their HE community, and engage and build rapport with staff, since

this is the 'key to success '. This adds credence to the phase 2 recommendation highlighting a need to

develop community within the SSES. Students should treat their degree as a 9-5 job. Embedding the

world of work requirements and cultures within the SSES will enhance students post HE preparation.

5.3 Phase 3 Summary & Recommendations

Phase 3 aimed to address overarching research programme aims 'a', 'b' and 'c':

a. Gain a better understanding of students' needs, aspirations and expectations in relation to

their HE experience.

b. Develop an understanding of students' attitudes and perceptions regarding the employability

curriculum and the opportunities provided.

c. Create a set of employability focused recommendations for curriculum design that identify

what more can be done to prepare HE students for the requirements of the world of work and

diminish the skills gap.

The subjects reported going to university with aspirations to develop personally and professionally.

The SSES needs to prepare students for their post HE lives and the requirements of the world of work.

The SSES needs to make the most of the opportunity to provide students with a unique added value

that can only be gained from the university experience. The synthesis establishes how the SSES can

better account for students' aspirations, alongside recommendations developed in phase 1 and 2 of

this research programme.

5.3.1 A Final Note
Overall I've enjoyed the experience, I've enjoyed the time here, there's certain lectures you don't enjoy going to and certain things
you don't enjoy doing, but same as anything isn't it? ATl.

Living with friends that are on other courses, their courses just don't seem to be as well run, and the academics don't seem to be
near the level, some of the teaching that they seem to get doesn't seem to be as good as what we seem to get in our department
ATl3

There were some things at uni that weren't great, but the majority of it was fantastic, I'd recommend this course and this uni to
anyone, purely because of the facilities, the expertise that is in this field, specifically in physiology and in Sports Science as I
whole CTlI

The facilities are amazing here, when we had the cardiac summer school, we had people fh>m all over the place, and we did • bit
ofa tour around, and they couldn't believe how good the facilities actually were in this building compared to where they've come
from 001.4

I thought it was good and I did enjoy it, I thoroughly enjoyed it I'd say CTIl

Itwas a really good experience, I loved it, it was good SMII

I thought the Science and Football programme was pretty good, I think they put a lot of work into designing it DflO

T~e SSES are heavily focused upon research and thai always leads to your lectures being up 10 dale, 10 in that respect it i. good, I
think all staff are involved in in carrying out research at the same time oflecturing, 10 it's good HIS

~II the best lecturers here have gone out and got a lot of practical experience, they're not just people who stay in the labs all the
time, the best ones are the ones that can do both, are good in the labs and also have that applied experience SM.

The staff are all experts in their field, and that's a given with the clubs that they've worked at, the journals they've published ('1'14
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The subjects' quotes above provide positive general evaluations of their experiences at the SSES. The

subjects referred to the world class expertise of the staff, research informed teaching and the SSES

facilities. The subjects highlighted that they enjoyed the overall experience and that they would

recommend the SSES to others. In support of this positive note, a member of staff at the away day

reported:

It's not right for us to be sitting down and saying what ~ are doing at the moment doesn't work, let's change it,
it's not broken, the positive note is that ~ are doing OK SAD.EZ

As highlighted by Denholm (2011) and UKCES (2009), incorporating post HE preparation can be

about retuning and building on existing good practice. The fact that this research programme has been

undertaken highlights that the SSES endeavours to continual evolve and improve the service

provided. This research has highlighted ways that the SSES can tweak its provisions in order to

enhance the SSES student experience, and better prepare students for their post HE lives.
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Chapter 6: Synthesis
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6.1 Restating the Overarching Rationale o(the Research Programme

This research programme was orientated around the philosophy that:

Students are at the heart of the HE process. Therefore. ifwe truly want to develop and enhance the
employability of HE students'. we need to involve those who are really affected; the students.

There is a need to consider and account for the needs of all students (Barrie 2007, O'Regan 2010).

Barnett (2007) makes a call for putting students into the centre of the educational thinking in HE. It is

recommended throughout the literature that student learning, the student experience and student

engagement are put at the heart of all planning, teaching and review (Browne 2010, BIS 2011,

Hadfield et al. 2012, HEFCE 2010, NSF 2010). Barnett (2007) proposes that debates about HE are

not logical without considering and gaining input from students. Students know how they want to be

taught, and have ideas about how techniques can be improved to enhance learning (Kay et al. 2007).

Furthermore, no HE stakeholder group has been more affected by the significant changes HE and the

economy has undergone than students and graduates (Brown 2007, Denholm 2011, Kay et al. 2007,
Moreau and Leathwood 2006). Therefore, debates on the HE employability agenda should utilise

students' needs and perceptions regarding their HE experience, in order to better design programmes

that adequately prepare students for the requirements of the labour market and meet the needs of

students (Burgess 2007, Denholm 2011, Kay et al. 2007, Nguyen et 01. 2005, UKCES 2009). As the

NUS (2010:2) stated, if we want to positively impact on students' lives, we need to better understand

the needs of students; we need to be the experts on students. This research programme was focused

around investigating the perceptions of present and past students, in order to determine how students

can be better prepared for their post HE lives. Since students are at the heart of the HE experience, the

student experience and their needs require more consideration. Utilising qualitative research methods

was appropriate in order to do justice to the very individual and personal nature of students'

perceptions regarding their HE experience and post HE preparation.

6,2 Restating of the Overarchlug Aims aUd Objectives of the Research Programme

Using a qualitative research approach, this research programme aimed to explore and identify factors

that impact on the existing skills gap between HE graduates and the requirements of the world of

work. The increasingly diverse student population has resulted in a need to accommodate and account

for the broader student population, their differing post HE expectations and needs, and determining

what motivates and engages them. This research programme therefore aimed to gain a better

understanding of students needs, aspirations and expectations in relation to their HE experience and

post HE preparation, and determine students' attitudes and perceptions regarding the employability

related curriculum and opportunities provided to them by the SSES. Using this information, the

research programme aimed to identify what more can be done to prepare HE students for the
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requirements of the world of work and diminish the skills gap. As a result of such investigations,

employability focused recommendations for curriculum design have been created.

6.3 Maior Findings

6.3.1 Reasons for going to university

For the alumni in phase 1 of this research programme and the subjects in phase 3, 'personal

development reasons' and 'career reasons' were the most dominant reasons for going to university

(pages 44 and 229 respectively). Table 26 demonstrates the frequency of mentions given to personal

development and career reasons.

