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Abstract

As a Doctorate in Professional Practice, this thesis documents my personal, professional
and academic development, within the field of social work education. | reflect on the
current ontext of social work education; underpinning educational theory, research
approaches and my educational practice, to find methods which are congruent with my
social work values. My learning is informed by the research component of this thesis.
Thiswascoducted as a unitary appthenan ati ve ir
wholenessand unignee s s 0 ( Cowl i ng 2004a, p202). The
social work education on five people within the context of their lives. The findings,
presented as a uniteappreciative profile (Cowling 2004b), highlight changes to the
participantghemselves, their relationships ivthers and the way they vidie world
Participants talked of fAseeing oppressi ol
value base, deloping different or broader perspectives, being more knowledgeable and
recognising the influence of their upbringing, background and culture on the views and
beliefs they held. They reflected on learning from a wide range of experiences outside

of the chssroom and the influence of these on their social work practice and their

personal and professional development.

As a researcher and a social work educator, the findings opened my eyes to the extent to
which qualifying social work education could beslihanging. It led me to consider

how this impact could be acknowledged more explicitly within social work education

and utilised to enhance the experience for students as well as for the outcomes of the
profession. This has led to an increased emphasmsyiown practice, on fostering

criticality, reflexivity, curiosity and resilience, to enable learners to respond to the ever
changing nature of social work practice. These are explored in the practice development
component of this thesis and through tkgelopment of a new model of practice

learning.
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Introduction to the thesis

This thesis documents my doctoral studies concerning the student experience and the
impact of social work educati onr.Gomducked per s
as a unitary appreciative inquiry, the styght to illuminate the impact of social

work education on the whole person (notpusg pect s of a personos
asstudent or socialorker). The findings identified significanimpactof social work
education on studentsemselves, their relationships with others and the way they

viewed the worldAs a researcher and a social work educator the experience opened my
eyes to the extent to which qualifying social work educatiomddoe life changing. It

led me to consider how this impact could be acknowledged more explicitly within social
work education and utilised to enhance the experience for students as well as for the
outcomes of the profession. Insight gained throughouptiisess provided many

catalysts for my own critical reflection and subsequent personal and professional
development. These distinct areas and the connections between them are explored

within this thesis.

Bourner et al (2001) make a clear distinction kestwa Doctorate in Professional

Practice and the more traditional PhD;

The PhD is concerned with making a contribution to theory per se whereas the
Professional Doctorate is concerned with making resdaashd contribution to
practice (2001, p.75)

My own aim for this doctoral study was to develop my practice as a social work
educator and researcher and to contribute new knowledge to the field of social work

education. As such, this thesis explores the links between:

1 the current context of social workgmtice and education
educational theory and the learning process
knowledge, understanding and insight gained from the research inquiry into the
experience of qualifying social work education
my own developing practice as a researcher, academic and educator

contributions made to the practice of social work educajenerally.
15



There are four components of a Doctorate in Professional Practice at Bournemouth
University (Doctorate in Professional Practice handbook 2004, p.19):

Reviewing the literature
Conducing a research inquiry
Developing an area of practice

P 0w dh P

Providing a personal narrative

Whilst these elements are addressed throughout this thesis, they each provide the
primary focus of parts one, two and three respectively. A personal narrative is
incorpaated into each section with final reflections regarding the overall impact on me
in chapter twelve. Reflective components are fundamental to Doctorates in Professional
Practice (Doncaster and Thorne 2000). | have incorporated perstiealions drawing

on both practice wisdom and formal knowledig® the discourse throughout. The aim

is to provide aritical reflective analysis of the social work education context,

educational theoriesesearch method and findingisd to ascertain their relevance to

this study and to my own personal and professional development.

Focus on values

In seeking ways of developing my professional practice | wanted to stay true to my
personal and professional values as a social worker. These guided my social work
practice ad my transition into academia and professional education in 2005. | wanted
to identify ways that my role as educator could be enhanced but also to guide my

decisions regarding the development of my role as a researcher.

In the UK, social work professiohealues are identified within the National
Occupational Standards for Social Work (TOPSS 2002, praf)the Code of Practice
(GSCC 2004)as the need to have:

1 Awareness of your own values, prejudices, ethical dilemmas and conflicts of
interest and theimplications on your practice

1 Respect for, and the promotion eaich person as an individusdgdependence
and quality of life for individuals, whilst ptecting them from harndignity and

privacy of individuals, families, ¢ars, groups and communities
16



1T Recognise and facilitate each personao:
communication of their choice

1 Value, recognise and respect the diversity, expertise and experience of
individuals, families, cars, groups and communities

1 Maintain the trust and confidemof individuals, families, carers, groups and
communities by communicating in an open,uaate and understandable way

1 Understand and make use of strategies to challenge discrimination, disadvantage

and other forms of inequality and injustice

Fundamentdy, my approach to research inquiry and developing educational models is
guided by the belief that a person is best understood within the context of their lives and
that they are their own best expert. For
experiences in the context of their lives outside the classroom. The notion that a
persondbs experience cannot be understood
Rogers (1990) and her belief in the irreducible nature of human beings. This concept
underpinghe unitary appreciative approach to this research inquiry (Cowling 2001;

2004a, 204b, 20052010and Kemp 2004; Talley 2004; Cox 2004, Talley et al 2005;
Alligood 2008; Rushing 200&Repede 200and Cowling and Repede 2010). Unitary
appreciative inquiryiews the person as pata greater whole; a concept which is

explored in part two. It forms the basis of this thesis whrgsupposes that to

understand a person and their experience, it is necessary to view them within the context
of the world aroundhem. This concept will be explored in part one in relation to
educational theory and the i mpact of soci

drawing conclusions for my own practice and for social work education generally.

There are a number ofdtors explored in this thesis which demonstrate the congruence
between my values and the various elements of this doctoral study. These are in relation
to the research process itself as well as the insight, understanding and knowledge which
can be generatethrough a unitary appreciative inquiry which can then inform social

work practice and education. These can be summarised as follows:

1 Unitary appreciative inquirgeeks to gain rich and deep insight, understanding

and knowledgdérom the person themselvefa particular experience or context

17



1 It reflects antioppressive principles as participants are recognised as the expert
of their own experience anawer is shared through participatory and
appreciative approaches

1 Participants are enabled to expressrbelves in creative ways, respecting their
choice of language and forms of expression

1 The emancipatory objectives of a unitary appreciative ingngble the
participants to benefit déctly from the research process. Theysangported to
express, analgsand reflect on their experience and to make chanigesiw
could improve their lives

1 Insight, understanding and knowledge generated by a unitary appreciative
inquiry can be disseminated using a variety of creative forms making it
accessible to a wider aletice

1 Insight gained from the presentation of research findings can provide a catalyst

from which others can reflect, analyse and evaluate practice.

Personal and professional development

The social work values identified including the premise that a pe&ao be best
understood within the context of their lives is also reflected in the goal of a Doctorate in
Professional Practice to achieve personal as well as professional and academic
development (Doncaster and Thorne 2000; Bourner et al 2001; LesteiSt@phenson

et al 2006 Wellington and Sikes 2006\cknowledging the impact of the doctoral

process on me within the context of my life will form part of the personal narrative and

the final chapter.

Thesis structure

Part one: context

Consideration igiiven in part one as to how social work values inform the current

context of social work practice and education. Particular focus is placed on the use of

self and the need for practitioners and students to demonstrate professional values and
to exercise pfessional judgment, reflexivity and criticality. Literature is drawn on

which shows that despite the demand, these skills and values are not always achieved by
students engaged in qualifying social work education. Drawing on adult education
literature ad research such as the pedagogical approaches of Paul Friere, Carl Rogers,

Malcolm Knowles and Jacques Mezirow, the use of self in the learning process is
18



explored and methods of achieving this more effectively are considered. Chapters

within part one sugegst that the emphasis in social work education on enabling students
to align their values and beliefs with those of the profession could be met by approaches
based on transformative learning theory. Using current literature | seek to identify how
such chages can be fostered within educational settings by encouraging processes of
self discovery and supporting learners to seek an understanding of the world around
them and the situations they encounter.

Whilst identifying well established educational appreecfor fostering transformative
learning and enabling students to question their own values and beliefs to develop ones
which are more inclusive and open to the views of others, part one also seeks to identify
the gaps within the literature. There is véitye evidence or consideration, for example,

of the impact of transformative learning and changes to values and beliefs on the learner
themselves and their lives. By identifying the shortfalls of current literature, | was able

to identify emerging queisins for consideration within this doctoral study such as the

impact of these changes on students.

Part two: research

Part two documents the research inquiry which sought to explore this impact. Based on
the view that a person is their own best expedok the approach that developing

insight, awareness and knowledge of a particular context should start with the person
with firsthand experience. This is demonstrated within part two by seeking to
understand the experience of students of social work #do@and the impact it has had

on their lives. Research processes from choosing a guiding methodology through to

interpreting the findings are explored within these chapters.

Part three: practice

Ways that the learning generated from parts one and tweoihBormed my practice and
contributed new knowledge to the field of social work education are explored within
part three, as is the impact of the doctoral process on me as a whole. This includes a
practice development project where my learning inforrheddevelopment of a new
model of practice learning within my own social work programme and consideration of
how this can inform current demands of social work education. Particular links are

made to the new proposed Professional Capabilities Framewatdiat work (Social
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Work Reform Board 2010) and how the model of practice learning could meet the

reform boardds proposal of 30 days skill

Aims

The aims of the research inquiry therefore are:

1 To illuminate the unique experiences of studattial workers in relation to the
Impact that social work education has had on their whole selves, their beliefs,
values and behaviouto inform the development of social work practice and

education.

1 To develop a model of fostering deep learning, transftional learning and
critical reflection througlthe use of creative media such as storytelling, drawing
or photography as forms of both expression and analysis of experience and

learning.

Objectives
The objectives by which these aims will be met are:

1 To listen to studesbviews, perspectives and experiences of undertaking social
work education

1 To develop a unitary appreciative profile (Cowling 2005) of the person which
seeks to represent their experience of social work education and the impact on
their whole selves (not just as students or social workers)

1 To develop four types of knowledgs is the aim of UAlexperiential,
presentationapropositional and practical as defined by Heron (196
these experiences

1 Tocritically reflect on the impacof social work education on the person &mal
relevance andnplications for social worlpractice social work education and
education generally

1 To utilise, evaluate and reflect on the effectiveness of using creative media to

facilitate expression andalysis of experience within social work education.

20



Purposeof the literature review

There are many published texts offering guidance on how to construct and present a
literature review at Doctoral level. While they suggest differences in content éend sty

many emphasise the importance of identifying its purpose and what it is that the review
seeks to demonstrate or achieve (Hart 19
Berg 2007). It is recognised that it is likely to accomplish several purpGsesiell

2009).

The purpose of reviewing the literature within this thesis is:

To set the scene
To identify the underpinning theoretical context

1 Toidentify gaps in the literature and the emerging questions which warrant
further exploration

1 To identifythe focus of my own research study and the contribution of new and
original knowledge in response to these gaps and questions

1 To justify my choice of method
To identify links between the literature, the research study and my own
professional practice assacial work educator

1 To analyse the research findings and conclusions in the context of existing

knowledge

More implicit within this is the purpose of the review to establish my own credibility by
demonstrating my knowledge base, understanding and instgtthe topic and its
current issues (Hart 1998; Wolcott 2001;

According to ObLeary (2004, p.66), Iliter:
enlightens; it generates ideas, helps form significant questions and is ingabLimé¢he
process of research designo. Di scussions
reflect this process. They provide an account of my own process of discovery and

learning and identify the significant questions which emerged at ez Sritical

analysis within subsequent chapters is informed by these questions.

Literature is incorporated throughout this research thesis as opposed to just one stand
alone chapter (Wolcott 2001; Creswell 2009; Costley et al 2010). This is to better
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ensure a synthesis, analysis and critique of wider knowledge that is situated within the
context of this study (Wolcott 2001). The multiple purposes of the literature review, as
identified above, are addressed throughout this thesis in what Wolcott (ZDOL1, p

describes as a 6when and as needed basi s

Whilst entitled a literature review, it includes sources other than literature (Hart 2001;
O6Leary 2004; Potter 2006; C-bbd)tsuggegtstiet al

use of:

Electronic sources

Journal articles (professional and academic)

Conference papers

Books including teaching texts

Dictionaries

Ot her studentsd dissertations and the:
Government documents

Statistics

=4 =4 A4 A4 A4 A4 -4 A5 -2

People and networks

Costley et al (2010) suggest that work based resehozhdsinclude more

professionally based knowledge and information such as policy documents. These are
all drawn upon within this thesis in meeting the above aims. A critical review of the
literature is also achieved by providing a reflective analysiseoinformation reviewed

and by relating it and applying it to practice (Costley et al 2010). It seeks to respond to

questions emerging from the literature and other sources being explored.

Search terms

To ensure rigour and a coherent synthesis of res¢a@i® Doc hart ai gh 200 2
2006; Creswell 2009; Fink 2010), background reseaahundertakeaon this range of
topicsusinga number obnline databases such as Academic Search Premier, ASSIA,

British Nursing Index, Capacity Builder, CINAHL, Cochran®sEo ejs, Ingenta, IBSS

and Social work abstracts in addition to using Google scholar and library catalogues.
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Search termsaried for each topic being explored and weygeated anhtervals

between 2007 and JuRD11.In relation to the social work edaiton context (chapter

one)l drew on my own knowledge and practice wisdom and that of other people and
networks as a basis from which to explore current issues in more depth. | accessed
journals, books, legislation and government guidance, independeiriesgand

reviews; and social work organisation websites such as the General Social Care Council
to identify current issues and their implications for social work education in England

and the rest of the UK. | accessed international literature for swork| health and

social care professions from which to explore and reflect on the issues being raised such

as the focus on critical reflection and use of self within social work education.

The chapters on educational theory (chapters two and threejticulaa the chapter on
transformative learning theory draw predominantly on journal articles, conference

papers and bookSearch termssing the above range of databases and library

catalogues, focuss@shvariouscombn at i ons of eacrhexampleeor i st o
Freire, Rogers, Knowles and Mezirow; other key authors emerging from the literature,

for example, Taylor and Cranton; theoretical terms, for example, transformative

learning theory, andragogy and humanist theangl general search terms sucls@sal

work educational theorydult educational theory amehole peson education

The aim was to seek answers to the questions which had emerged from the exploration

of the social work context in relation to teaching values within social work edocati

Using advanced searches within each database, | used a combination of one word,
keyword and phrase searches (ObébLeary 200:
results in each area. | also searched directly for articles identified within thenade

lists of the literature | had accessed.

Due to hundredsf results being generatég some of the searchdbke search terms

were restricted to literature written in English which focussed on teaching and learning
within formal educational settingsich as universities, primarily although not

exclusively involving social work education. Selections were made from work produced
within the last ten yeansith the exception of seminal work by the authors themselves

and related textehich were sometimesider.
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Chapters in part two of the thesis focus on the research study itself (method, findings

and discussion). A range of journals, conference papers and books were drawn on in
addition to other studentsd thewssly. The
described but relied more heavily on identifying journal articles identified by other

authors who had used or referred to the approach and methods being used. This ensured
access to all of the current, published studies using unitary appreaiaivg/ up until

the time of writing. In relation to research design, such as the process of conducting a
literature review or the consideration of ethical issues, a range of texts and journal

articles were accessed from which to explore the issues reteviduns study.

Chapters in part three of the thesis, focus on the development of professional practice.
These draw on all of the literature and sources already identified and the discussions and
analysis within the thesis so far. Further searches thhereconducted to explore the
implications of emerging questions and themes in relation to my own personal and
professional development and to social work education generally. Similar processes

were used to those described above.
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Part one: context

Chapter one: Social work education: context and issues

When exploring the student experience within social work education it is important to
provide the context in which the discussion is based. Chapter one aims to explore my
perception and practice wisdom tewiewing relevant research, literature and policies. |
do this first through a process of scene setting; offering a brief historical overview of
social work education and an analysis of recent policy changes and guidance affecting
social work educatiomiEngland. A key focus for the research study and subsequent
practice development are social work values. In this chapter, | consider research and
literature which explores the impact of social work education on student lives to
demonstrate the emphasiaged on the importance of personal and professional values
and on the use of self.

Social work and social work education within the UK has experienced a significant
overhaul in recent years and is still in a state of transition. | have experienced this
firsthand as a student when completing my own qualifying education, subsequently as a
social work practitioner and educator when supporting students within placement
environments and as a lecturer in social work since 2005. My perception of these
changesd that as a profession, we make more demands on students with regards to
knowledge, skills and values and their use of self than ever before. This however is at a
time when social work educators are struggling to offer as much direct, face to face and
individual contact time due to increased cohort sizes and other de(Qauiser 2010).
Whilst demands of the profession are increasing due to diminishing resources and
higher demands for social work services; the number of social workers being employed
is diminishing. This inevitably places increased pressure on the existing workforce and

for newly qualified social workers entering the profession.

In my own experience as a lecturer, our undergraduate cohort has doubled from
approximately 25 in 2006 to betwe®f and 60 in 2009, 2010 and 2011. This is a
nationaltrend The Department of Healthés review
published in 2008, reported a 38% increase in enrolments since the introduction of the

new degree in 2003 (King3ollege and_ondon Social Care Workforce Research Unit
25



2008). The General Social Care Council reports a continuing trend in this area with a
5% rise in cohort sizes between 2008 and 2009 with fewer students failing to complete
(GSCC 2009)This has been as a resoltincreased promotion and publicity which

perhaps no longer reflects the demands of the profession. Larger cohorts however have
led to demands on social work educators to adapt their style of teaching and learning to

accommodate increased numbers.

My concern in relation to this study is whether individual students and their needs are
being lost within this process at a time when they perhaps need the support to adapt to
the challenges of the course and the profession more than ever. This concern will be
explored throughout this thesis when considering the impact of social work education

on students and the implications for social work educators.

History of social work education

It is perhaps useful to provide a brief histaryorder to establish theuorent issues and
context in relation to the role of self and professional values in contemporary social
work practice and educatiofihe International Association of Schools of Social Work
and thelnternational Federation of Social Workéos example, vao agreed on the
international definition of social work, identify that the profession grew out of
humanitarian and democratic ideals and that human rights and social justice are the

motivation for social work action (2001).

Value driven practice is evidehistorically within both social work practice and

education over the past 100 years in the UK. The role of social work was initially the
domain of charitable organisations and unpaid women workers striving for social
change (Thompson 2009). Accordinghe records collated by Davis (2008) of the first
course in the UK for social workers established at Birmingham University, lectures in
the early 1900s focussed on the British Constitution, legislation, policies and the justice
and education systems forange of social and welfare workers. In 1928 a practice
element was introduced which paved the way for the curriculum in place today across
the UK and most of the world. Emphasis is now on professional competence and the
integration of knowledge and pram, such as legislation, social policy, methods of

intervention and an understanding of society and the individual.
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Lymbery (2005) identifieshe origins of social work practice dating back to the early
19" century as havinthree interconnected strarsd individual casework; social
administration and social action, the balance of which is reflected in the policy
directives of the time and in the curricular for social work education. Casework
involved responding to individual circumstances such as fesniiti need and saw the
emergence of theories to ascertain a common base for social work and philanthropic
practice (Lymbery 2005). Casewor k became
of World War Il warranted the need for trained and salaried seoikMers. According

to Davis (2008), it was the Younghusband report in 1947 that identified the need to
establish a research base for the profession along with national standards for training
and a general social work award as opposed to specialist roatesbetween

practitioners and researchers were created.

The social work role at the time (|l ate 1
the welfare state and led to an emphasis on what Lymbery (2005) describes as the social
administration rte which included interventions to relieve poverty. The concept of
eligibility was introduced for support and services and the need to develop evidenced
based theories which provided consistency in deciding who was eligible for what.

Davi so6 ( 2 0d e history & sowidl veovk education at Birmingham

University appears to reflect this change as it documents the introduction of degrees in
social administration at around this time. The social administration role retains its
dominance in contemporaspcial work practice (Morley 2008; Lay and McGuire

2010; Mackay and Woodward 2010). Emphasis is on arranging services where the
allocation of resources is based on those assessed as most in need as opposed to
everyone in need. Work is characterised bgsttiles regarding what work is

conducted with whom, how and by when. This can undermine professional autonomy as
emphasised by Munro (2011) and create dissonance for social workers seeking to work
within the values said to define the profession which tershoice, rights and quality

of life for everyone. These issues are explored later within this chapter.

In 1962, the National Certificate in Social Work was introduced (Davis 2008) but this
ran alongside a range of other courses for people workingwtiit social work field.
With the aim of standardising social work education, two awards were introduced in the

early 19706s: the Certificate in Soci al !
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workersand the Certificate of Qualification in Sociéork (CQSW) for others. This
sought to provide standardised routes to social work qualification. Both were replaced
in 1994 with the Diploma in Social Work (DipSW) which in turn was replaced in 2003
in England and 2004 in Scotland with the current saetak degree (with

undergraduate and post graduate routes).

Social action is the third of Lymberd(2005) strands of social work. This formalised

the concept of a professional value basdte social work profession. Social action

was based on communyibriented approaches to social work and beliefs that the more
privileged in society should help the less privilegeginbely argueghat it was an

aspect thawvhilst evident since the ¥&entury was strongest in the
the rise otheradcal social workmovement. @tical of the traditional soei work role

of social control, the movement argued that social work should be about improving
people's livesinot only by helping individuals and families but alsostiyving for

structural chang §Radical Social Virk 2011 p.1).

The 19600s also saw a return in emphasis
interventions, influenced by the prominence of psydiisamictheory Cowburn et al
2000).Both have been sidelinéd recent years undéne dominance of the social
administration role reinforced by legislation such as the NHS and Community Care Act
1990and its emphasis on the assessment of.nesitl encounter frequent discussions

with social work students and practitioners ventirgrtfrustrations at the

administrative and bureaucratic role of contemporary social work practice and talking
about a desire to 6do real social workod.
individual and collectivist approaches identified by lbeny (2005) and is largely

thought to be the domain of independent, voluntary and private sector organisations.
These are often roles however where the social work qualification is not a requirement

and the pay is far less.

Whilst tasks and roles withisocial work are currently dominated by administrative and
bureaucratic systemdd professional valugase which emerged from the social action
strand and the radical social work movementreasained a key principle of social

work practice and educatiol.is identified as a key component by which social
workers and students are monitored and ass¢Sg&dts for Care 2002)The social
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work roleand purposés now guided by the widely acceptaaternationaldefinition of

social work as

aprofession whsh promotes social change, problem solving in human
relationships and the empowerment and liberation of people to enhance
well-being. Utilising theories of human behaviour and social systems, social
work intervenes at the points where people interact thihr environments.

Principles of human rights and social justaze fundamental to social work

(International Association of Schools of Social work and the International
Federation of Social Worke2901, pl)

The obstacles in achieving these princiges explored within the remainder of this
chapter when considering the current context of social work education and the role of
professional values and the use of self.

Recent change# social work practice and education

In the past decade, demandssonial work education in England have been significant.

Initially this was driven by the then Lal

standards in social care through the introduction of the Care Standards Act 2000. This
drive saw the introduction of thee@eral Social Care Council (GSCC) to regulate the
standards of the social care workforce in England which included the introduction of a
professional register, code of practice and accreditation of social work course providers.
Protection of the title ofacial worker was also created, restrictinguise only to those

with a social work qualification who are registered with the GSCC. Those deemed to be
in breach of the Codes of Practice, could be removed from the social care register. The
Social Care Instiute for Excellence (SCIE) was established to collate and develop
resources to promote best practice and TOPSS (now Skills for Care) developed the
National Occupational Standards for Social Work under which all social workers must
operate and by which abcial work students are assessed. When the social work
honours degree was implemented in 2003 in England and 2004 in Scotland, the aim was
to raise the standards of the professional qualification by aligning it with equivalent
professions such as nursimgthe UK and Europe. Replacing the two year Diploma in
Social Work (DipSW) with the three year undergraduate degree has had many

implications for the learning process. Increased emphasis is placed on practice learning,
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partnerships with stakeholders ahé importance of service user and carer input into

all aspects of the recruitment, learning and assessment process (Skills for Care 2002).

Rather than as a separate strand, the focus on professional values now underpins all
areas of teaching, learningchassessment. Shifting the emphasis in this way may have
affected the experiences of social work students, potentially drawing more deeply on
their own views, values and life experiences. The aim is for learning to be more
meaningful for learners and tetber equip them for the demands of the profession,
particularly as identified by service users and carers in a consultation process which
informed the development of the social work degree (Skills for Care 2002). The
implications of this shift will be caidered within this study as the experience for

students of reflecting on values, beliefs and behaviour are explored.

The case for reform in social work education

Despite the scale of the changes implemented as a result of the Care Standards Act

2000, tlrese have since changed again. The need for continued reform within social

work practice and education was reinforced by the recommendations made by Lord
Laming following the public inquiries he chaired into the deaths of Victoria Climbie

(2003) and Peterd@annolly (Baby P, 2009). Both Laming inquiries reported that some

child protection social work services were failing in many areasing (2009)

recognisedhat there had been improvements since his first report in 2003. This

included widespread supportfihe therGover nment sdé initiative:
(Department of Education argkills 2003). Inrelation to social work education, he
identified that the degree was dAwidely ai
social wor k 13 kamind (3009) gn@ rho€e9ecently Bunro (2011) who

was commissioned by the Secretary of State for Education to conduct an independent
review of child protection reported that the quality and content of courses was

inconsistent and there were insufficisgstems in place to ensure that standards were

being met. Laming highlighted research that found that two thirds of newly qualified
children and family soci al themrjustenosghdre | t 1
not at all f or( Ghhielidr ecruorsr ewar krfod réCd¢DCDe v el o
cited in Lamng 2009, p.51). Munro reinforced this when stating that
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Not all newly qualified socialvorkers areemerging from degree courses with
thenecessary knowledge, skills and expertise; and thegspecially
unprepared tdeal with the challenges posed by child protection viishlinro
2011, p.97).

In 2008, the Department of Health and the Department for Children, Schools and
Families established the Social Work Task Force (SWTF) to review the social
profession and to advise them on reform. The Taskforce published its final report
(Building a safe and confident future) in December 2009 which was accepted by the
then Government in its entirety (SWTF 2009). Recommendations included the need for
a dronger voice led by a College of Social Work; a single nationally recognised career
structure with clear and binding standards for employers regarding how frontline social
work should be resourced, managed and supported and the introduction of adicence t
practice (SWTF 2009¥-or qualifying social work education, it recommendetteased
emphasis on the need for more depth in r
analysis, communication skills, managing conflict and hostility and working with other
prof essi onal sThe SWIRrirfarcedpthe he@d for three established aspects
of social work education: knowledge, skills and values but with increaaptasis on

the need to enable students to make links between theory and practice.

The changef government in 2010 also impacted on the social work profession
including social work education. The coal
NHS, report of the armkength bodies review (Department of Health 202d)to the
decision to aboliskhe General Social Care Council. Regulation of social wor&acs
theCode of Practicavill be transfered tothe Health Priessionals Councilyhich

currently regulates 15 professiofiis includes the transfer of responsibility for
regulating social workducation (DoH 2010)The HPC Standards of Proficiency will
provide the basic standartty social workergdo maintain their professional registration
(HPC 2012. Whilst it is too early to know the specific implications of this, further
changes are ineviteda The future of Skills for Care (formerly TOPPS which developed
the National Occupational Standards for Social Work) and SCIE are as yet unknown.
The establishment of the College of Social work and their discussions regarding a
merger with the British Asociation of Social Work (BASW} likely to affect such
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decisions. All of which will have implications for social work education and the

student s experience of it.

Theimpactof these changes is alsdensified by the current ecomic climate both in

terms of higher educaticand social work practice. AsH&Es pr epaande f or c
freezes to their teaching, buildings and research budgets and the increase in student fees,
the Department of Health is consultingthe current bursary scheme provided to

students of social wotkcurrently worth £4,400 per year (NHS Business Services

Authority 2011).The likely impact on studentstisat fees will be higher, the social

work bursary will end or be restricteshd the pressure to find quality practice learning
opportunities within the public and voluntary sediwho are themselves facing cuts),

will increase.The impression this gives sids regarding their value and worth is

likely to beaffectedby these change¥Vith regards to the stadt experience, t

financial constraintplace increased pressures ondbality of theirlearnirg. Juggling

the demands of their course with outside pressures is becoming increasingly common.
Already in my own experience | have seen an increase in the numbers of students

having to commit to paid work alongside the demands of the course including whilst
undertaking a 35 hour per week placement. As a result, students experience an increase

in pressure and have less time to focus on meaningful learning and critical reflection.

A positive outlook for social work education

Despitethe negative public image of socvabrkers (SWTR2009) andthe demands

and uncertainty identified above; changes have led to many positive aspects and
improvements. Té profession continues to exp@rce an increase in the uptaie

social work degree places as identified at the beginning of this chapter. Social work has
risen to the top ten subject choices for UCAS applications and figures show a 41.3%
increase in applications to social work degreerses between 2009 and 20141
(Childrends Workforce Development Counci l
providers to implement recommendations to improve the calibre of entrants to the
profession. From my own experience as a lecturer owial seork programme, this has
enabled us to shortlist only those applicants with good academic backgrounds combined
with professional and personal qualities; and those we view to have a sound value base
and significant personal or professional experienamiarea relevant to social work

practice. This is a key recommendation made by Munro (2011) who calls for a regime
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of testing and interviewing candidates for social work courses which balances academic

and personal skills.

Proposed Professional Capabilies FFamework (PCF)

The Social Work Reform Board was established in 2010 to implement the
recommendationsf the Task Force. The Reform Board hasdbjectiveto develop a
system in which there are sufficient high quality social workers to help chilgrang
people and adults, in which social workers are well supported anich the public
feels confident (HM governme@010).