Table 26: The frequency of mentions the phase 1 and phase 3 subjects gave to personal development and career
related reasons for going to university

Reasons Frequency of Mentions
from Phase 1

Frequency of Mentions
from Phase 3

Personal Development 20 19

Career 19 11

The phase 1 and 3 subjects envisaged that university would develop them personally and result in

them feeling more prepared for their post HE lives and the requirements of the world of work. As

demonstrated in the literature review, current research suggests that students attitudes regarding the

purpose of university are dominantly career related (Committee on Higher Education 1963, Feame

2008, NUS 2008, Swain 2011, The Pennsylvania State University 2009, UNITE 2007). The subjects

involved in phase 1 and 3 of this research programme demonstrate that whilst career reasons are

important in relation to reasons for going to university, personal development is of equal importance.

This reflects the NUS (2008) finding that graduates view university as preparation for life more than

preparation for work (65% and 35% respectively). In essence, graduates view the purpose of HE as

broader than employability alone (NUS 2008). This research programme supports the notions

suggested by Brennan et al. (2005), the NUS (2008), the CBIlNUS (cited in Anderson and Marsh

2011) and UNITE (2007) that different students have different reasons for going to university and

choosing their degree course, and a variety of hopes and dreams for their life post HE. Such factors

need to be accounted for in order to make sense of the employability needs and aspirations of

students, to ensure that these needs are met and students are efficiently prepared for post HE.

Employability related agendas should not homogenise students (Barrie 2007). In relation to

employability, one size does not fit all (Yorke and Knight 2006). Students are orientated to pursue

their degrees and post HE preparations in different ways, and therefore HEIs need to ensure that they

meet the needs of the broader student population (Barrie 2007, O'Regan 2009).
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6.3.2 Post HE aspirations and expectations

It should be noted that despite 'career reasons' being the joint most dominant reason the alumni gave

for going to university, ten out of the seventeen alumni interviewed said that they did not have a

particular career in mind whilst at university. It appeared that for the phase 1 and 3 subjects, going to

university for career reasons was related to career in general as opposed to career in specific. For

example, only four of the phase I and four of the phase 3 subjects specified that their decision to do a

Sports Science related degree was based on a desire to work in the Sports Science industry,

highlighting that Sports Science students do not necessarily pursue a Sports Science degree due to

aspirations to work in that given discipline. This notion was further supported by the fact that only

four out of the seventeen alumni ended up working in the Sports Science industry (Table 3, page 33).

This adds credence to the statements from Browne (20I0) and the NUS (2008) that students choose

their degrees based on academic interest in the subject as opposed to perceiving it as a direct route

into a career. Similarly, Lexmond and Bradley (2010) found that 61% of students and graduates

reported choosing their degree subject based on academic interest in the subject, whilst only 21%

reported choosing their degree subject because they wanted a related job. According to the alumni

(n=14), the general purpose of HE is preparation/or the world of work and post HE life'. The phase

2 and 3 student subjects described how the SSES did not meet their post HE preparing expectations.

Subjects reported feeling unprepared for post HE despite opportunities provided by the SSES and

advice from the staff to prepare for post HE during their degrees. Six of the alumni were concerned

that 'a degree is not enough', and that more needs to be done to prepare students for their post HE

lives and account for their perceived purpose of HE.

6.3.2.1 What impact do such findings have on the government HE policies?

As stated in the literature review, there is a need for HE to contribute to the delivery of a labour force

that will ensure our national economy is capable of flourishing in an economic climate that is

becoming increasingly competitive (Browne 20I0, HEFCE 2007, Leitch 2006, Thompson et al.

2008). The skills agenda that resulted from the Leitch (2006) report promoted that the skills

developed at HE were the answer to national competitiveness (O'Regan 2010). However, as

demonstrated in the seetion entitled 'skills gap' in the literature review, this vision did not become a

reality. In his 2006 government report, Lord Leitch claimed that the nation's people are the 'natural

resource' of the 21s1 century, and that developing peoples' skills is the key to unlocking the vast

potential of this resource, which will in tum enhance the economy and society (Leitch 2006: 1).

However, concern was expressed regarding the impact of the skills agenda on HE (The University and

College Union (UCU), Brown and Porter, cited in Fearn 2008). The UCU stated that "they had never

considered universities to be the coal mines of the 2r century" and that "HE is a learning

environment, not a training camp for business" (Fearne 2008). There is a sense that for the

301



government, the focus is on the fanning of the nations 'natural resource' in order to create a skilled

work force that will drive the economy forward. However, it could be claimed that comparing people

to natural resources is dehumanising, and does not do justice to the complex nature of human beings.

The quotation below from alumnus 11 demonstrates the intricacy of the 'natural resource' that HE is

dealing with:

HE, for me, is to bridge the gap between school and childhood and adulthood

As described by Henderson et al. (2007), HE students are on a trajectory through HE, transitioning

into adulthood. In order to do justice to the complexity of HE students, there needs to be more

'nurturing' as opposed to 'farming'. Focusing on the development of skills alone is simplifying the

complex phenomenon of preparing students appropriately to transition into adulthood. For many

students, the HE process is often life changing (HECSU/AGCAS 2011). HE is a big step in students'

maturation and personal development, and as a result, support and guidance through the HE process is

required. As stated by Kay et al. (2007), university should shape and mature students, developing

skills and attitudes in preparation for contributing to society post HE. Understanding the individual

needs of students and providing them accordingly with the post HE preparing nurture and support that

they require, will result in them being better prepared to meet the requirements of the working world,

which will in turn lead to a more skilled workforce that can enhance the economy and society. It is

therefore important to gain an understanding of students' aspirations regarding university, in order to

enhance the effectiveness of HE in preparing graduates for a competitive job market (Barrie 2007,

Brennan et al. 2005, Martin et al. 2000, Minten 2010, O'Regan 2009). Based on the perceptions of the

alumni and students involved in this research programme, more needs to be done to help support

students' personal and professional development in preparation for their post HE lives. Government

policies and HEIs need to prepare students for their post HE lives and the requirements of the world

of work. The student experience and their needs require more consideration. This synthesis will now

consider why a degree is not enough to account for the general purpose of HE (as stated by the phase

1 alumni), and summarise recommendations for what more can be done to better support and prepare

students for the world of work and their post HE lives.