The Reform Board published its first report indember 2010 (Building a safe and
confident future: one year on) seekicapsultation in five key areas, one of which was
social work education. The report propos@savefrom the National Occupational
Standards for social wotk aProfessional Capabilities&meworkwhich

acknowledges stages of a social work career from enttryqualifying programmes
through to advanced practitioner and soaiatk manager level (appendix 1). The
proposed capabilities framework (PCF) places theabpgactice educator at a more
senior career stage alongside manager and advanced practfiramemy view and

from informal discussions with practice educators and placement providers locally, this
has been welcomed as recognition of the importance of this role to the profession and
the responsibilities involved in raising standards and acsraygatekeeper for the

profession.

The proposed nine key capabilities within the framework (SWRB 2010, p.9) are:

Professionalism

Values and ethics

Diversity

Rights,justice and economic wellbeing
Knowledge

Critical reflection and analysis
Intervention ad skills

Contexts and organisations

© © N o g b~ wWwDdhPRE

Professional leadership.
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As the PCF rainbow in appendix one shows, the expectations regarding each of the nine
key areas increase at each career stage. The ReformiBeaed Pr i ¢cpd/y (200 4

definition of a capaltty:

an integration of knowledge, skills, personal qualities and understanding used
appropriately and effectivelynot just in familiar and highly focused specialist

contexts but in responseew and changing circumstances

These are key transfebia skills for graduates of any degree programme and are likely
contribute to the global knowledge economy not just the social work profession. Potentially
for the students, learning can lead to life skills which can support their own personal

developmenand resilience.

In relation to the social work profession, the PCF identdiesmber of components

i n c | uadathicagcomiponent that integrates knowledge of culture, values and social
awareness intorpof essi onal pr gO)tThism&an(MeEnWRB 2010,
implications for this studySocial workers and social work students are required to draw

on a range of knowledge sources including experiential learning. Emphasis is on the
importance of values and personal qualities and the integrationsobthei nt o t he p
practice. Acknowledgment is made of the importance of the relationship when working

with people who use services and their carers. In part three of this thesis (practice
development) | consider how the findings of the research inquimythe individual

experience of learning and the focus on beliefs, values and behaviour can help inform

the integration of these capabilities into the social work curriculum.

Use of self in social work education

Increased emphasis on self reinforcaeswtlew that social work education, as with other
professional education, is not restricted to the passive acquisition of knowledge but
must also focus on the personal and professional development of skills, values and the
implications of theory for practec The aim of social work education is to improve the
quality of the workforce through the development of knowledgeable, competent,

confident, self aware and reflective practitioners who are able to cope with the
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pressures, demands and risks of the wdiitst maintaining a professional value base

which places service users and carers at the heart of the process.

To achieve this, contemporary social work education and social work practice as guided
currently by te National Occupationalt&dards for Saal Work (2003; the codeof

practice GSCC2002)and recommendatigrby Lord Laming (2003; 2009h¢ Social

Work TaskForce (2009)the Social Work Reform Board (201&yd Munro (2011)

placean increased emphasis on the individual; on personal quaditigbe need to

critically analyse and reflect and on the use of self.

The Social Work Task Force for example, makes recommendations for entry into the
profession which emphasise the need for social work students to have particular

personal qualitessuh as fAinsi ght, common sense, cCcO
the use of authorityo (2009, p.17). Servi
for social workers to possess personal qualities such as warmth, empathy, understanding
and who are purtgal, reliable and trustworthy (Skills for Care 200R)e codes of
practice identify the need for social wol
practice 2002, p.7)'he National Occupational Standards include a number of value
requirementssuchs t he need for social workers to
prejudicesgethical dilemmas, conflict of interast and | mpl i c affTORS&s f o
2002 p.63) and Munradentifiesthe needfor social workerdo develop skills in

adoptingfian auhoritative but compassionate style of worlarfg011, p.96).

| would argue that the emphasis is as muchamthe social worker practices as on

whatit is they do. In some ways the emphasis on personal qualities marks a return to the
use of self whichwa present i n the early 19600s wh
influenced social work practice and placed emphasis on the therapeutic relationship
(Cowburn et al 2000). Current emphasis on self msogniseshe context in which

social workers operate. It reaagesglobal, structural and cultural influences on social

work practice in addition to the individual and personal level relationship as
acknowledged within the international definition of social work. Whilst recognising the

role of self, personal qualds, power and responsibility, it does so within a wider socio

political context. Challenging social injustice is as fundamental to the social work role
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as developing intepersonal relationships. Whether this is the case for all students and

all social wok practice settings however is the subject of much debate.

The role of social work education in facilitating the development of values and the
use of self

Mackay and Woodward (201@ygue thathe degree fadlshortin enabling students to
articulate astrong valuesramework. They argue that students strugglgicularly at a
structural leveln articulating their understanding of afpressive and anti
discriminatory practicen addition to the current codes of practite Reform Board
have placd professional values and the need to demonstrate an understanding of
diversity, rights and justicat the heart of their propos@dofessional Capabilities
Framework Specifically identified within different capabilitiesasocial workeés

obligation b be

knowledgeable about social work professional values
to conduct themselves ethically

to work in partnersip with people who use services

to understand the issues relattogliversity and difference

to challengaliscrimination and oppression

= =2 4 A -4 -

to enfance human rights and equality

(SWRB201Q pp.10-11).

Personal qualities and responsibilities are referred to in a number of the proposed
capabilities. Whilst some emphasis has been placed on recruiting students who already
possess these qualities aradues, the role for social work education is to assess

i ndividual stwudents6é valwues, beliefs and
with those of the profession or prevent them from qualifying if they doAsot.

previously mentioned, social wonlse including students, who are found to be in breach

of the codes of practice can be removed from the social care relgisiezes questions

as to whether this is achievable; whethel
change and whether satiwork education can facilitate this change. | frequently

encounter discussions, particularly during admissions processes, where practitioners and

people who use services argue that knowledge can be taught but values cannot be. The
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clearviewisthatapes ondés values do not change. [
including the review of the literature to explore whether this is the case and whether
enabling students to critically reflect on their values and beliefs can lead to change. Any
such processw| | inevitably bring into scrutiny
identity. A primary aim of this study (as identified in the introduction) is to explore

what this impact has been and to use the insight gained to inform the development of
social work practice and education.

Critical reflection in social work education

Critical reflection and analysis is identified explicitly as one of the nine capabilities
proposed by the Reform Board. Social workers require the skills to: process, make

sense ofind learn from their experiences and to adapt their practice accordingly.

Refl ection in action was a concept devel
the strategies practitioners used for interpreting and responding to multiple situations in
practie. Critical of a technical rational approach to learning, Schon (1996) argued that
applying set categories of knowledge or rules was an inadequate method for responding

to unpredictable and uncertain situations and shifting boundaries. He described

refleci on in action as Athinking on your fee
(Argyris and Schon 1996, p.21).

Mezirow and associates (1990, p.1l) ident.
di stortions in our beli ef swaguad thatwenmkes i n
sense of a situation by interpreting it and that interpretation is based on prior

experiences, beliefs, assumptions and what we expect to happen. If something does not
work or happen in the way we expect, then we attemptittegret it based on this

new experience. Mezirow added another dimension to this with his exploration of
critical reflection; identifying critical
presuppositions on which our dparlevelof s hav.
reflection is required by focussing not only on what happened or what could have been
done differently but why it happened. It involves challenging your own values, beliefs

and behaviour which are approaches explored within the followingeaisap

Social work educatio seeks to enabktudents to develogkills in critical analysis and
reflection in order to meet the requirements of the profession. This reflects a shift from a

competence based approach which focused primarily on technteatatand
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predictable responses which Argyris and Schon (1996) describe as technical expertise,

to a now widely accepted reflective paradigm (Ringel 2&a8;2006 Clare 2007

Harrison 2009Guransky et al 201Q,ay and McGuire 201,0/ehbi and Straka 2@Q).

The shift acknowledges what Schon (1999) and Mezirow (1990) identify as highly
complex situations which are not easily understood or responded to with standardised
formulae. Social work educators cannot cover every aspect of knowledge a social

worker a student may require for every situation they may encounter (Leung 2007).

Social work practice is never static and so even formal knowledge such as legislation,
policies and processes quickly become outdated. Emphasis must therefore be on
enabling practibners to generate new knowledge and ways of responding (Schon 1999)
as they are informed by new research, thinking, experiencgw actite.Interpretation

of this new knowledge, however, wil/ be |
beliefs and @ must include an ability to recognise how this has informed their
decisionsThis is still an area of much date with many employers demandstgdents

with a wider knowledgebas i n ter ms of &édoing thdéire j obéd
priority is often fortraining rather than education and there is much debate as to what

should form part of the social work curriculum.

In relation to critical reflection and the use of self, students are encouraged to reflect on
how their own experiences, views andiéfe may have influenced positively or

negatively on their decisions and judgments and to consider the implications on the
outcome for the person. As Chow et al (2011) identify, students are encouraged to

engage in a dual process. Reflexive persons

usetheir personal experience to understand and critique the knowledge that is
introduced to them. And, they appraise and make sense of their personal
experience using that knowledge (p.143).

The reflective process involves the use of self and of expetienth e ar ni ng t o ¢

sense06 of situations and events in both |

The Professional Capability Framework proposed by the Social Work Reform Board
(2010) and proposals by Munro (2011) support the paradigm shift from technical
rationality such as learning and applying a set of fixed rules, to one which

acknowledges and legitimises the role of reflective practice. The Reform Board
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explicitly identifies critical analysis and reflection as one of the nine proposed
capabilities by with social workers and students would be monitored and assessed
with the expectation of continued professional development in this area throughout their

career.

The support for critical analysis and reflection does not necessarily indicate a move
away flom technicakxpertise and rationality as indicated in some ofitemture in

this field Bogoet al 2011 Chow et al 201 amongst others). In practice my experience

is that enphasis is still placed in practice on technical knowleatgkthat local

autlority social work offices tend to be highly bureaucratic environments et

healthand social care legislation and social policies reinforce this social administrative
focus. Whilst the aim of critical reflection is to achieve effective practice amef bet
outcomes for those involved, there is a risk of conflict and dissonance when students
find themselves within practice learning environments which are still dominated by
technical, procedural and managerial tasks and what Mackay and Woodward (2010)
argwe as the increasingly standardised approaches to social work education and practice.
They suggest this as a reason for students falling short of consistent critical analysis of
values, particularly in relation to ardgppressive practice and understandiagrice

usersod situations at a structur al |l evel

Drawing on my own professional experience of supporting social work students within
practice learning settings, students often find that their emerging professional autonomy
is stifled by the constraints tie system such as targets, deadlines, case recording,
eligibility criteria and the limitations of funding. This is reinforced by Munro (2011)

and her criticisms of a system based on following rules at the expense of exercising
professional expertise afutdgment. This can lead to disillusionment and what Banks
(2004 cited in Mackay and Woodward 2010, p.635) identifies as a submissive stance
wi t h pr aundriiically embracmgthefmew requirements or conforming
reluctantly to them Such disillusioment can lead social work students and

practitioners to question their abilities and their motivations regarding pursuing a career
in social work if it is not perceived as congruent with the values of the profession
promoted so fervently within social woeducation. Consequently, this can add to the

pressures experienced by students and can impact on their sense of self-aethgell
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Failing to engage in critical analysis and reflection however as developed by Schon
(1999) and Mezirow (1996) can leadaptitioners to make assumptions or impose their
own beliefs in a way that can inhibit their own practice (Leung 2@xn9ial work
education must seek to enable studéotdevelop their evidencdrased reflective and
analytical practice in a way which mgnisegshe constraints of thesystems and
processeéWilson et al 2007; Leung 2007; Morley 2008; Mackay and Woodward
2010) Critical reflection can be used to generate creative and dynamic responses to
situations andlilemmasbut also to challenge th@chinant power relations and
structures that restrict the purpose of effective social work (Morley 2008). Arguably,
competent social work practice can be defined as the ability to achieve effective
outcomes for those involved, within the inevitable constsanf the system by both
challenging the system itself and by working creatively within it. It involves drawing on
a critically reflective approach whichccording to Fook1999 p.202)firelies upon

knowledge which is generated both empirically andsléctivelyo .

Despite this shift and the generally wide acceptance of the need for critical analysis and
reflection as a key social work capability (Ringel 2003; Rai 2006; Clare 2007; Harrison
2009; Guransky et al 2010; Lay and McGuire 204&hbi and Stka 2011), its not

without its criticisms. Schon (1999) himself identifies that reflection is not generally
accepted as a legitimate form of professional knowing in the way that technical
expertise is. He acknowledges that this in part is due to thplewities of the

reflective process and the difficulties in defining what it is. Bogo et al (2011) comment

on how fAreflection on practice wisdom ha:

Within social work education, critical reflection has received csiticfor the

i nconsistency in how it has been defined,
wi dely quoted claim that fAthere i s no sut
whilst the need for students to reflect had become widespresdvabkioften without a

clear and agreed understanding of what reflection was and how it would be assessed.

The potential result of this on more vulnerable students, he argued was an increased
imbalance of power between the assessor and student. Wilsonsetal 2007 ) f i nd
eight years later identified student reports of inconsistencies between practice teachers

and their expectations in this area, suggesting that a lack of clarity is still the case.
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Gaps in the literature regarding the impact of critical reflection on the whole

person

Research exploring the definitions of reflection within social work education and the
provision of tools and strategies for incorporating this intwadavork pedagoghave
risen significant (Ringd008; ©Osmordare Darlimgtoh 20059 c |
Leung 2007; Morley 2008; Harrison 2009; Johnston 2009; Lay and McGuire 2010;
Guransky et al 2010; Pack 2010; Wehbi and Straka 2011; Chow et al 2011 amongst
other3. This also includes studies which are specifiprctce learning environments
(such asSmith et al 2007Wilson et al 2007) and the development of models for
assessing reflective writing and practice (Rai 2006; Bogo et al 2011). The reflective
paradigm therefore is placed firmly within social work educatibleast alongside what
Wilson et al (2007), describe as the competing paradigms of evithased practice

and competence approaches to learrBoipon(1999) encouraged furthstudy of

critical reflection to demonstraits rigour and relevance to praz as a tool in its own
right and the above research studies respond to this. Whilst they all acknowledge
difficulty, they attempt to legitimise theseof critical reflectionwithin social work
practice and education by evaluating its effectivenessrpraving outcomes for those

affected;and for creahg opportunities for learning and for assessment.

Despite the significant increase in research into the use of critical reflection within
social work educati on and expariencetofilearaing r e s e
how to critically reflect and the impact this has had on their own practice is-under
represented (Fook 2004; Clare 2007; Wilson et al 2007). Clare (2007) argues that most
researchers explore the use of critical reflection withotingpp or at i ng t he st
perspective. How students learn to reflect and the impact this has on the development of
their practice throughout their career is assumed but not really known. There is even

less research available which explores the impact opeis®n themselves as a result of
guestioning and challenging their own beliefs and values or from viewing their previous
experiences through the lens of their new knowledge and understanding. This is a gap

that this research study seeks to address.