6.3.3 A Lack of Engagement

The SSES evidently responded to the demand of the competitive graduate job market by developing a

three stage employability model for curriculum design (Figure 5, page 93), which involved

opportunities to prepare students for post HE including PDP, careers sessions, guest speakers, a

placement, and reflective practice. Phase 2 of this research programme demonstrated that the SSES

were proactive in providing opportunities; advice and encouragement to help students develop

personally and professionally, yet students did not engage and reported feeling unprepared for post

HE. Yorke (2006) notes that the provision of opportunities to develop employment prerequisites does
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not guarantee that such development occurs; since employability derives from the ways in which
students learn from their experiences. Therefore, it cannot be assumed that students are employable on
the basis of curricular provision alone (Yorke 2006). Since part of achieving a high level of
performance in employability provision involves ensuring learner engagement, it is important that the
students' lack of engagement was explored (Astin 1999, Ehiyazaryan and Barraclough 2009).
Ehiyazaryan and Barraclough (2009) highlighted the need to develop employability curricula that is
valued by students and in turn promotes engagement. The apparent dissonance between the SSES
provided opportunities and student engagement was subsequently explored by gaining a better
understanding of students and the students' L&T university culture in order to determine why there

was a lack of engagement. This understanding and subsequent recommendations can be utilised to
diminish the dissonance between what the SSES provide and what students engage with, and
determine how the SSES can promote effective learning and post HE preparation within the SSES
curriculum. Examples of students' lack of engagement with the opportunities provided by the SSES
are presented below.

6.3.3.1 Example 1:A lack of engagement with the careers provision

Despite students being informed by the SSES staff in phase 2 that the competitive graduate job market
meant that it was important and beneficial to engage with the careers sessions provided, there was a
lack of engagement (see page 153). Based on the perceptions and experiences of the past and present
students involved in this research programme, it is recommended that careers related provisions should
be embedded within the SSES as opposed to being an institutional initiative. O'Regan (2010) also
recommends embedding work related interventions into degree programmes. The careers provision
and support should be specific to the individual needs of the students within the SSES, and represent
the wide range of post HE options available to Sports Science students, both within and outside of the
Sports Science industry. More quantity and variety is required in order to account for the wide range of
post HE options and the wide range of students' needs. Students need to be prepared for their post HE
lives whilst they are at university. Students need to begin post HE preparation from the beginning of
their degrees (AGR 1995, Brewer 2009, GEES 2008). The philosophy of 'university career' needs to
be instilled within the SSES culture. Students need more information relevant to the stage of career
they are at. For example, insight could be provided into how what they are doing whilst they are at
university can prepare them for post HE. There needs to be an increased accountability among students
regarding the need to prepare for post HE.

6.3.3.2 Example 2:A lack of engagement and dialogue between the staff and students

Despite the apparent best efforts of the phase 2 staff to encourage dialogue, there was a lack of

engagement between students and staff both within and outside of the L&T sessions. It appeared that

this lack of engagement was in part due to students' lack of confidence. According to the findings

303



from phase 3, many students will require support and guidance to help them develop the confidence to

feel comfortable engaging with staff. Bloxham and Campbell (2010) demonstrated that students' who

are not comfortable taking part and engaging with their academic community will be unable to engage

with staff and gain support when it is required. As stated by the USEM model discussed in the

literature review, personal qualities such as efficacy beliefs and self theories are one of the four main

factors that influences employability (see page 11). The phase 3 subjects advised that it is important

that students' ability to engage with staff is developed, so that students can access support when

necessary. According to Astin (1997) and Hill et al. (2003), the most significant factor in student

academic success is student involvement fostered by student-staff interactions and student-student

interactions. Community within the SSES needs to be developed and the opportunity to engage with

staff needs to be more readily available. It is essential that students' confidence to engage in dialogue

is developed, not just to enable students to flourish at university, but since the ability to communicate

and work with others is a world of work requirement.

6.3.3.3 Example 3:A lack of engagement with L&Tsessions

Phase 2 highlighted that within the L&T sessions, there was a lack of focus and engagement amongst

the students in relation to the opportunities being provided, as demonstrated through a lack of

engagement with the personal tutor system, the careers provision, the guest lectures, the laboratory

practical sessions, advice to engage in work experience and encouragement to prepare for post HE.

According to the phase 2 students, it appeared that this lack of engagement was due to large class

sizes creating a lack of community and sense of belonging. Bowles (20 II) reported that basic HE

resourcing issues, such as staff-student ratios has the biggest impact on student engagement.

6.3.3.4 A subsequent need to enhance community and engagement

According to the findings in this research programme, there is a need for an enhanced sense of

community, involvement and ownership within the SSES student culture, alongside an enhanced

staff-student engagement. As stated, it is important that students feel comfortable enough to engage

with staff when necessary. There needs to be a greater dialogue between staff and students from the

beginning of the students' degree courses. Students should be involved and engaged with their HE

L&T community and environment (Astin 1999). This will result in an increase in students' focus and

engagement with opportunities and sessions provided. Enhancing engagement between staff and

students will enhance community, and vice versa. Smaller sized L&T sessions (labs, practicals,

seminars, tutorials) can help to overcome some of the present issues within the SSES. Smaller L&T

sessions can: enhance a sense of community and engagement between staff and students and amongst

the students themselves; develop students' ability to engage in dialogue within L&T sessions, which

in turn develops students confidence and ability to communicate in a group environment; enhance

accountability, especially if students have to prepare for the sessions and if the sessions are marked on
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attendance and contribution; diminish the 'resource' mentality that exists within HE and positively

impact on assessment, feedback, support, engagement, learning and placements. Smaller cohorts

foster a more inclusive environment (Wilson and Tong 2009). Cunnane (2012) cited Harvey's

research findings that demonstrate students' learning is best nurtured through small, supportive

groups, taught by trained teachers using interactive L&T, formative feedback and one-to-one

engagement. According to Astin's (1999) student development theory, the greater the student's

involvement in their learning community, the greater the student learning and personal development.

Zhao and Kuh (2004) and Kember et al. (2001) found that participation in some form of learning

community promotes a sense of belonging and contributes to better quality learning outcomes and

student success. Delaney (2004) suggested that there needs to be a balance between academic

demands and social opportunities, with extra-curricular opportunities expanded, and investment in

resources and staff to enrich students' social lives. A better established support network can help to

enhance engagement between the staff and students and the community within the SSES (support

network will be discussed below). Examples of how to enhance community and encourage staff-

student dialogue and engagement within the SSES are presented in Figures 8 and 9.

6.3.3.5 The 'Assessment Driven' Culture

A major factor that impacted on students' lack of engagement with the opportunities provided by the

SSES was the ADC, which was apparent within the SSES culture and has resonated throughout this

research programme. Students placed huge importance on assessment, grades and degree

classifications, as demonstrated in phase 2.1, 2.2 and 3. Due to the ADC, everything students do is

geared around passing. As stated by Brown et al. (1997: 7), "assessment defines what students regard

as important". Students in this research programme reported only engaging when they perceived a

'need'. For example, phase 2 demonstrated that the SSES L&T culture is assessment driven, whereby

students do what they need, when they need it. Assessment was a driver for students' attendance,

engagement, effort and learning. Phase 3 demonstrated a lack of engagement with the university's

employability award, which students did not perceive a need to engage with because it did not

contribute to their degree classification. Subjects perceived more of a need to engage in their third

year than in the preceding years. due to the fact that 75% of the degree classification is based on the

third year grade. The phase 3 subjects reported a 40% mentality that existed within the first year.

which negatively impacted on students' learning and engagement. Subjects prioritised and determined

the importance of different assessments based on their grade distributions. The subjects chose

modules that they perceived they would get a good grade in, and modules that students were not

pursuing in their third year, they did not perceive a need to engage with in the second year. As

discussed in the literature review, it has been suggested that within HE more emphasis is placed on

academic achievement and gaining qualifications than preparation for the world of work (Roberts

2009). According to Brown and Knight (1994), at the centre of the student experience is assessment.
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However, this ADC may be futile, since the academic knowledge base of graduates is overemphasised

(Brown et 01. 2003). Employers take for granted that graduates offer academic qualities, as this comes

as a given in conjunction with any named degree (Brown et 01. 2003). A degree is not the only

requirement of the world of work, as demonstrated in Figure 7 on page 310. The ADC therefore

prevents students from being prepared for post HE, as demonstrated in the below quote from the

member of staff facilitating session 29:

A degree is like learning to drive, you get your degree, and then you go out into the world of practice, you only
learn to drive when you've passed your driving test, before that you're learning to pass a test.

Ainley and Allen (2010) argue that for HE students, the goal is to pass the degree rather than to learn,

resulting in what Ainley (cited in Fearne 2008) describe as a 'culture of instrumentalism', causing

students to learn what they need, when they need it, disregarding information that they do not

perceive a 'need' to engage with. As demonstrated in the below quotation from Burgess, this

preoccupation with 'passing' can be detrimental:

"The persistence of a system that concentrates on a single summative judgement results in afixation
on achieving a number that is considered 'good'. This drives the behaviours of academic staff and

students and works to the detriment of the currency of other information" Burgess (2007: 5).

There needs to be a culture shift. The SSES curriculum structure needs to be orientated more around

preparing students for post HE and less around passing assessments, supporting the discussions in 'the

need for a real world curriculum' and 'an economy of experience' sections in the literature review

(pages 8 and 6 respectively). Students need to start 'learning to drive' whilst they are at university.

According to the alumni, employers require graduates to enter the workplace and 'hit the ground

running', as supported by Gilleard (cited in Mail Online 2007). Therefore, students need to be

prepared to meet the requirements of the world of work. The world of work requirements are

discussed below.

6.3.3.6 Factors that positively impact on engagement and learning within L&T sessions:
the student perspective

According to the phase 3 subjects, accountability, interest and the staff can all positively impact on

and enhance students' engagement and subsequent learning within the L&T sessions and help to

overcome the ADC.
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Accountability
Making students feel

accountable can help to
overcome the ADC by creating a

perceived 'need' to engagc.

Staff
In order to attend, engage and
learn, students have to feel

accountable and perceive that
they will gain from L&T

sessions.

Accountability can help overcome the ADe by creating a perceived 'need' to engage. Making

students feel accountable and enhancing their awareness of the 'consequences' of curriculum

interventions drives engagement. The subjects gave some examples of scenarios that made them feel

accountable, including the major project supervision involving direct one-to-one contact with a

member of staff; having a job lined up for post HE with conditions that need achieving (e.g. an upper

second degree classification); students perceiving that L&T content will be needed post HE in the

world of work; presentations created a perceived need to engage and learn the intended mat rial; and

a perceived 'need' to attend L&T sessions increases accountability, attendance and learning and

engagement. Students have to feel that they will benefit from attending cssions, The AD is linked

to students' perceptions of what employers want and what is required of them po t H . Th subj ts

demonstrated that they perceived employers to require a certain degree clas ificati n, and they

subsequently placed huge importance on assessment and grade. However, in e th a ademi

knowledge base of graduates is overemphasised, student need to be made m r awar that the w rid

of work requires a lot more from them than a given degree cIa sification (Brown tal. 20 ). rud nt

can be made to feel accountable by making them aware that they will need t learn th L&T m tcri I,

'not just for your exam, but for your life '. Enhancing tudcnts' awarene of the imp rtant irnpa t

L&T opportunities has on the world of work requirement will nhanc tud nts' en e f

accountability to engage (the need for enhancing tudent' awaren swill b further di 1I ed

below). The world of work requirements need to be made mol' c ntral to the H L& ultur and

content.
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The subjects reported that interest plays an important role in engagement and subsequent learning.

However, the ADC hinders students' engagement with interests. It is important that students are

encouraged to explore and pursue their interests. Not only does it impact on engagement with the

L&T content, but a good work ethic with desire, passion and drive is a requirement of the world of

work, as demonstrated in Figure 7 (page 310). Students must account for their interests when

determining their post HE pursuits.

The L&T style of staff impacts on students learning and engagement. Staff are required to be

enthusiastic, excited, charismatic, passionate and interested in order to effectively engage students.

Students have to feel accountable and perceive that they will gain from the L&T sessions in order to

attend, engage and learn. Cunnane (2012) agrees that HE staff playa key role in creating a sense of

engagement amongst students with regard to their studies.

6.3.4 A lack of awareness

As highlighted, students awareness can impact on students sense of accountability and in tum

engagement. The content below will highlight that students' awareness is lacking, which will

negatively impact on students' sense of accountability and subsequent engagement.