Thereis evidence to demonstrate that significant changes do take place as students
experience a range of catalysts which lead to shifts in their beliefs, values and frames of
reference (Argyris and Schon 1974; Mezirow 199éhns 2005)These are explored in

chapters two and three of this thesis in relation to the underpinning educational theory.
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There has been a significant increase inrdimge of social work text@med at students
enabling the development of skills in critical reflectiarc{udingFodk 2004; Gould

and Baldwin 2004White et al 2006Knott and Scragg 2007; Rutter and Brown 2011
which can help stughts to make sense of these changgploration into the impact of
these changes, transformations and consolidations on the person themsebxes,how

remains minimal.

The transformative nature of social work education is touched on by Collins et al (2010)
when identifying causes of stressa@rgst social work studentstt@r than this study, it

seems that the literatuexploring the impact of smal work education on studenss

l i mited to research which has focussed ol
spiritual wellbeing (Kamya 20Q0parenting (Greehister 2003)andreasons for

retertion (HaffordLetchfield 2007)There has been litti®cus on the whole person

within the context of their lives and the impact tbiatical analysis and reflection and
resultingchanges to values, beliefs and behaviour naasglon their sense of self, their

personal growth, their webleing and their relainships with others

Social work education and personal growth

The literature relating to social work education gedsonal growth and qualities is also
limited. Cawr noyer (20 0 0 sopial \Bok pracsice evolees the chnaciousii

and delibeate use of oneselfjpu become the medium through which knowledge,

at i t udes and s kited ih Reupart 200pd @/ n Rasdgclk ahd

McCalliser (1991, p. 3 pBeBdnalgrdavehrandidévelapmenttasveel as i
intellectual growth oftsidents are major goatsf s oci al whowekertieedt uc at i
assessmentintheeally9 906 s, of studentds personal g
expression, generalised contentment and self esteem scales, suggested that
undergradate social work edua t i o Iiitle or acdeffegt on the personalogvth or

devel opmen t(p38). They cordparea thisto a study by Cournoyer in 1983

where social work students were assessed as having a decrease in assertiveness after
their social work training&@ a result of what Cournoyer
sy ndr o meNon spci&l8v6rik specific studies have identified an increase in self
esteem, confidence and aspirations as a result of professional education (Maich et al
2000;Tam 2004) and my pracgovisdom tells me that this is often the case within

social work. It certainly reflects feedback from many, although not all students

approaching qualification on my own programme. Recognition, understanding and
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insight into how this may impact on the whgderson however, appears to be missing

from the literature.

A more recent study regarding social work student-tyeithg isby Collins et al (2010)
whoreport a high level ofacial work sudents feelingtheywee a Oper son of
Over a quarter offtefirst yearstudents in their studyowever reported negative

attitudes about themselves such as feeling dissatisfied with themselves, not feeling

proud of the people they were and not feeling that they were as good as otherAoeople.
useful exploratiorior future research would be whether the remainder of their

qualifying education had any impact on these findings; whether these were negative or
positive and what the role of social work education was in this. First year students |

have worked with haveeflected on the emotional challenges of their first year as a

result of a number of adjustments. This included challenging their previous knowledge,
beliefs, views and assumptions; adjusting to the demands of the course, entry into a new
professionandecoc er ns about their perceived abil]
is all |l have ever wanted to do but | am
of a transformative nature may well feel unsettling for some as their sense of self is
challenged. Tis raises ethical concerns as to whether it is the role of social work
educators to challenge or question a per
may create. Pedagogical approaches relating to the use of self and transformative

learning ae explored in the following two chapters in order to consider these concerns.

The strength of feelings identified by Collins et al (2010) and the limited literature

explicitly acknowledging and addressing the impact of social work education on

students bngs me back to the concern | raised earlier in this chapter. | questioned

whether as a profession, wenedosing sight of the impact of satwork education on

individual students. | havidentifiedmany changes to social work educatathin this
chagerwhich will inevitably add to the pressures and demands faced by students. The
feelings expressed by the students in Col
impact of social work education on students nationally and internationally. Whelst thi

cannot be assumed, the impact on students should be explored.

Conclusion
This chapter has sought to demonstrate that social work education is not just about

professional training or teaching the mechanics of theQolpages 33 and 34aigued
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thatthe aim of social work education is to improve the quality of the worki@ase

identified in reports byaming 2009, SWTF 2009 SWRB 2010and Munro 201}

through the development of competent, confident, self aware and reflective

practitioners. Students arequired to cope with the pressures, demands and risks of
social work practicavhilst maintaining a professional value base which places service
users and carers at the heart of the proteseased emphasis has been placed on how
students seek to undgand and utilise their knowledge, skills and values within their

role as a social worker to achieve the best outcomes for those involved. | am keen to
explore whether a personds values are op:
on the individualf their beliefs and values are challenged or scrutinised. | hope for such
insight to lead to better understanding of the learning experience for social work
students but also on generating ideas on how best to address the development of values

and behavior through social work education.

Recent research, public inquiries and reviews have suggested that social work education
in some cases is falling short of improving the quality of the workforce. Some students
struggle to make links between their knovgedvalues and beliefs and to demonstrate

this learning through their practice. Other research has identified the impact of these
demands on st udbeimyisaggestngasigreficantimpaeteot sbcial

work education on the person outside tlasgroom. Social work education it seems has
much to learn and to offer in terms of facilitating the learning process for students. |
would argue that the development of approaches is required to enable students to
maximise their learning in a way thatimegral to both their personal and professional
development. This needs to be achieved in a way however that acknowledges the impact
of social work education on the whole person such as on their sense-béimgll How

this can be achieved is a key quastor this thesis along with several others which

have emerged within this chapter.

Emerging questions
The remaining literature is reviewed with a number of these questions in mind. These

are:

1. Can a personds core values change?
2. Are there ethical imptations for social work education seeking to change a

personds core values?
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3. Can a change in values be taught?

4. Is there an impact on the person themselves if their beliefs, values and behaviour
are subject to scrutiny and change during this process?

5. Are there models for fostering this development and change in a way that

acknowledges this impact?

Chapter two starts the process of responding to these questions. It does this by drawing
on educational theory which acknowledges that learning goes beyondsivepa
acquisition of knowledge and that in depth learning can change a person and their
beliefs, character, behaviour and their interaction with their environment in a way that
acknowledges personal growth and autonomy. Consideration of the above questions
will inform the critical analysis of this literature. The process will also seek to identify
any remaining questions for the research and practice development components of this

Doctorate.
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Chapter two: Underpinning educational theory

Chapter two providean academic discourse on the relevance of educational approaches
to social work which recognise the whole person. | do this initially by providing an
overview of the pedagogical approaches of Paul Freire, Carl Rogers and Malcolm
Knowles as these are idéied within the literature along with Jacques Mezirow as the
key authors who recognise the whole person in the learning p(éaebgs and Martin

2004 Holistic Education Network 2009; Stack 201%uch approaches recognise the
potential for education anlearning to lead to changes and shifts in values and beliefs.
They can therefore be explored to consi d
whether this should be the aim of social work education and how this might happen. A
more in depth exploratioof the literature relating to Jacques Mezirow and the
development of transformative learning theory then forms the basis of the following
chapter as | consider how this could enhance the experience for social work students
and the outcome of the professiarrelation to the development of professional values.
The question guiding the discussions throughout both chapters is of what impact this

process has on the whole person.

Terminology

The term 6whol e person appr oaapéddogeferto e d u
any approaches to education which acknowledge the whole person within the context of
their lives. | use it to describe education which recognises and seeks to understand
individual and unique experiences of learning and to see beyameldiraensional

label such as student or social worker. This is useful when considering whether there is

an impact on the whole person when experiencing challenges and changes to their

beliefs, values and behaviour.

Paul Freire

Fundamental to a whole persapproach to educatiamd the view that education can

i mpact o nbeliafs, patiesara bhahaviour is the work of Paulo Freire, in

particular his seminal text, the Pedagogy of the Oppressed, first published in 1970.
Freireds wor gefuliinsconpidening thecquelstarnr of whether we as
educators should seek to change a person:i
profession. Freire wrote widely on his view of education as a path to liberation based

initially on his work with a goup of illiterate peasants in South America. His role was
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to teach adults to read, yet his view of adult education was to foster critical
consciousness amongst individuals and groups. He argued that the oppressed must
liberate themselves and their oppresg&reire 2000).

Only the power that springs from the weakness of the oppressed will be

sufficiently strong enough to liberate them both (2000, p.44).

Freire was critical however of how education can be used to oppress by indoctrinating

the views ofmen and women so they adapt to the oppressed society (1993). This is
significant in this discussion of whether educators should challenge, assess or seek to
change a personés values. I't raises the
control anda technique to further oppress by assuming that the values of the profession

or the educator are superior to those of the learner. Freire was critical of what he
described as a banking concept of educat.
teaher is the depositordé (1993, p.1). He a
oppression. Freire was also critical of the oppressor attempting to share power

describing this as a false charity given the power that the oppressor still retains (1993).

The role of educators in challenging a p
with caution. From Freirebs perspective,
should come from the learner themselves as they become more conscious of their
situation (only they can liberate themselves). It can be the role of the educator to raise

this consciousness and awareness but for the learner to reach their own conclusions and
to seek out their own learning. This can be applied to the social work stadethies

approach to learning but also to how they approach their social work practice with

others. In response to question two set at the end of chapter one, it should not be for the
educator to change a personob6sofdonmgs, val ue:
educators should instead engage in a process of consaising to enable the learner

to explore this for themselves.

It is easy to see how the process of 0t e:
the views of student socialorkers to adapt to the oppressed society. Despite the strand
of social work which promotes the social work role in challenging oppression and

discrimination and seeking social chantjgdrnational Asociation of Schools of
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Social Work and the Internati@i Federation of Social Workers 200%dcial workers

also enforce the social norms and laws of the day and make daily decisions regarding
who is entitled to funding, support and services. We make decisions regarding who is
most in need; who is at risk tbemselves or others; and what action should be taken as

a result. The bureaucratic role of social work (Lymbery 2005) as explored in chapter
one, is directly informed and restricted by current legislation and policy and by
economical, cultural and politt beliefs. Social workers are often employed or funded

by the state and social work students undertake practice learning in statutory settings
where they are required to make deci sion:
and liberty. It is the e of social work educators to enable social work students to seek
out the evidence base for these decisions and to be explicit and critical of how their own

beliefs and values or those of the state have informed this.

Despite Fr eir e 0t patentialofedunasion to epprass, e aksg argues
the potential for education to liberate. His view of education by those truly committed to
liberation is as a mutual process of inquiry (1993, 2000) where the educator recognises
men and women as congas beings and adopts problem posing education from which
learners can consider and explore issues in relation to their life and experiences. The
goal is of transformation of the world men and women inhabit. He defines critical
consci ous n e simwhiehdearaersfilgvelop theabikty to analyse, pose
guestions and take action on the social, political, cultural and economic contexts that
influence and shape their livesdo (2000, |
to recognise and undersththeir situation and to take control over it. The role of the
educator is not to impart knowledge but to engage in this mutual process; a dialogue to
foster critical consciousness (Freire 2000). Educators do this by presenting dilemmas
from which to discss, share, reflect and take action. Whilst values should not be taught,
this process of mutual inquiry can be facilitated by educators seeking to raise

consciousness and enabling students to think for themselves.

Freireds wor k r e tdatthetstart of thisehesisaA pargoeisi dent i |
recognised as capable of change and as their own best expert. Power is acknowledged
along with the belief that learning should be within the control of the learner. It is for

them to find their own meaning.
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Fre reds work presents a collectivist soci
learning can have on a society or group. Learning is for the good of the society as a

whole; to challenge the oppressors with the ultimate goal of learning leading to

liberation. Its limitation as an approach however is its focus on this shared process. It
places little emphasis on individual mot |
be transferred into reality whend4fearnin
Consideration of the impact on the person themselves is restricted to this view of
consciougraising in others. As described in chapter one when exploring the reflective

and technical rati onal paradigms,lyconf | i
found views of the world and the reality of the environment they find themselves in, can
cause frustration and disillusionment. Whilst Freire acknowledges this, he views it as

part of the change process which leads to action to challenge the oppressive

environment. The approach however gives little consideration of the impact of this

process on the person or the impact that this experience or transition has on their lives.

A view of adult learning which seeks to acknowledge the individual experience of

| earning is Carl Rogersdés view of self a
Carl Rogers
Car | Rogersd humani st t heoiduyalshareaoeeptor at e

seek Wbhowainl i6 and fAhow do(1967 pi23ciedieUngogds e | f ? G
Thomas1996). It is aapproach which focusepecifically on why we learrRogers

2002).Thi s i s useful when exploring whether
change; whether this should be the role of educators and how this might happen. Rogers
suggests that the pra=eof learning is one that is enhanced bycantexand t he pe:
environmentand one which aims for self actualisatio and bei ng the 6i d
decri bes this as a person whabvays discotegcinger c h
himself and th@mewness in himselfineac succeedi ng moment of t
p. 295) ; u soptimgm psychologica groméhii ( p. WAIlSt aryuing that

this person does not exist, Rogers believed that this should be the theoretical goal of
personal growth@ahi eved t hrough education. It sug
beliefs can change but that this needs to emerge from their own process of self

discovery and personal development.
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Rogersdé work has been critirapyanéatiucationr bl
(Jarvis 1983UUngoedThomas 1996) due to this psychological stance but it could be
argued that this is due to his recognition of the whole person and the multiple

di mensions of self and the r equidressede n't

before successful learning and development can oRogjers describes therapy itself

as a learning process (Rogers 1951 cited Knowles 1990, p.41) and makes comparisons

between this and education which is person centred. He argues that in hig mihde

best of education would produce a person very similar to the one produced by the best

of therapyo (Rogers 1983, p.283) due to

R o g ethearysis influenced by the work of Maslow who in 1968 identified self
adualisation as the pinnacle of his proposed hamaof need (Rogers 1983Jhe basis

of the hierarchy was that each level could only be achieved once the other needs had
been met. As with a whole person stance, this model recognises thelated aspcts

of self and the need for one aspect to be addressed or met before another can be
achieved. Jarvis (198p.467) adds a di mension to this,

devel ops through the | earning progsachses

u |

f o

1

sugges s t he insertion ofntopRaslbowds imieedart

before self esteem or self actualisation can beeaet.

This view of interaction supports Freire:i

consciougraising leading to emancipatory learning. It also acknowledgesdtien of
integrality (of a person and their enviroent)in unitary appreciative inquirgCowling
2004a, 2004band the work of Martha Rogef$990) which will be explored later

within theresarchchaptes in part twolt suggests that values will only change if in
response to a personds need to | earn. I
without the persondés openness and wil i

In his recogniton of thelea n er 6 s svkoaam tamd hbvodo | bécome my&eld
(1967, p.123 cited in Ungoed’ homas1996)Rogers identified adult learners as self
initiating; arguing that only self discovered learning wigjrgficantly affect behaviour
(Rogers 2002). He characised the distinctions as personal involvement, whole person,
self initiated, pervasive and selfaduated (Rogers 1983 citedRogers 2002p.125) as
opposed to more conventional methofiseachingsuch as lecturing, standardised

testing andnstructorevaluated learning. To this aim, like Freire,ithentified the role
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of theeducator as facilitating the learning process ratherithparting knowledge. The
learner is instrumental to the process of learning ensuring a more personalised and

meaningful &perience.