The factors that the alumni felt they developed that helped prepare them for the working world could be
grouped into following five themes:

Self management
(n=13)

Confidence
(n=10)

Ability to
communicate and
work with others

(n = 12)

Developed,
matured, grew as
a person (n = 13)

Foundations for
the Sports Science
world of work (n

=7)

The alumni reported that their HE experience had a positive impact on preparing them for the world

of work. It was notable that the factors that impacted on preparing the alumni for the world of work

were more dominantly related to the process of the university experience as opposed to the actual

discipline content of the SSES curriculum. Ashwin et al. (20 II) also found that personal development

was central to students gain from HE. Since employers tend to value generic skills more highly than

technical understanding, the alumni university experience will have positively helped to prepare them

in part for the requirements of employers (Harvey et al.1997). However, the alumni reported that they

only began to recognise the benefit of aspects of their HE experience and the attributes they possessed

when they started to put them into practice in the workplace. This supports the findings from Leggott

and Stapleford (2004), who demonstrated that students only become aware of the skills they

developed at university and the applicability of such skills after entering the workplace. Glover et al.
(2002) reported that students do not recognise how their experiences at university are applicable post

HE. This highlights that there needs to be an increased awareness amongst students regarding the

attributes they are developing alongside their degree courses and how they can relate and be applied
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post HE to the world of work requirements, a notion that was supported by the phase 1, 2 and 3

subjects. Understanding that their degree is operational and that they can meet the requirements of the

world of work will enhance engagement and students' confidence regarding their preparedness for

post HE. Students need to be prepared and confident about the prospect of post HE, as opposed to

unprepared and nervous (recommendations for how to enhance students' self awareness will be

summarised).

6.3.5 World of work requirements

As discussed, students need to be prepared to meet the requirements of the world of work, and it is

therefore important to make the world of work requirements central to L&T content and HE culture.

Through the alumni, staff and students involved with phases I and 2 of this research programme,

requirements of the world of work could be identified. Such requirements are presented in Figure 7

below. This research is unique because it offers an interpretation of the requirements of employers

and the world of work from the perceptions of alumni, university staff and guest lecturers, all with

experience of the reality of the world of work and an awareness of what is required to be effective and

successful from the perspectives of both employers and employees. Whilst an employer can specify

what they require, an employee can specify what is required in order to enter and succeed in the

working world.
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This research programme revealed that the SSES provides excellent, world class technical knowledge,

accounting in part for the 'Knowledge & Experience Triad' in the figure above, but the other world of

work requirements are not accounted for to the same world class standard As highlighted in the

literature review, there is an apparent 'skills gap' between the skills possessed by graduates and the

requirements of the world of work. Graduates' academic knowledge base is overemphasised, and

although a degree is a prerequisite for many careers, it is no longer a distinguishing factor in many

cases with a growing emphasis on the need for wider employability skills (Brown et al. 2003, Kay et

al. 2007). The SSES therefore needs to account for the other requirements of the world of work in

order to prepare students for their post HE lives and diminish the skills gap. In the context of the

USEM model of employability (see page 11), it appears that the SSES is accounting for the 'U'

component of the model, and that the'S, E and M' factors require addressing. The past and present

students involved in this research programme felt that students need to be given the opportunity to

gain more practical skills that relate to and develop the world of work requirements during their

degree. The evident skills gap between HE and the workplace suggests that there needs to be a closer

fit between what is taught in HE and the skills required in the economy (Browne 20 I0, Leitch 2006,

Universities UK 2006). Denholm (2011) advised that HEIs should develop their curriculums and L&T

in order to account for students' future employment needs.

In order to prepare
students for the world of
work and diminish the
apparent skills gap,

teaching, learning and
assessment (TLA) needs

to be aligned to the
requirements of the world
of work. TLA should

resemble world of work
application. Crebert et al.
(2004) underlined the

importance of embedding
the development and
assessment of generic

skills and abilities in HE.

The world of work
requirements, ethics
and cultures should
be instilled and
embedded within
the SSES and its
students, creating

an environment that
replicates the world
of work and its
components. The
UKCES (2009)

suggested that HE
learning

environment should
resemble the
workplace.

The students' university
experience will therefore

effectively train and prepare
them for the world of work.

The development and
preparation for post HE

should be equally as valued
as technical and academic

skill development. A
student's career should

begin when they enter HE,
supporting the suggestion
from Barnett (2010) and
O'Regan (2010) that HE

should be orientated around
preparation for post HE life
as opposed to preparation

for employability.

At the staff away day, the SSES director revealed that the educational aims of the SSES are:

To prepare students for employability, in a wide variety of Sport and Exercise related fields, and more general
graduate employment (and equip for post graduate study).

Such aims should be restructured to account for developing students personally and professionally in

preparation for their post HE lives. Preparing students to live prosperous post HE lives will in tum

positively impact on the economy.
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6.3.6 Post HE Preparation and Support

Embedding the world of work requirements in the SSES is not enough alone to account for adequately

preparing graduates for post HE. As demonstrated, phase 2 and 3 students reported that the SSES did

not meet their post HE preparing expectation. Furthermore, there was a lack of student engagement

with the opportunities provided, and students lacked awareness of the extent of their post HE

preparation. According to the staff in phase 2 of this research programme, preparation for post HE and

PDP was embedded within the SSES and supported by the personal tutor system. However, the phase

2 and 3 subjects reported that the personal tutor system designed to support PDP and post HE

preparation was ineffective. More needs to be done to help support students' professional

development and preparation for post HE. The HE experience can be life changing, as it is a time

when knowledge, skills, values and personality are developed (HECSU/AGCAS 2011). The

maturation and personal development that the phase 1 alumni reported experiencing at university

demonstrates that for many students, entering HE is a big step in their maturation and personal

development, and therefore support and guidance through this process would be beneficial, if not

essential. This was a notion that was supported throughout this research programme. Furthermore,

students are not used to taking responsibility within an educational setting, which impacts on their

engagement with the post HE preparing opportunities provided by the SSES. Students need support,

guidance and encouragement to help them develop the ability to take responsibility and engage with

post HE preparing opportunities. Without this ability, students will not be prepared for having to take

responsibility in the world of work. This research programme proposes that in addition to making the

world of work requirements central to the SSES L&T culture and content, it is important that students

are provided with support and guidance regarding their personal and professional development. The

personal tutor system experienced by the subjects in this research programme did not reflect the

reality of the world of work, and therefore did not prepare them for post HE. Increasing the 'toe the

line' discipline work ethic and making students feel accountable to the personal tutor system will

better prepare students for what will be required of them in the working world. Creating relationships

between staff and students that reflect relationships students face post HE will help to prepare students

for the realities of the working world. Furthermore, those involved with the implementation of the

support network must be able to meet the demands of the role by being available, approachable, and

able to provide students with the support, guidance and nurture that they require.

6.3.7 Enhancing students' awareness

Such support needs to be orientated around transparency, resulting in an enhanced student awareness.

As previously discussed, a lack of awareness can negatively impact on students' post HE preparation.

Students need to be made aware of the importance and need of preparing for post HE. As previously

discussed, the ADC means that students need to perceive a 'need' in order to engage. Students need to
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be made more aware of the reality of the working world and the fact that a degree is not the key to the

world of work. In order to enhance students' understanding of the importance of the opportunities and

advice that the SSES offer, students need to have a better understanding of the relationship between

HE and the world of work, and to be aware that the world of work requires a lot more from them than

a given degree classification. As previously discussed, the alumni demonstrated that they lacked

awareness of the attributes that they were developing and gaining whilst they were at university and

how they were applicable to the world of work. Glover et al. (2002) found that students are unaware of

the requirements of the world of work. Inmany cases, students will have gained the skills they require

for the workplace, but they need to be made aware of the skills they possess and can offer to potential

employers (Bowers-Brown and Harvey 2004, Leitch 2006). Since graduates can be at a disadvantage if

they do not understand the world of work requirements, it is important to make steps towards

enhancing students' awareness of such requirements (Brewer 2009). There needs to be an increased

awareness of the general as opposed to discipline specific impact the HE experience has on preparing

students for their post HE lives. HE should be aware of the importance of developing non-discipline

specific world of work requirements. Students need to be informed and made aware of how curriculum

interventions and the learning and development they are undergoing at HE relates to the world of work

requirements. The need to increase students' awareness of the value of curriculum interventions and

the world of work preparing attributes that are being gained and developed whilst at university

supports recommendations from Bowers-Brown and Harvey (2004), Brewer (2009), Leitch (2006),

Yorke and Knight (2006). As suggested by GEES (2008), the links between the classroom and the

workplace need to be made evident. GEES (2008) highlighted that much of the teaching in HE is

relevant to the workplace, but students are not always made aware of it. This notion was exemplified

by the alumni involved in phase 1 of this research programme, who only became aware of the

attributes they had developed at university when they started to apply them in the work place.

Research reported in the Burgess (2007) review found that employers were concerned by graduates'

inability to articulate their experience and achievements and relate them to the job role in question.

The HEA (2006) advised that there should be a focus on students' ability to communicate with

employers the professional and personal employability aspects that have developed as a result of their

HE experience. Making students aware of the world of work requirements they are being equipped

with will result in students being able to enter the world of work with the requirements employers'

need, the ability to market themselves during job application processes, and the ability to apply such

requirements in the workplace (Burgess 2007). As stated by Yorke (2006), HE can facilitate the

development of students' awareness of the understanding. skills and attributes that will help them have

successful careers. Students need to be engaged with an effective support network to help them

understand and become aware of the learning and development process they are undergoing, and how

that relates to the world of work requirements. When the alumni were discussing the impact HE had on

preparing them for the world of work, they gave very little mention to the Sports Science discipline
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content, and referred more to the general world of work requirements (for example, communication,
confidence, self management). Students therefore need to understand that their degree prepares them
for the world of work in general and not just the Sports Science discipline specific world. Informing
students how their learning relates to the world of work requirements will help to counteract the ADC
and enhance students' sense of accountability to engage. The SSES needs to be more transparent and
open about the benefits of all employability related opportunities being provided. Students need to be
focused and made aware of the importance of the opportunities, advice and recommendations provided
to them, in order to identify a 'need' to engage. This research programme suggests that HErs should
focus on the development of the 'M' component of the USEM employability model (see page 11).

That being, students' self awareness regarding their learning and ability to reflect on their learning.

6.3.8 Accounting for students post HE aspirations

Alongside enhancing awareness, students need to be supported and guided through the process of
determining and appropriately preparing for their post HE aspirations. This process should involve
gaining an awareness of the wide range of post HE opportunities that are available, and consider how
such options suit students' individual needs. In phase 2 part 1 of this research programme, the SSES
staff advised students to consider post HE options in relation to themselves. The students however did
not know where to start looking at options, and had difficulty deciding which options were best for
them As demonstrated by the phase 1 alumni, Sports Science graduates end up in a variety of
different jobs. Only four out of the seventeen alumni were working in the Sports Science industry at
the time of interviewing (Table 3, page 33). There needs to be an increased awareness amongst
students regarding the wide range of post HE options that are available to SSES graduates, and the
fact that not all SSES graduates end up working in the Sports Science industry. Due to the wide range
of post HE options available to Sports Science graduates, the SSES needs to make students aware of
all the potential post HE avenues. Since students are orientated to pursue their degrees and post HE
preparations in different ways, HEIs need to ensure that they meet the needs of the broader student
population (Barrie 2007, O'Regan 2009). Students should be supported to determine post HE goals to
work towards. Such preparation and support is required from pre-application to ensure that students
make the right choices to suit their needs, and are aware of the reality and outcome of their course. As
part of the support network, the SSES needs to guide and prepare students towards post HE options
that are relevant to their individual needs, skills and interests. Students should be encouraged to
pursue options that they feel passionate and motivated about, in order to account for the 'good work
ethic' world of work requirement (see Figure 7, page 310). Such support can guide students through

the experience of deciding what direction they want their post HE lives to go in and how they can
achieve that. Due to the competitive nature of the graduate job market, graduates require something
'extra', over and above their academic qualifications (Green 2009). The opportunity to undertake a

broad range of additional opportunities alongside the degree course should therefore be embedded
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into the SSES. Students should take steps towards gaining the requirements for their desired post HE

options, for example, experience, additional qualifications and courses. A student's time at university

should be aligned to their post HE aspirations. This will result in students leaving university prepared

and in a position to pursue their post HE aspirations. In phase 2 of this research programme, the staff

highlighted to students the importance of gaining experience for world of work preparation.