There are potentially a number of benefits to self initiated, self discovery methods of
learning as opposed more traditionamodels oflecturer directeddidacticteaching

and assessmeritearning becomes internalised as the learner exptbe=meaning and
relevance for them and their own | ives. |
and on action and learning to think for oneself (1996). By exploring issues and relating
these to themselves, learners are more likectoevean ncreased awareness of their

own values and beliefs and the impact these have on their decisions and behaviour. It
could also achievthe greater emphasis enabling learners to lintheory to practicas

called for by the Social Work Taskforcg009). Stdents learn to apply their learning

from different contexts to another by asking what the meaning is for them or for their
practice. Rather than seeking to change
they should have, it provides a stronger angut for education seeking to raise

awareness amongst learners of their beliefs and values from which they themselves can

explore, question and reflect.

Freireds and Rogerds models of | earning |
the commurty of consciousgaising, developing awareness, and of the process of
seeking out an understanding of oneds oOwl
that it is possible for a personbd6s value:
of such banges occurring. It can lead to liberation, emancipation, personal development
and striving to Iimprove oneself and oneod:
to be as a result of self discovery and self directed learning so as not to oppiess (Fre
2000) and so the learning is meaningful (Rogers 1983). This process is facilitated by the
lecturer rather than led by a more traditional process of the lecturer imparting

knowledge.

Malcolm Knowles

Freireds and Rogerwerymuthandirelwish the worklofeKaowles n g
in the | ate 1970 @¥mpmam atheonotioraof ahdyagyi: anthebry s d e
of how adults learn (Knowles 1990). Knowles argued that for adults, learning needs to

be purposeful, to draw on previous experientesecognise their readiness to learn and
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their orientation to learning (what is relevant to their life) and to recognise what

motivates them to learn (Knowles 1998% with Rogers, Knowles placed much

emphasis on se{flarvis 1983Sutherland 1998Like Freire and Rogersgelviewed

adult | earning as a fiprocess of active i
contento (Knowles 1990; p.27). He argued
adult sought to fAdi scove mdtheamalydisofo wl edge |
ex per i en c eharacteps2dthe adulHearner as self directed; a resource for

their own learning; possessing a readiness to learn which is dependent on other
commitments and demands; able to apply knowledge instantly resaljimghlem

centred rather than subject centred learning (Sutherland 1998).

These characteristics of adldarningare also ongruent with he National

Occupational Standards for Social Work; their underpinning value requirerttents

codes of practicand the statement of expectations of people who use social work

services and their carers (Skills for Care 2002)They r esonate with t
proposed Professional Capabilities Fr ame\

exercising professional gigment as discussed in the previous chapter.

K n o w ! adudtléasning theory has received criticisrawever particularly when first
publishedn 1973 partly due to its initial claim that it was distinct from pedagogy

(which he defined athe teaching fochildren). This has led tdiscussion on what
distinguishes the adult learner from the child leardaryis 1983Knowles 1990),

leadingto laterclams f r om Kn o wl eendt matdally exclisikeeas mampo a
of the characteristicfor exampleapplying knowledge to previous experienceuld be

applied to the child learner and would not always apply to the adult learner.

Androgogy remainshowever a®ne of the fundamental adult learning theories as it
places the learner at the centre of theepss, promoting autonomy, independence and
self directed learning which is recognised as medmingarticularly in seekinghangs

to values, beliefs and behavioas is the focus for discussion within this theBihilst
Knowl es & t he o glashedn crdaidsad fdr not egpéoring then
psychological implications fahe learner (Jarvis 1983) for exampidnyadult learners
want to learn, it has provided educators and learners with a model to undamstand
adults learn. From this, edators carfacilitate meaningful, in depth learning which

acknowledges the whole person, their experience and the context in which they are
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learning.lt incorporates the core values identified at the beginning of this thesis and
provides a model from which to devplapproaches to adult education which
acknowledge and engage the whole person.

Conclusion

There are many shared themes between the works of Freire, Rogers and Knowles. Not
least the change in role of the educator from one who imparts knowledge to passive
learners, to one who facilitates the learning, conseiaiséng, analysis, reflections and
actions of learners. The approaches suggest that values cannot and should not be taught
but the process of exploring personal and professional values and thé afmgb@se on
learning and practice should be facilitated. The educator and student seek to create a
mutual and reciprocated process of learning. Whilst the educator may pose questions,
foster critical reflection and enable learners to recognise the puaposvalue of their
learning, they do not have the answers. Knowledge is recognised as ambiguous,

flexible, evolving and subjective. It is for these reasons that they underpin approaches to
social work education which seek to develop autonomous thinkersan adapt their
knowledge and their practice to an ever changing environment. The theories support the
devel opment not only of the personds kno\
professional development as a practitioner who is able to meet the devhémels

profession.

Anothertheoryof adult learning based on these shared thenes Me zi r owo0 s
transformative learning thep Thisoffersa systematic process to explaiowlearning

occurs and the role of educators in fostering this learning. It isfiderds the key
educational theory underpinning this thesis due to its focus on learning as
transformation and its particular emphasis on perspective change and the transformation
of beliefs, values and behaviour.

The following chapter provides a liteéuae review of transformative learning theory in

relation to social work education.
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Chapter three: Transformative learning theory: a review of the literature in

relation to social work education.

A range of literature is explored within this chapteestablish the relevance of
transformative learning theory (TLT) as the key underpinning educational theory for
this research study. As with the educational approaches previously described, TLT
acknowledges the impact of learning on the whole person withinontext of their

lives. It is congruent with the professional values identified at the start of this thesis as it
enables the learner to retain control over the learning process. Particular emphasis is
placed by TLT on the impact learninghasonaspem 6 s bel i ef s, val ue
and how these can become more open to the views of others. It has the potential
therefore to provide an effective model in enabling social work students to meet the
demands of the profession and the requirements obtlial svork degree in developing

as competent, reflective and analytical practitioners who place the service user at the
heart of the process.

The potential of TLT is discussed within this chapter in relation to:

what transformative learning theory is
how it has been developed
how transformative learning is achieved

the use of TLT in university education and

—a —a _a _a =

implications for educators, in particular social work educators

Reflections are incorporated throughout regarding how TLT and the literature réviewe
can inform my own understanding of the learning process and how this can be used to

enhance this experience for students.

Transformative learning theory

Transformative learning theoas developed by Mezirow and associates 0t he mos
researchedandds cussed theory in the fipdT3d of ad
Mezirow (2003, p.11) describes it as fithi
Schonés 1974 notion of reflection in and
learning theoryexplores how leming processes occut.acknowledges that learning

from critical reflection has the power t ¢
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purpose and subsequentactidi® zi r ow st ates that 1t can
epistemology of how adwtlearn to think for themselves rather than act upon the
assimilated beliefs, values, feelings ani
be argued as fundamental to models of adult education which seek to develop

autonomous thinkers and pradaiiers such as in social work education.

Transformative learning is not however restricted to formal education. As Taylor (2008,
p.5) suggests, change is continuous and it is imperative that as adults we develop a
Amore critical wotlbdbiee¢eweasuwedesselnadgays
viewed as enabling quality of life O6 Su | | i vcamoccar@®@skdg of thd formal

learning environment as a result of any event or accumulation of events that lead us to
view the world in a different wayor example a personal crisis such as a bereavement

or job loss (Cranton 2006;ay | or 2008) . O6Sullivan and T
concept of educators to include

Those who enable our learningolleagues, friends, neighbours, parents,
children,organisational leaders, spiritual leaders, artists, researchers, teachers,
mentors especially those who enable us to learn as we live and work and

inspire us to a life of inquiry, openness and discernment.

Transformative learning affects the whole pershow they see the world and how they

live their life.

TLTencapsul ates the notion of perspective
frame of r e f er e n cneoreindusivenddferemtiatinggdrmeabse, ciitically
reflectiveand integrat v e o f e(Mqziow 1986npcH8)0As such, it argues that
the goal of education to seek to raish e | ewarenessrdbes own values and
enable thento recognise, question and reflecttbese is a desirable onend'viewis
takenthat we nake meaning of our experiences by drawing on our existing knowledge;
previous experiences; what we have learnt from others and our frame of reference or
mindset. The meaning we make is what makes us who we are. Mezirow defines a frame
of r ef er stuatuees & assumptiens thirough which we understand our
experienceso (1997, p.5). This includes
aesthetic preferences, paradigms, | earni
2003, p.2).
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Our values andssumptions are shaped by our community, work, family, friends,

coll eagues, personal preferences and per :
and Taylor 2004). As a result these tend to be based on the implicit, unwritten rules of

our own cultureand as such we often fail to recognise that these are not universal norms
(Lee and Greene 2003). Mezirow argues that engaging in critical reflection can enable

us to challenge these views, beliefs and understandings and develop ones which are
mor e fAdt rjuvestainf i edo (2003, p.2) and which
which are more open to the views of oth&ignificantlyfor professional education,
focusisnot just on a persond6s cheaeregwebutoh valu
how theperson acts on these insights (Mezirow 1996, 1997, 2003).

Transformative learning theory and social work education

The emphasis on acting on insight gained is signifitaabcial work educain and

practice. It acknowledges the requirement for stuigterive aware of and reflect on

their own beliefs and values and to challenge the truth of these by questioning what

their views are based on and to make changes to their practice as a result. Lee and
Greene (2003) for example, discuss transformative lganirelation to multicultural
social work education. They identify how
wi | | have different assumptions about r e:
granted and unquestioned, students will oftssume that their world view is true and is
shared by all others regardless of their background. Social work education should

enable learners to examine, question, expand and transform these taken for granted

assumptions (Lee and Greene 2003).

| can rehte this to my own experience as a social work educator where students have
made generalisations or statements which they perceive to be universal beliefs. There

are many examples including the assumption that everyone agrees that older people
should retie from work; that disabled people are best supported within day centres; that
family should come first; that older students are more mature or experienced than
younger students; that everyoned6s moti vatl
same. Studeatare encouraged to consider these views, seek alternative view points and

to recognise the complexity, the ambiguity and the lack of concrete answers when

exploring a particular issue or belief.
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The process of transformative learning involves a pers&mighahanges to their

behaviour and their practice based on the resulting shifts in thinking or frames of
reference. It acknowledges the need for tlegrning to inform their practice and for
subsequent practice to inform thigarning. It recognises ¢non static nature of

knowing. Education is identified as needing to recognise reflexivity rather than relying
solely on more static competence or technical models of teaching and learning as

explored in chapter one on the current social work contestthits dual process of

learning informing practice and practice informing learning that en#iiesngoing
transfer of | earning throughout the soci
infinite number of situations or issuasd for social workerstot hi nk f or t hen
(Ringel 2003Rai 2006 Clare 2007 Harrison 2009; Guransky et al 201@y and

McGuire 2010 Wehbi and Straka 201 Chow et al 2011). Failure to do so can result in
what Cranton and King (2003, auppma®pi2s) , des c|
foll owing a dubious set of rules and pri.
(1993); concepts which fail to acknowledge an ever changing context and the role of

self.

It is not always the case that views will change or transfommecounterfor example

with a feminist or antracist stance may result in the learner clarifywigatthey
alreadythink or believe (Scott 1997). Ake international definition of social work
recognises, it s t he s oc i apromot®sodiehange, problénesolving in fi
human relationships and the empowerment and liberation of people tcentelh

b ei (F$W 2001 p.1). Students must therefore understand how socialisation and
learning carbothsustain oppression and promote empowermentibetion(Freire

1993, 2000), if they are to recognise oppresaiwh develop appropriate strategies and
interventions. An encounter or a disorientating dilemma may precipitate this change or
clarify the need for action.

The transformative learning process as developed by Mezirow
Mezirow identified ten phases thetransformative leaing process which he argued

occur as an adult seeks to clarify meaning:

1. A disorientating dilemma
2. Self examination with feelings of fear, anger, guilt or shame

3. A critical assessment of assumptions
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4. Recognition of oneds discontent and t|

5. Exploration of options for new roles, relationships and actions

6. Planning a course of action

7. Acquiring knowledge and skills for i mj

8 Provisional trying of oneds rol es

9. Building competence and selbnfidence in new roles and relationships

10A reintegration into oneds |ife on th
perspective.

(Mezirow 2003, p.4)

The phases provide a usefulusture to identify what transformative learning may look
like; how it might happen and as criteria to evaluate whether transformative learning has
occurred. | can identify moments in my own learning and development where
perspective change has occurredrfe in this way during my own social work

education. This process howevers been critiquedithin the literaturdor beingtoo

rational and linear (Cranton 2002; Merriam and Ntseane 2008; Merriam and Kim 2008;
Walton 2010)Merriam and Ntseane (2008xplore how culture shapes the process of
transformative learning and comment on how the rational thygmaquired of

Me z i r o wo s oftramsfornmativa is essentially a Western condgpdnton

(2002) suggests that it is not a linear process buthiket is some progression to it such

as starting with a disorientating dilemma and ending with restored equilibrium. Walton
(2010) dismisses the linear or mechanistic process arguing that like other forms of
growth it is contextual and mudimensional anthe ways that learners engage in the
process cannot be prescriptive. Whilst there is consensus in the literature regarding the
potential for | earning to transform a pe.l
on how this happens.

The transformative learning processas developed by others

Taylor (2008) identifies a number of alternative views of transformative learning theory
emerging from the |iterature in addition
critical perspective. Thedmve retainedie basic premisef Me z i r cbutbs t heo
explored and suggested different perspectives in order to expand its relenanc

application in different fields. Taylor (2008) categorises these as psydigtical;

psychedevelopmental; soci@@mancipatory; ngrobiological, culturakpiritual, race
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centric and planetary views. Each reflects differences in focus such as on the individual
person in the first three and views which acknowledge context and social change such
as interconnectivity with the environmentthe last three. They all have a resonance on
some level with the common threads within this thesis: social work values; whole
person approaches to education and the indivisible nature of human beings as
incorporated into the conceptual framework oftamyi appreciative inquiry (Cowling

2001, 2004a, 2004b, 20@5d Cowling and Repede 20Miich is explored in part

two. | draw on each of these views as | consider the questions posed at the end of

chapter one by exploring:

how and why transformative leang might happen
1 what impact transformative learning has on the whole person and
models for fostering this development and change in a way that acknowledges

this impact.