According to phase 1, 2 and 3 of this research programme, experience helps to prepare students for

the world of work by enhancing their ability to compete in the graduate job market; provide students

with opportunities to network; develop contacts and trial potential job ideas; increase students'

awareness of the range of post HE options and the world of work requirements; develop world of

work requirements and determine the best post HE goals to suit their needs. Gaining insight into and

trailing potential job roles helps students to develop post HE aspirations. With an increase in

aspirations comes an increase in accountability, which in turn leads to an increase in engagement with

L&T opportunities. These advantages of experience expand on the benefits of experience highlighted

in the literature review (page 7). The phase 1 and 3 subjects even stated that it is essential that

students gain world of work experience in order to be prepared for the world of work. As highlighted

in the literature review, a lack of work experience is a key barrier in the gaining of employment

(Wilson 2012). High Fliers (2012) revealed that 52% of employers reported not considering graduates

unless they had gained relevant work experience. Furthermore, 36% of graduate vacancies in 2012

will be filled by graduates who have previously worked with the organisations in question (High

Fliers 2012). Despite encouragement from staff, students in phase 2 reported that they did not engage

with experience. Students reported that they 'did not know where to start', and that a lack of

confidence and accountability prevented them engaging with work experience. Students' lack of

confidence adds further eredence to the need for focusing on the 'E' component of the USEM model.

Students needed more support and encouragement to help them gain experience and insight into the

world of work requirements and potential post HE options. They need more insight into experience

options and how to engage with work experience. Students can be made to feel more accountable by

gaining insight into the reality of the world of work, what employers want, and the importance of

experience. According to Graduate Prospects (2011) and GEES (2008) the importance and benefits of

engaging with work experience needs to be highlighted to HE students.

t Emphasis
on gaining

work
experience + t Awareness

of importance
of experience -- tAccountability

The phase 2 and phase 3 subjects reported that the gaining of experience through SSES conducted

placements can positively impact on learning and world of work preparation. The subjects gained from

the placement application process, their technical knowledge was enhanced, they developed

confidence, and appreciated being able to sample career ideas amongst other things. However, a
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number of phase 1,2 and 3 past and present students reported that their placements did not meet their
expectations and could be improved. According to the subjects, students need to spend more time on
placements. Students should have more opportunities to gain experience and insight into the world of
work, sample different post HE options and learn from their experiences. Ways of incorporating more
placement and experience could involve shadowing, informational interviewing, making time for
block placements, and incorporating placements throughout the three years of the degree programme.
The subjects reported a lack of engagement with their placement providers and a lack of challenging
tasks. Students should have more responsibility within their placements. Placement experiences should
be meaningful and have a purpose in which the relationship between the students and the placement

provider reflects the true 'employer-employee' reality of the world of work. Since the subjects
reported a conflict for time, placements should be conducted at an appropriate time during the degree
course, so that it does not interfere with other L&T. Regarding placement preparation, more
information, time and guidance is required to allow students to make an informed placement choice
based on their needs. Subjects stated that there needs to be an increased range of placements options to
reflect the reality of the world of work and the range of individual post HE needs and aspirations of
students. This will increase students' awareness of the wide range of post HE options available to
them. There also needs to be an increased awareness among students regarding the reality of the world
of work, including the Sports Science sector. Students need to know what post HE options are
achievable. The importance of interest should be considered when assigning students to placements,
since students will engage more and provide a better service if interested. Students' contacts could be
utilised to set up placement opportunities. Not only will this increase the placement opportunities and
develop students' contacts, but it will engage students more in the placement process, enhancing
ownership, accountability and engagement.

6.4 Recommendations in actiop

This research programme proposes that a support network and the world of work requirements and
realities need to be embedded within the SSES. Figures 8 and 9 demonstrate some examples of how
the world of work requirements can be embedded into the SSES culture and curriculum. Figure 7
presents the role of curriculum design and assessment in developing the world of work requirements.
Figure 8 demonstrates how the support network can support and develop the world of work
requirements throughout the duration of the degree programme. The suggestions for methods of
assessing and supporting the development of the world of work requirements are a synthesis of the

findings from phases 1, 2 and 3 of this research programme, alongside suggestions from the

researcher that are the product of her engagement with this research programme. Suggestions that
have collated from the research programme are tagged with the page number that relates to the origin

of the recommendation. Figure 8 built on the figure which was presented at the end of phase 2 on

page 220, which summarises the post HE preparing assessment orientated recommendation that were
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made by the students and staff involved with phase 2 of this research programme. It should be noted

that the recommendations included in Figures 8 and 9 are just some examples of ways that students

can be better supported and prepared for their post HE lives. The recommendations are suggestions

and are by no means conclusive or exhaustive.

NB: Figures 7,8 and 9 can also be found in appendix 36.
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Guidelines for post HE preparing assessment have been synthesised from phases I, 2 and 3 of this

research programme and are presented below. Due to the assessment driven nature of students,

assessments need to be effectively aligned to the intended learning outcomes and the realities and

requirements of the world of work in order to effectively prepare students for post HE. Students need

to be fully informed and understanding about the benefits of engaging with any given curriculum

intervention in order to engage and gain from the totality of the experience and its intended benefits.

It would be more appropriate to verbalise complexities, or 'wicked competencies', as opposed to

presenting and assessing them in a written form. Assessment that makes students feel accountable

enhances engagement and learning. Examples of accountable assessment referred to by the phase 2

and 3 subjects include presentations, group work and observations. The realities and requirements of

the world of work need to be better aligned to assessment, in order to effectively prepare students. For

example, group work needs to better reflect the reality of group work in the world of work, and

presentations need to reflect presentations in the world of work. Assessment must prepare students for

the world of work, not for passing exams. Evaluative feedback is a good way to assess, develop and

prepare students for the world of work, by increasing students' awareness of what they did well and

what they need to work on. This will effectively develop students' ability to self assess and identify

what they have learnt, which will in tum prepare students for post HE and lifelong learning.

Reflective practice assessment recommendations have been created and are presented on page 209.

Figure 9 below demonstrates how the support network can support and develop the world of work

requirements throughout the duration of the degree programme.
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6.5 Recommendations for further research

An obvious limitation related to this research programme is the small sample size that was involved.