The psycheanalytical view of transformative learning, for example, reflects talmhg
journey of coming to understand onesel f.
view which identifies an individual 6s ne:
developmental perspective views the whole lifespan and reflects on continuous,

incremen al and progressive growth. This al sc
self actualisation (1983). Merriam and Kim (2008) however request caution of views

which focus on self and personal development. They argue that they are unlikely to be
recognisedy collectivist cultures such as those in African communities unless the view
recognises communal motivations for learning such as for the good of the community.
Taylor (2008) argues that the psyetievelopmental view acknowledges

epistemological changégw we construct meaning as well as what knowledge we

have) and recognises the role of context, relationships and different types of knowing

ot herwise missing from Mezirowb6s view of

The socialemancipatory view is based ontherwk of Fri ereébés (1993)
Oppressed, as previously discussed and the need to continually reflect and make

changes in order to create a more equitable place to live (Taylor 2008). It has been

argued that it is the economic, politicaland scgidlr uct ur es whi ch i nf
consciousness most (lnglis 1998). This i

use of education to indoctrinate those who are oppressed (1993). Inglis (1998) argues
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that as a result, challenges to thesectitines are more effective in seeking emancipation
than challenges to our own thoughts and views, although Freire would argue that this
needs to start with conscieusising amongst individuals and groups. According to
Inglis (1998) failure to change sogiedt a structural level will result in any changes to
self being limited by these societal, economic and political constraints. Social
movements such as womendés | i beration and
this. The sociaemancipatory view, resates with the social action strand of social
work (as described blyymbery 2005) anthe purpose of social work to challenge
discrimination, disadvantage, inequality and injustice by seeking social change in
addition to focussing on the needs of the irdiial (nternational Association of

Schools of Social work and the International Federation of Social Workers 2Kl

for Care 2002; Social Work Reform Board 2010). The view is that people must
understand power in order to be fréeiére 1993 Inglis 1998.

A model of transformative learning which resonates most with the conceptual

framework of a unitarappreciative inquiry which will guide the method of this study is
described by Taylor (2008) as the planet
2002, 2003 cited in Taylor 2008) it recognises the individual from a planetary and
ecological dimension as well as a sepdlitical one. The aim of transformation in this

case is in relation to our integrality with our physical environment. Changes to our

frames of reference and mindsets need to recognise this wider more holistic view of our
relationship with the worl d. O6Sullivan
suggest that our relationships go beyond those with our selves, family and community

ard extend to wider groups of people, nations, earth and the universe. This wider

context is relevant in understanding how a person makes sense of the world around

them and how they develop their values and beliefs. The notion of integrality provides a
usefu conceptual framework from which to explore the impact of social work education

on the whole person within the context of their lives. This is discussed further in part

two when considering the use of unitary appreciative inquiry (Cowling 2004a) which is

underpinned by this concept.

These categories demonstrate a wide range of perspectives in relation to transformative
learning. Cranton (2006) argues that how transformative learning is viewed will depend
largely on who the learner is and the context lmclv their leaning takes place. She

suggests that it depends on the nature of the disorientating dilemma which could be the
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loss of a loved one or objections to a war where the same individual may decide on
different responses such as quiet reflectioroarad action. | would also argue that the
perspectives demonstrated within the literature will often depend on the premise on
which the author bases their own views and what they have identified as a shortfall in

the model as proposed by Mezirow.

Taylor (1997, 2001, 2006, 2007 and 2008) has extensively reviewed the literature and
research into TLT and identifies a number of criticisms within the literature of
Mezirowds model . | tine rale ®fc@ntext; the varyieg naturecof u d e d
catalysts otransformative learning; the increase role of other ways of knowing and the
importance of relationshis ¢ (p. 174). These areas are a
types of knowing are explored (Heron 199
consideed. Much of the literature since has also sought to address these areas. When
Taylor revisitedthis review in 2007 to lok at empirical research abotansformative

learning theory between 1999 and 2008 identifieda number of studies which

focussed omspects such as the significance of retethipsand of transformiave

learning leading to actio®©f particular interesto this thesisare the studies he identifies

as exploring the practice of fostering transformative learningtwhighlight the

impor t a n dearning £xpdiiences that are direct, personally engaging andasému

refl ecti on Ulayon20@7xpdlé2). These stieli@s along with a further 21

| have identifiedare useful to this reviewas they identify effective practice inadrling
transformative learning to occurhese are explored in the remainder of this chapter to
establish the presquisites for transformative learning; and the implications for

educators, for social work education and for this study.

Pre-requisites for achieving transformative learning

Critical reflection

Accord ng t o Mezi rboewc o(nio9n9g7 ,c rpi.t9)cail | y refl ec
assumptions is the key to transforming o]
indispensible dimension ¢darningb r adapt i nHe argues tlahtannotyes o
engaging in discourse to arrive at a best judgment. The need for critical reflection and
reflective discourse as a meansohieving perspective transformation is well

established and accepted in a widege of the literature (Ettling and Hayes 1997;

Pilling-Cormick 1997 Von Kotze and Cooper 2000; Lee and Greene 20Mriam
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2004; Lin and Cranton 2005; Cranton 2006; Taylor 2007; Rush 2008; Bernhardt 2009;
GriseOwens 2010Walton 2010). It is recognisatat simply acquiring information
(Grabove 1997) or having an experience (Criticos 1993 cited Merriam 2004) is not

enough. New information needs to be understood and manipulated (Grabove 1997).

In relation to critical reflection, Mezirow identifies threategories; content reflection,
process reflection and premise reflection. Critical reflection on content and process is
described as focussing on task centred problem solving, commonly on methods and
procedures (Mezirow 1990) which can be addresseddbyimental learning (learning

how to do something). Mezirow suggests that this can lead to transformations in points
of view (Mezirow 2003). Essentially it leads to seeing the situation differently. In social
work this could relate to our views on what W®in practice such as a particular

approach or model of intervention. It can lead to improvements in our practice,

choosing interventions based on our experience of what works; on best evidence; and in

seeking better outcomes for those involved.

Mezirow argues that critical reflection on premise (the whole basis on which our views,
beliefs and values are held) is different. Critical reflection on premise can lead to much
greater change and can lead to transformation of habits of mind that inform owf view
the world. Using the example of the wome]
comments on how women on mass questidhent roles as housewiveliézirow

1990). Critical reflection on premisgso applies tohe work of Friere (1993, 2005)

with illiterate workers on a reading programme as discussed in chaptérough the
process of consciotraisingor conscientizationMezirow (1990, 2003) argues that
changes to habits of mind can be achieved through communicative learning where
rather than learningow to do something; learners seek to understand. The distinction |
make between instrumental and communicable learning is that communicable learning
affects the whole person not just their knowledge of the tasks or job they undertake. In
relation to socibework education, it enables someone to develop a sense of self and an
identity which incorporates that of a social worker in addition to learning how to do

social work.

Critical reflection on premise can lead to substantial changes to our values, dedief
behaviour and has the potential to be life changing. In response to the question posed at

the end of chapter one as to whether a p
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evidence within the literature to demonstrate that these changesdakelplresponse

to whether these can be taught, or indeed facilitated, there are many factors considered
to increase the likelihood of this occurring (Ettling and Hayes 1997; R{lmmgnick
1997;Von Kotze and Cooper 2000; Lee and Greene 2003; CrantbKiag 2003;Lin

and Cranton 2005; Cranton 2006; Taylor 2007; Affolter et al 2009; Bernhardt 2009;
GriseOwens 2010; Walton 2010). These are explored later in this chapter when
providing a review of the literature in relation to how transformative leatmapgens.

The substantial changes resulting from critical reflection on premise is relevant to the
overall question posited by this thesis of whether social work education can be life
changing. TLT would suggest that if there is a transformation of haftiiténd then it is

life changing.

Individuation

In addition to critical reflection as a prequisite for transformative learning, there is an
argument that transformative learning requires a level of individuation (as developed by
Jungl1971 cited in Cnaton and King 2003Lin and Cranton 2005Jung developed a

view of the whole person which was both indivisible and distinct from the general
collective psychology. | explore in part two of this thesis how this view resonates with
Martha RogercCowl (h998) (209@d@4b) views of th

beings which inform the methodology of this research study.

Cranton and King based on Jungbs view, s
norms we must be able to see ourselves as sepamatetoer s as wi t h Mezi
example of women housewives and Freireobs
their roles within society. Jung argued that we require a sense of self that enables us to
either differentiate or associate ourselves from or witkrstand to rgroup according

to these refinementé level of authenticity is required (a genuine expression of self) to

make choices based on who we are (Cranton and King 2003). Support is required to
enabl e | earners t o #fr edvidual fdmily edocatiercand ons |
society, find their own voices, build th
Cranton 2005, p.458). The aim is to enable learners to find their own path, a principle
which resonates with the professional valuedarpinning this thesis and the models of

adult learning proposed by Rogers (1983) and Knowles (1990) in that it supports

unique, self directed, autonomous learning. The aim is for individuals, with support, to

find what works, what is important and whaishmeaning for them.
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Heightened cognitive development

As already mentioned, there is widespread acceptance within the literature that
transformative learning only occurs as a result of critical reflection (Ettling and Hayes
1997; PillingCormick 1997Von Kotze and Cooper 2000; Lee and Greene 2008;

and Cranton 2005; Cranton 2006; Taylor 2007; Bernhardt 2009;-Gwsas 2010;

Walton 2010), in particular premise reflection (Mezirow 1990, 2003). Merriam (2004

p.60) identifies that to critically refle@nd engage in rational discourse, the learner
musthave a fAmatur e | ev e Whistsome mespardasciammed f unc
that age didhot appear to be a factor (Rush 200&yners must be able to question

their assumptions, consider otherwipoints and decide on a best judgm@nhezirow

2000). Merriam(2004)draws on a range of models of cognitive development asich

Piaget (1972) and Kegan (1994) to demonstrate that this level of cognitive ability only
happens in the later stages of cogmitmaturity and as such may only apply to half of

the adult population or to formally educated adults over the age of 30. This is significant
when considering transformative learning in professional education with students who

are likely to be younger thahis. As Erickson (2007, p.77) comments, this assertion

Apl aces the possibility of transformati ol

many | earner so.

This view however is contradicted by the work of Freire. His work involved a process
of congiousraising with illiterate adults in both urban and rural settings. He describes
accountf transformative learning as adults sought to question their situatido and
engage in critical reflection and discoursdinol meaningn their lives(Freire 093,

2005). It suggestthat the ability to critically reflect is not restricted to those who have
reached a higher level of formal education. It may beviletomand intuitive types of

knowing are also factors.

In her study of peer instructors in laarg in retirement programmes, Erickson (2007)
found that the participants had achieved
learning by choosing to engage in the programme as a response to their feelings
regarding their own retirement. This charfgpwever was not necessarily articulated in

their interview as their ability to articulate and critically reflect on this perspective

change was found to be consistent with their capacity to make meaning from their

experiences. Erickson (2007) challengdscators to explore ways of facilitating
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transformative learning within these varying levels. Lee and Gr@&@8) dgjust this.

Their framework proposes a model which s
starting point. Other literature focusas transformative learning within schools with

models of transformative learning being used with children with positive outcomes
regarding engagement, motivation and transformative learning (Pearson and Somekh
2006). This suggests that lower cognitivedtion does not exclude learners from

transformative learning at some level.

The need for critical reflection

Freirebds (1993, 2005) , Ericksondéds (2007)
Somekhoés (2006) studi es r efrdingwhetheacritttad b at e
reflection and engaging in discourse is the only way that transformative learning can
happen. Some of the literatudisputes this claim; supporting the view that

transformative learning can occur in people without being aware chtrege process

(for example Elias 1997; Scott 1997; Friere 1973 in Merriam 2004; Erickson 2007).

These alternative views are discussed here.

Discernment

It is argued that in addition to critical reflection and engaging in discourse,
transformative learnig can occur through processes of discernment and mindless
assimilation. The first, discernment is a meditative act which involves facilitating
interaction between the conscious and unconscious mind, bringing internal images into
conscious awareness anteatpting to relate to them (Scott 1997). Meaning emerges
from the unconscious; a form of intuition. Learning can be achieved through
appreciation rather than criticism (Elias 1997). The process can be experienced when in
an almost sleep like state when gea surface into the cognitive mind encouraging
focus on a particular aspect of oneds | i1
engage with the images. It still involves processing the information rather than merely
acquiring it, but it does noequire discourse or critical analysis and reflection to make

meaning.

Scott (1997) argues that images emerging through discernment are more potent and
powerful than those emerging from rational thought. It leads me to wonder if such
processes are moregpalent within particular cultures that are practised in the skill of

meditation. It provides a less Westernised and rational process for transformative
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learning to occur and could explain some of the examples of transformative learning

being achieved byhbse who have not consciously engaged in critical reflection and
discourse such asricksoro s (2007) study. Whil st domir
discernment is only acknowledged in some of the literature with the majority of authors
favouring the moreational, westernised approach which assumes the need for critical

reflection and discourse.

Mindless assimilation

The second suggestion of how transformative learning can occur without critical

reflection is that of mindless assimilation. This doesrequire a conscious process

such as critical reflection or discer nmei
reflection and discourse as essential requirements, he does acknowledge that mindless
assimilation where transformation is not a conscious acbceur. He provides the
example of Amoving to a different cul tur
and ways @Mezirowh2D09 k 21;Megriam 2004). If it is uncritical however,

| question whether it is any different from the assatioin he refers to throughout a
personds | ife on which our frames of ref.
been subject to change as we have unquestioningly taken on board the views of others
which in turn have led to changes in our behavidhilst these changes may be
positive, open and permeabl e ones, Me zir
when individuals learn to think for themselves rather than to act on these assimilated,

taken for granted beliefs.

Reflections on the impications for my own practice as an educator

Freireds (1993, 2005); Ericksondéds (2007)
Somekhoés (2006) studies do provide evi del
conscious critical reflection or engagement in a@oaid discourse. Erickson argues that

the resulting perspective change can still be a permanent one. This does lead me to

reflect and make meaning based on this information in relation to my own work with

social work students. In my experience studentatsimilate to the cultural and

value norms of the group; |l earning to Ot |
always conscious and students, particularly those with less experience and maturity

often struggle to articulate changes as withthepeers t r uct or s i n Er i ck
study. | am reminded of a number of students who show a transformation through their

degree, developing an identity which is underpinned by the values of the social work
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profession, becoming more open to the views anefsadif others. They demonstrate

sensitive and caring practice; achieve positive outcomes for people they are working

with; and receive excellent feedback from colleagues and service users. Often however,
they struggle to pass their placement because ioiadility to critically reflect and

articulate the knowledge and theory which informs their practice. On these occasions,
practice is often intuitive, Al 6m not sul
may have been engaging ina procéssomi ndl ess assimilation Db
a conscious process of critical reflection and analysis, it not deemed as consciously
competent and is judged in regards to social work education assessment as inferior to

being able to engage in critladiscourse.

| recognise that my belief is that whilst transformation can occur without the person
being aware of the change process (for example through a process of discernment), | do
view conscious transformation stemming from critical reflectiondiscourse as
demonstrative of in depth learning which is more likely to lead to an irreversible
perspective change. | realise that | must therefore view unconscious transformation as
surface learning which is less likely to become embedded. This is net/eowhat the
research in this review has shown. My belief stems from my previously unchallenged
view that it is only a conscious awareness of shifts in frames of reference, that will
prevent further shifts or assimilation occurring in the future to tselidfich are less

open or permeable. | believe this is what stops someone from drifting and losing sight
of the inclusive values and beliefs they have gained. | base this on my view that there
are social workers in practice who have lost sight of the& ¢alues and are not as

open to the views of others. This too is based on an assumption however that
transformation had occurred in the first place when perhaps their views have not
changed and that no process conscious or otherwise had taken plade. becangued

that they remain unconsciously incompetent.

Engaging in critical reflection has enabled me to recognise these beliefs and
assumptions and identify on what premise these views are based. | am able to question
the truth of my beliefs and conlgr whether these are due to my owngaceptions

and judgments regarding the value | place on different types of knowing (such as
conscious or intuitive) within professional education. This contradicts the emphasis |
place in my own practice on practisesdom and intuition. These are qualities that |

value in others when making judgments about their effectiveness as practitioners. This
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process of critical reflection has enabled me to surface a tension between this and my
role as an assessor and as & gatper to the profession. In this role | realise that | am
looking for competence, knowledge and understanding which is tangible and

measurable such as the ability to articulate changes in perspectives or to identify the
premise on which beliefs are bds&ly assumption is that this is more effective in

terms of professional education and the development of individuals who can think for
themselves and can meet the requirements of the profession as identified in chapter one.

Some of this tension emergiesm the requirement for me as an educator to consider
transformative learning within a formal learning environment such as social work
education at degree level. The requirements of the social work programme for which |

am lecturer are for perspective ogas, views and values to be explicitly acknowledged

and expressed, often through verbal dialogue in tutorials or supervision, written
assignments or presentations. This is in
of understanding and to mahle requirements of the National Occupational Standards

for social work and a degree level of study but is also based on my assumption that this
demonstrates a more in depth level of learning. | am starting to consider whether this is
the case. If feedbadkom those working alongside a social work student in practice
considers their practice to be competent, perhaps this should be enough. Perhaps failing
to recognise this as a valid demonstrati
and engage itransformative learning is to adopt a rationalised, westernised approach
which can only be achieved by western students over 30 who have achieved a mature

level of cognitive functioning.

The social work literature explored in chapter one on the soci#l @omtext identifies

shortfalls of students effectively engaging in critical reflection particularly in relation to
understanding power and oppression at a structural level. For some students this level of
critical reflectioamchd Ctuorese | Fr iNokis omd s
Perhaps rationalised approaches to teachi
ability to critically reflect to demonstrate their learning, go some way to explaining

why. Perhaps by being more open to othecpsses of developing and demonstrating
transformative learning, such as discernment and assimilation (Elias 1997; Scott 1997,
Merriam 2004) and by using different types of knowing to enable learners to view their
situation such as through conscigassing (Freire 1993, 2005), more effective teaching

and learning strategies could be developed. This could better enable transformative
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learning to happen and for learners to develop the skills and awareness to develop the

ability to critically reflect at a |l&tr stage.

My own learning

Critically reflecting on knowledge gained has enabled me to draw a number of
conclusions regarding my own practice and to identify areas | wish to develop further
within this doctoral study. The process of critical reflectiod angaging in discourse

can lead to transformative learning and should be encouraged as a skill to develop
within social work education. It has many benefits for the learner in enabling them to
surface links, identify beliefs, values and behaviour andoee the premise on which
these are based. It can lead to more permeable, open, and inclusive beliefs which are
valued within the social work profession which seeks to challenge injustice and work

with those most in need.

| am able to conclude from nown reflections however that critical reflection and
discourse is not the only way in which transformative learning can be achieved. Social
work education which seeks to develop social workers with the values of the profession
should also acknowledge oth@ocesses by actively exploring and evaluating other
methods of achieving this goal. This could involve drawing on teaching strategies and

models of learning which acknowledge and value different types of knowing.

There are questions which the literatueviewed here, fails to answer in relation to
professional education. It is important to explore whether there is a difference between a
persondbs practice and the outcomes for t|
critical reflection and discose and those who have not. It would be useful to consider
whether integrating the two enables learners to seek ways of challenging their own

views and beliefs in a way that is meaningful for them.

The remainder of this chapter explores the literaturelation to recognising and
measuring whether transformative learning has occurred and the strategies and models

in place to foster this within professional education.

Measuring whether trandormative learning has occurred
A number of studies withintHlei t er at ur e use Mezirowds ten

transformative learning has occurred. Rush (2008, p.536) draws on this and the work of
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Brookfield (1987) to devise her own criteria for identifying the occurrence of
transformational learning as a uéof service user involvement within mental health
nursing teaching sessions. As with most models, it includes the occurrence of critical

reflection as a measure. These were:

1 Engaging in self examination and expressing feelings associated with their own
practice, such as feeling guilty about past actions.

1 Describing new knowledge/insight gained

T Reflection on own or otherds practice

1 Critical reflection on the power relationships associated with professionals and
service users

1 Changes in assumptions/attitudes about people with mental health problems
Engaging in dialogue with others about the meaning of the service user sessions
Planning future action related to information gained from the service user
sessions

1 Descibing specific action taken as a result of the service user sessions.

Whilst all 26 students N Ru s h 6 s dés2ridedl 8ojne lwenefits] 32 were

identified as having undergone transformative learning based on meeting all of the

above criteriaUnfortunately little consideration is given as to why this was not the case

for all. This provides useful learning however in relation to a social work education
context both in terms of identifying the effectiveness of using meaningful

Adi sorientatindedi remm2€03, p.4) such as
but also as a mechanism for identifying the nature of transformative learning and what
this may | ook I|ike. I't is the studentsd |
that is importah Whilst it requires a conscious process, it can enable students to
recognise and articulate this change thus facilitating their own critical reflection and
transformative learning and meeting the academic and professional requirements of

demonstrating kerning within a social work qualifying degree programme.

Implications for educators: facilitating transformative learning
Much of the literature including papers authoredv®zirow, identify guidance for
educators in @ating the conditions requado foster transformative learrgn Whilst

the emphasis differs depending on their view of learning and theguésites required,
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they all demonstrate similar principles and approaches to creating a positive learning

environment which is conducive to traoshative learning.

Enabling the learner.

Enabling the learner to engage in transformative learning involves supgdegingrs

to become aware of their assumptions; enabling them to practice recodyaisieg of
refererce and identifying alteative paspectivegMezirow 1997). Mezirovadvises
educators to assist learners to participate in discalurs¢o his view that this is an
essential component in transformative learnkhg suggests that learners participate
more freely in discourse when they Baaccurate and complete information; are freer
from coercion; open to alternative viewpoints; able to be objective; able to critically
reflect on own assumptions; and are willing to accept resulting best judgment until new
perspectives or arguments areanttered (Mezirow 2003). A fundamental principle of
adult learning theory is that it is based on defcted learning (Rogers 1983; Mezirow
1990; Knowles 1990; PillingCormick 1997 Cranton 2006) where learners are enabled
to identify their own needs arstirategies for meeting them. Transferring responsibility
from the traditional teacher to learners can result in increased motivation even by child
learners who have been shown to be more likely to take ownership (Pearson and
Somekh 2006). Essentially |emrs are encouraged to develop autonomous thinking and
to find their own path. Learning is acknowledged as coming from as wide a range of

sources not only from for mal educators (!

With regards to the impact on the whole perg@t engaging in transformative learning

can have, the literature does recognise that encouraging independent learning, engaging
in discourse and taking ownership can be unsettling to some students. It can affect their
sense of safety particularly forttos i n pur suit of &éthe right
mind and frames of reference guide them to believe that the educator has the knowledge
and that this should be taught to the student (Cranton 2002; Lin and Cranton 2005;
GriseOwens et al 2010; Waltor021 0) . Thi s was evident in V
when one student expressed frustration af
end of a complex analysis and discussion. Others wanted more structure and for the
teacher t o fex alton2010@.A63. Whilst recognisingithe fiead for

learners to adapt to a new style of learning for them, fostering transformative learning
within education also needs to be done in an emotionally safe environment (Lee and

Greene 2003; Taylor 2006; Walt@010) so as not to create defensiveness or distress.
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Distress resulting from the process of transformation may well form part of the impact

of education on the whole person. This impact however, is an area that is largely absent
from the literature othehan its focus on creating a safe and trusting environment.

Impact on the person outside of the classroom warrants further consideration and is

explored within this research study.

Transformative learning: making it happen

Environment

Transformative leaing is perhaps more likely to occur if the learner has a personal
interest, perceptions of conflict and developmental readiness (Walton 2010) and a
perception of themselves that is distinct from the collective psychology (viewing
themselves as differenghabling the learner to think for themselves (Cranton and King
2003). Educators should seek to ensure an environment which is safe and supportive by
promoting security, trust and empathy and which places emphasis on establishing
meaningful and genuine eglonships with students (Lee and Greene 2@danton

2006; GriseOwens et al 2010; Walton 2010). Knowles (1990, p.54) based his adult

| earning theory on the view that fAadul ts
nont hr eat eni n grsshald tecognipestiie.conteobthey exdrt over the

learning experience and the control the student has to direct their own learning-(Pilling

Cormick 1997). Walton suggests that this
teacher authority by incorpoat i ng #fAreci procal teaching m
making opportunities and a physical rest |
p.16).

Creating a catalyst for transformative learning

As with Rogers (1983), Knowles (1984, 1990) and Freire (12030, 2004, 2005)

Mezirow (1997) encourages the use of education that fosters critically reflective thought
such as imaginative problem posing, group deliberation, action research projects,
critical incidents and real life case studies where learnirestplace through discovery.
Teaching strategies or catalysts for transformation can take many forms in creating a
disorientating dilemma. This is a factor which is accepted by proponents of both

conscious and subconscious transformative learning processes.
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Creating cognitive dissonance or a disorientating dilemma is a useful catalyst in
enabling someone to question their views and beliefs. The literature demonstrates that
this can be done in many ways such as developing expressive ways of knowing by
engag ng the | earner6és i magination and intu
analysis (Davidvlanigaulte et al 2006) through film, documentary, novels, short stories
and poems (Cranton 2002); critical group discussions and guided conversations (Walton
2010);autobiography which incorporates core values of subjectivity, experience, voice
and reflection (Bernhardt 2009); by hearing first hand experiences and life stories (Rush
2008); problem based learning (Von Kotze and Cooper 2000), professional
conversationsnd accounting for momebty moment interactions (Phillips et al 2002)

and flexible, open ended lesson planning in place of routine structure (Pearson and
Somekh 2006).

Rush (2008) for example, who developed a criteria for measuring the occurrence of
transformative learning within the adult education classroom as previously discussed,
involved service users in teaching sessions to enable mental health nursing students to
challenge their preconceptions and beliefs regarding the experience of mental health
She found that hearing the lived experience enabled students to question their own
beliefs and pre&onceptions and recognise the stigma regarding mental health. As one
student concluded, Athey are just I|ike vy
reported an increase in knowledge and for several it had led directly to changes in their
practice such as practively promoting mental health recovery based on their
transformed view that this could happen. This had not previously been achieved when
learnng about mental ill health from literature and psychiatric diagnostics or even from
their practice experience. This had only involved working with people who were unwell
and as such had failed to challenge their belief that someone with a serious mental
health problem was unlikely to recover.

Walton (2010) found that engaging in group discussions and guided conversations led
to students becoming more aware of the complexities and ambiguities in the topics they
were exploring. This led to more critical thght and reflection and an increased

openness to the view points of others, which was applied to their views on other areas of
modern social life. More critical thought was also the outcome of a pilot study within
social work education at an American Unsigy for GriseOwens et al (2010). They

incorporated the exploration of a current event (in their case Hurricane Katrina) from
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which to explore social justice in all units across the curricula. As a result of relating
theory to a current issue and topicievhhad affected them all, students developed an
understanding of power, social constructs and social action. Students reported that this

awareness had influenced their practice.
look at the social and politicaly st ems whi ch af fOensetali@@10,c | i e
p.141)

In each of these studies, educators created opportunities for learning which were
meaningful, real and of interest and importance to the learners. Opportunities for

learning built on the pniciple of adult learning theory as previously explored, that

|l earning must be meaningful, rel evant an:i
built on the notion of integrality between themselves, their learning, their practice and

their environment ahthe benefits of shared learning.

Shared learning

GriseOwens et al (2010) identify shared learning and the interaction between people as
the key to their approachdés success in f
garners support elsewhere withhe literature (such a%n Kotze and Cooper 2000;

Phillips et al 2002Pearson and SomelI006; Taylor 2007Merriam and Kim2008;

Walton 2010). Shared learning is also intrinsic to many non western perspectives on
learning and knowing which view leang as lifelong, informal and as a communal

activity where understanding arises through each other (Merriam and Kim 2008). The
concept of connectedness is integral to unitary appreciative inquiry and the whole

person approaches to education, which undehénstudy but also to my own

experience of group supervision within a Doctorate in Professional Practice. Shared

|l earning, peer mentoring and the opportul
experiences was a useful catalyst for reflection and dpwednt for me during the

doctoral process.

It is important however not to lose sight of the individual within the learning process or

the personalised views of transformation which recognises the value of internalised
processes (Scott 1997; Elias 1990 least because of the influence individuals have

on the cognitive processes of the group as a whole (Scott 1997). If we are to accept
Jungdés (1971) view of individuation as e:

Cranton 2005), then differeation from the group is also necessary for transformation
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to occur. Lee and Greene (2003) add to the debate on individuality by arguing the need
for transformative | earning opportunitie:
model of multiculturalsocial work education, mentioned earlier, identifies four

potential cultural stances (ethnocentric, information, curiosity and reflexivity) from
which to identify the studentdés starting
different levels of awreness and insight to themselves, teaching strategies and activities
can also be tailored to their individual needs. They argue that this individual response
takes into account the | earnerodés readine:

critical reflection but at a level accessible for them.

Lee and Greene (2003) encourage educators to use a wide range of teaching strategies
and activities to meet these individual needs within a group environment. When
considering what models there are for éostg the development of transformative

learning which acknowledges the individual or the whole person, emphasis should be
placed on incorporating this wide range of strategies to meet the needs of different

learners.

Implications for social work education

There is much that we can learn from the literature in relation to transformative learning
within social work education. This includes developing a safe and trusting learning
environment; enabling individual learners as well as promoting shared leaandhg

creating a range of opportunities for transformative learning to occur. The principle of
learning through discovery from meaningful events is fundamenkahto wl e s 6 not |
of andragogy (1984, 1990) and RogemHumanist theory (1983) where learnisg
understood within t hd&ducators talexrithesofeoft he per
facilitator rather than the expert in aflthese approaches (Rogers 1988pwles 1984;

1990; Mezirow 2003). TLacknowledges that not all learning will take place in the
classroonor the university setting although this is where the catalyst may have been

set. Critcal reflection may take place after the fact for example driving home, cooking
supper, going for a walk or telling someone about their Gagnton 2002)lt may be a

conscious process or a process of discernment or mindless assimilation.

The literature in relation to transformative learning demonstrates that learning is about
more than developing the minkllerriam and Kim (2008, p.76) suggestsitabout

devdopingas a fAmor al person, a good person, a
75



the community wuplifts the wholeo. TLT re
and their environment and the influence this will have on their learning. It promotes

shaed learning and making sense of issues and topics by relating them to real,

meaningful events. As such, it provides an approach to learning which acknowledges

the whole person.