Whilst qualitative research methods create in depth, detailed information about the sample and the

situations studied, it lacks generalisability (patton 2002). However, as stated by Smith and Fletcher

(200 I), qualitative research will not provide representative samples, but it will provide a representative

reflection of the range of perceptions regarding the phenomenon in question. The apparent complexity

of the findings from this research programme represents the need for doing qualitative, in depth

research regarding the concept of employability and preparing students for post HE. Quantitative

research masks the diversity of the student experience (Brennan et al. 2005), and does not do justice to

the complexity ofthe issues being addressed. This research programme therefore challenges the use of

positivist methodology research designs in relation to the concept of employability and preparing

students for post HE, supporting the fmdings and subsequent recommendations of O'Regan (2009).

Despite this, there is the potential to build on this research programme by triangulating its findings

with the large pool of related quantitatively gathered data that exists both within the SSES and

nationally (e.g. the internal SSES student evaluation questionnaires, the Centre for Excellence in

Teaching and Learning (CETL) questionnaires, and National Student Survey data). There is also other

data that has been collected within the SSES as part of the CETL and as general L&T research that

could be involved in triangulation. For example, CETL sabbaticals were conducted by two members of

SSES staff. Such triangulation will build on and supplement understanding. Due to the small sample

size involved in this research programme, further research could involve an investigation of the

perceptions of a larger sample range regarding the phenomenon in question. Since the research

programme only focused on the SSES, further research could involve applying the same research

protocol to evaluate the post HE preparing opportunities provided by different degree courses,

different disciplines, and different HEIs. This research programme involved gaining insight into the

post HE advice and recommendations of staff, including SSES staff, university careers staff, and guest

lecturers. Further research could involve interviewing such staff regarding their perceptions of the

concept of employability and preparing students for post HE. Interviewing SSES staff regarding their

perceptions and intentions of the post HE preparing opportunities that are being provided to students

will further explore the dissonance between the opportunities provided by the SSES and students t

engagement. SSES staff could be interviewed regarding the employability phenomenon alongside their

perceived role and ability to prepare students for the world of work. This will identify any issues and

needs that require addressing amongst the staff. Guest lecturers and other employees and employers

could be interviewed in order to further explore the requirements of the world of work. Since, the

ethnography phase of this research programme focused on the L&T culture of SSES students,

ethnographic research could be conducted within the world of work in order to explore what is

required of HE graduates.
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It would be of interest to implement, monitor and evaluate the recommendations from this research

programme. For example, the proposed support network, the world of work requirements curriculum,

and opportunities to engage with post HE preparing opportunities could be implemented, with

students' perceptions of such interventions monitored via interviews and focus groups. Students post

HE preparation could be determined by assessing students' ease of transition from HE into the world

of work by assessing students' satisfaction, perceptions of post HE preparedness and direction both

prior to course completion and at appropriate time points post graduation. It would be of interest to

research the implementation of the experience, placement and reflective practice assessment

recommendations, in order to evaluate such recommendations and determine how best to incorporate

the gaining of experience alongside degree courses.

During this research programme, the researcher felt that pursuing students' learning styles in relation

to post HE would be fruitful. However, the vast data set that resulted from this research programme

meant that not all points of interest that arose from the data could be pursued. The researcher

recommends that further research utilises Dweck's (2000) work on self-theories and Meyer and Land's

(Flanagan 2012, Meyer et al. 2010) work on threshold concepts to identify mindsets and learning

styles in relation to intelligence that may negatively impact on students' personal development and

post HE preparation, and utilise the recommended support network to develop students' accordingly.

Such research could further explore how to overcome the apparent ADC that exists within HE. The

researcher also felt that L&T methods for personal development and post HE preparation could be

further explored. In particular, the researcher felt that the assessment and feedback work by Sadler

(2009,2010, 2010A), Nichol (2010,2011), Boud (2000) and Price (2012) could be utilised to build on

the findings of this research programme, and further explore how to prepare students' for post HE.

This research programme recommends that policy and good practice sharing within courses and

between HEIs should take place on a more precedential level in order to encourage student

engagement with the L&T interventions and opportunities provided. As demonstrated within this

research programme, students made reference to examples of good practice from other courses and

HEIs that they would have liked been engaged with as part of their own course (see page 132 for

examples). As noted by Kay et al. (2007) students know how they want to be taught, and have ideas

for how to improve and enhance learning. Further research could collate students' examples of good

practice from different courses and HEIs, in order to create good practice L&T curriculum

recommendations that can be shared within the HE sector to create courses that promote student

engagement, learning and post HE preparation.

On a final note, the researcher recommends that any changes that result from this or any other research

involving students' perceptions of their HE experience is fed back to students. Since students are

central to the HE system, it is important to make students aware that they are actively involved in their
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HE experience, and that their voice is being heard.

6.6 Conclusions

This research programme aimed to identify what more can be done to prepare students for the world of

work requirements and diminish the apparent skills gap that exists between HE graduates and the

world of work. This research programme demonstrated that students enter university with differing

needs, but in general envisage that HE will develop them personally and result in them feeling more

prepared for their lives post HE. HEls need to ensure that they meet the individual post HE preparing

needs of students (Barrie 2007, O'Regan 2009). Understanding the individual needs of students and

providing them accordingly with the post HE preparing nurture and support that they require will

result in them being better prepared to meet the requirements of the working world, which will in turn

lead to a more skilled workforce that can enhance the economy and society. Such support needs to be

orientated around transparency, resulting in enhanced student awareness. Students need to be engaged

with an effective support network that is transparent regarding:

The competitive reality of the world of work.

The reality and outcome of their degree.

The world of work requirements.

How curriculum interventions are preparing students for the world of work reality and

requirements.

Alongside enhancing awareness, students need to be supported and guided through the process of

determining and appropriately preparing for their post HE aspirations. This process should involve:

Gaining an awareness of the wide range of post HE opportunities that are available, and

considering how such options suit students' individual needs.

Gaining experience and sampling potential post HE options.

In order to better prepare students for post HE and diminish the apparent skills gap that exists between

the skills graduates posses and the requirements of the world of work, there needs to be a closer fit

between what is taught in HE and the skills required in the economy. The world of work requirements

need to be made more central to HE L&T culture and content. A student's university experience

should effectively train them for post HE and the world of work. In essence, a students' HE experience

should be:

UA bit like a rocket-powered aircraft being lifted by a conventional one up into the stratosphere so
that it can maximise its performance at altitude without a prohibitive expenditure of fuel to gel there"

(Yorke 2006).
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