Tensions identified from reviewing the literature

A dilemma thaemerges fsm the literature in relation to this study and my own
professional practice as an educator, is the tension between the principles of
transformative learning and adult legugn theory which are based on self directed

learning, independence, personal depaient, autonomous thought, transformations

and goals which should not be governed b
values. Despite evidence in the literature and in my own practice of a shift from a
competence based model to a reflective paradigsocial work education (as explored

in chapter one on the social work education context), social work educators are required
to assesssstudents against a specific set of National Occupational Standards; within

the validated curriculurand within a spefic timeframe It is somewhat incongrueta

impose a set of standards on social work students wigghnot align with their own
objectives; priorities and values. The new proposed Professional Capabilities
Framework as explored in chapter one, goes ssayeto addressing this. It recognises

the lifelong nature of social work education and the requirement for personal and

professional support and development.

To some degree these tensionsaaek n o wl e d g e d (1893,t1200D02004F r i er e
2005 work which is characterised by the oppressavel liberating potential of

education and learning. He focuses onfél&e sense of identity which emges when

i mposed reality i s ownleotagg Janves h983 p@l). Mérelya p e |
changingourpersna f ai l s to challenge Auncritical
(Lin and Cranton 2005). This resonates with the social work literature previously

menti oned which identifies a dissonance |
values and the impodeestrictions and limitations they find in practice (Wilson et al

2007; Leung 2007; Morley 2008; Mackay and Woodward 200ty often leads to the
submissive stance or reluctant conformity explored in chapter one. Autonomous

thinkers are able to recogei, explore and make judgments about these conflicts;

enabling them to challenge oppressive systems and seek change.
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The competence, technieational (Wilson et al 2007; Leung 2007; Morley 2008;

Mackay and Woodward 2010), administrative (Lymbery 2@01) instrumental

learning (Mezirow 1990, 2003) models however still prevail within social work

education. Mezirow (1997) recognises the need for job related competencies but

describes these as short term objectives rather than the longer term goal wehich is
become a Asocially responsible autonomou:
education, PillingCormick (1997) gives the example of a computer student needing
guidance to learn basic computing skills before they are likely to take contrahewrer

|l earning. This reinforces the need for e
and recognise their need for both instrumental and communicable learning as defined by
Mezirow (1990, 2003).

Mezirow (1997) argues that an effective adulteadar will recognise both goals,

implying that the two are not mutually exclusive. Social work education and practice as
guided by government policy has received significant criticism recently, most notably in
Munrods independent (20&lyforéoeussmgon followingdulep r ot «
at the expense of enabling practitioners to exercise professional expertise and judgment.
Munro (2011) argues that this has led to poorer outcomes for children. This suggests

that imposed short term objectives héaleen priority over the longer term goal of

becoming a socially responsible autonomous thinker. Munro (2011) argues that this
balance needs to be restored. Creating learning opportunities which foster

transformative learning could achieve both outcomegestdre this balance.

Discussion into whether these tensions were apparent for the students in this study and

whether this impacted on them will be explored in part two.

Gaps identified in the literature.

There is still much to know about transformatiearning in relation to the impact this

has on the studentsd |ives. Taylor (2008]
foster transformative learning and the impact that this learning then has on the

i ndividual 6s peer sstandle nthos el ii fnes.o |l Ivretde ri ens
comment on the impact on the person themselves. Impact however is largely absent

from the literature. Whilst some thought is given to the impact on the person within the

classroom setting and the need to creatfaenvironment for discussion and risk
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taking, there is little acknowledgment of the impact that transformative learning has on
the student 0s -beiegostieir oeivs os relatibnsh@ withthe Wwolrld

around them. Expressed implicitly thghout the literature is the view that because
transformative learning leads to more open, insightful, permeable and inclusive views of
the world, this can only have a positive outcome. This too is an area in need of more

research and which will be addredsbrectly by this research study.

This research study

Gaps identified withirthis literature review are explored within the research component

of this thesis due to the emphasis that unitary appreciative inquiry places on context,
relationships and typed knowing.The first aim of the study is to illuminate the unique
experiences of student social workers in relation to the impact social work education has
had on their whole selves, their beliefs, values and behaviour. Because participants are
enableda@ share and critically reflect on whether, what and how changes to their whole
selves occurred, a more individual, culturally sensitive perspective which incorporates
aspects of each personds whol enesdthesuch
whole, is achieved. Informed ltlge discussion on the need for critical analysis and
reflection, the research study will use a range of strategies and techniquelgatefaci

this reflection. It alsalraws on other types of knowing to enable the participdat

express and analyse their experiences in different ways.

1T uminating the st ude mithinghisstxdpenabiesernoc e s al
identify whether transformative learning has occurred fantHéook atwhether it has
occurredhow ithas occurred; and evaluate the effectiveness of the programme and my
practicein enabling it. My aim igo generate ways of improving this process. In the way

that many of the studies identify effective catalysts &hieving transformation, my

contact vith the participants in this research and the illuminationkrapresentations
createdenablel my own transformative learning apdrspective transformatioAs

such it informedhe practice develapent component of this Doctorate.
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Part two: research

Pat two focuses on the research component of this Doctorate in Professional Practice
and the use of a unitary appreciative inquiry (UAI) as developed by W. Richard
Cowling. As with previous chapters, personal narrative and reflective elements run
throughout Research processes are explored from identifying an area of inquiry and an
appropriate method through to the research inquiry itself and the presentation and
discussion of the findings. Justification for the research study is explored along with the
originality and the contribution to new knowledge. Discussion, analysis and critique of

the research are provided in relation to the relevant literature within this context.

Discussionreflection and analysis within part two draw the work of Cowling2001,

2004a, 2004b, 2002010 and other UAI researchef§alley 2004; Cox 2004; Talley

et al 2005Alligood200 8; Rushing 2008 ancopRaaiyeede 200
inquiry (1994)and he conceptual framework of Marttf
Beings (199D are identified as the key underpinning theoretical frameworks. Links are
made between these and the educational approaches and models of transformative
learning previously identifiedAs an emergent approachetdefinition and methods of

UAI continue tcevolve. Cowling and Reped2(1Q p.64) acknowledg¢hatiicertain

aspects of UAlhaveleen | ef t want i andjthat refineenengshavec i t nes s
occurred as the different researchers have attemptedresaddhallenges. The aim of

part two isto provice my interpretationfdJAlI andto demonstratés potential as both

a research technique and an educative tool to foster transformative learning.

| do this first by exploring the process of choosing UAI as the approach for this study
(chapter four); | ten provide: an overview and critique of the method itself (chapter

five); how the method was used within this study (chapter six); discussion and reflection
on the ethical considerations (chapter seven); the presentation of findings in the form of
a unitay appreciative profile (chapter eight); consideration of the trustworthiness and
quality of the findings (chapter nine) and discussion, analysis and reflection on my
interpretation of these findings (chapter ten).
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Chapter 4: Choosing a method

Chapter 6éur provides discussion and reflection iy choice of method for this

research inquiry. Directed by the desire to identify an approach which was congruent
with my professional social work values and the underpinning educational theory, |
considered a nuber of different options. These and the reasons for choosing unitary
appreciative inquiry (UAI) are explored along with my reflections on how this process
enabled me to focus the direction of the research inquiry. The method itself is explored

in more detd within chapter five.

Starting point

At the start of the actoral proces, my knowledge of research methedss limited and

| identified this as an area to develop. | wartte@lentify a reseafcmethodor use

within this study but also to develop argral awareness and understanding of a range

of appro&hes. From the start, | had a clear sense of watdirmgentify unique

experiences angaininsights into the lives of the student participants. Whilst |

anticipated identifyinghemes and drawg corclusions from these, | did not want to

discount any individual or unique viewpoints or experiences. | wanted to adopt what

Kvale (1996) identifies as a traveller approach to research where | could listen to
studentsbé stori es a wiewsand pespeetives. intadditiontoe x p e |
discovering new knowledg, a pot ent i dhketraveller mag drgedss t hat
well 6 (Kvale 1996, p.4). As i dehwstwasfai ed wi
personal objective of undertaking a Docteiia Professional Practices | sought to

learn about myself and enhance my own practice as an educator. It was for this reason
that | focussed primarily on qlitative researchbut with an open mind for using

quantitative or mixed metlis. Uncoveringinique stories could provide significant

learning and opportunities for reflection for me as a practitioner and educator and wider

afield in social work, social care and health education.

In search of a method

In the search foa methodl | attended qualiteve research sessions and workshops and
read literature on qualitative approaches and technidirese includedrounded

theory, phenomenology, autoethnaghy, appreciative inquirgction researchpcus
group and case study approaches. My aim wadetatify the best methodef

achieving insight into the lives of those involved in the stiilynany ways any of
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these would have been appropriate approaches to use as they would have succeeded in
illuminating individual stories. Phenomenology was ofries¢ because of this focus on

individual experience. It:

st udies the subjectsd perspectives on
the content and structure of the subj
diversity of their experiencesd to explicate their esseritrmeanings (Kvale

1996, p.53).

| was also drawihoweverto the more participatory approaches. Most qualitative
approaches 6share a broad phil osop-hy sucl
ended start i nygndpoures2008.346)HSoiind obthegarticipatory
approaches however (cooperative inquiry and action research for example), seemed

more congruent with the topic itself and with my own professional and personal values

than others.

Exploring different methodsenabled me toecognise the importance for mevadrking

togeher with participants and ensuritigat the research process was of direct benefit to
them. Partnership working is intrinsic to social work practice. Profesissodal work

values, as mviously identifiedjnclude respect for people as individuals; valuing and
recognising peopl eds ex peginjustiseandanagdalitg x p e r |
(TOPSS UK 2002). These are seen as requirements for challenging structural, cultural

and persnal oppression and in achieving success and bettemoescior people who

come into contact with social work servicesldesare also fundamental to the

educational approaches such as TLT explored in part one. Control over the learning
process is shareahd the role of self is recognised. Participatory mosietsned the

natural approach to agt with students engaged in tlesearcldue to this congruence.

Participatory and action research

Participatory and action research approacitesemedwould best reduce the potential

for oppression between me as the researcitettee participants.d®ential for gaining

i nsights which most cl osely r enodldbet ed t h
increased as was the potential for plagticipants to seethange, including social

changel felt that this could enhance their own learning and agreént as a result of

insights gained during the process. Principles of action research include the capacity
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building process, attentive communication, inclusparticipation and relationships

based on equality and acceptance (Stringe7 2@l of these are congruent with a

social workvalue base. My concern about choosing action reséamekver was its

d e s cr i @systematic approath to investigation #r@ables people to find

effective solutions to problems they confrontirthr e v e r (Btdrmer 20071 v e s 0
p.1). My intention was to illuminate stories and experiences for use as a catalyst for
critical reflection, rather than to problem solve.

Whilst discounting action researdtad established that the research shbeld
undertaken with the students opposed to doing research on them (Re&864)in a
way that Kvale descr i bdl996a.4). Inaddaiondoanei ng t ¢
gaining insight, new knowledge and the opportunity to question my @ihres and
perceptions, their participation coyddovide a useful opportunity for their own ongoing
learning, developme and growth. Working in partnershipllows the principles of the
adut learning theories explored in the previous chaech agreire (993, 2000,
2004,2005), Knowles1984,1990), Rogers (1983) and Meziro®900, 19961997,

2000, 2003). This meant ensuring that the processneasindul, purposeful and
relevant to heir experiencel wanted to provide studenigth the opportunity to

analyse their own experiences on the degree programme and for bot t¢ars from
this. It confirmed my aim to identify ampproach which was effective for both research

inquiry andeducation.

Nature of the inquiry

Another benefit of considering a range of methods at this stagihevesquirement for

me to be more specific about what it was | wanted to research and explore. At this point
| had considered a range of topics sucheasgnal qualities of the social worker;
developing professional values; the emergence of self awareness and the process of
achieving citical pedagogy. | did not fe¢hat | had fully identified the area | wadtéo

focus on or what Wanted to achieve.

At the initial review stage (June 2009) |
the emergence of this on a socidffdrentwor k d
research methods could enable me to understand the emergencawbsetfess or at

least illuminate thigxperience for students, led me to question whether self awareness

should be the main focus. I considered b
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critically reflective, analytical, insightful, seware, empathic, emotionglintelligent

and dynami c. | focussed on what 1t meant

broad and | found it difficult to capture what it w&equirements evidenced by any
literature relating to social work practice including the statementpdatations from
people who use services and care for those whearsees (Skills for @re 2002pare
diverse. They include knowledgelefjislation, policies, approachesterventions,
services (Watson et al 200@dams et al 2002Healey 200%p, skills such as assessment
skills, communication skills and group work (Trevithick 20B8Bprowska 2005Seden
2005 PrestorShoot 2007Parker and Bradley 200 Aalues and personal
characteristicsAbbott 1999;Cann 2004Louvet 2007 and the ability to reflécon

social work practiceMloon 1999; Fook 200250uld andBaldwin 2004; White et al
2006;Knott and Scragg 200 Rutter and Brown 20)1Any attempt to summarise

these or to focus on only one aspect failed to capture the essence of what | wanted to
reseach. The only simple definition | hadgbn able to offer was an intive sense of a
good social worker having 06itd whatever
focus more on the person than a defined entity such as self awareness, ledeme to t
conclusion that a more effective approach would be to start with the students, as

opposed to starting with an outcome and asking how it emerged.

Focus on the whole person

Much of my exploration so far had been informed by my interest in the whotenpers
and their experience of social work education within the medatext of their lives. An
interest in people had led me to a career in social work andaim@dtmy person

centred approach to baslecial wok practice and education. | recognigkdt itwas

this insight which acknowledged the whole person that | wished targamder to

develop my own practice as an educa®art one of this thesis however identified gaps
in the |literature regarding thefeimpact

This led me taonsiderexploring with students their transformation and growth during
the social work course and the impatsocial work educatioan their sense of self and
their wholeress. Rather than focussing on specific changestoomessich as the
emergence of seiwarenesd adopted a more opeanded exploration of thegersonal
growth, whatever thamay be and however it may have emergeduBwason the

individual and their personal journey, process of discovery, enlightenment,
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emart i pati on, personal and professional de

social worker without the constraints of a specific outcome.

So as not to assume that personal growth or transfomrzeaic occurred, | decided to

explore more openlthe impat of social work education on the person. More
specifically given my areas of interest,
focus on kliefs, values and behaviour hasthe whole person outside of the learning
environment. This prevented thesamption of any specific impact or outcome such as
personal growtland enabled me to increase my understanding of the learning

experience so as to develop educational approaches which acknowledged this

Choosingunitary appreciative inquiry (UAI)

When dscussing the potential benefits of participatory action research within
supervision, | was introduced to the option of gduAl. | explored thidurther by

reading key papernssing this approach and through attendance at a two day workshop
facilitated byits author, W. Richard Cowling. Whilst | had some initial reseows

(which are discussed in chapter five), there appeared to be many benefits. Whilst
embedded in participatory action research and cooperative inquiry (Reasoriti994)
approach alsmcorporates concepts such as wholeness and appreciationHttéens.
Participantshae their story and the researcher or the participants themselves, create
representations of their experientiAl presented an opportunity for me énable
students to @ognise, explore and represent their experiences in a way that could be
beneficial to their own leaing and development aficom which others coultearn.
Encapsulateih the method werboth the research and educative outcomes | was

looking for.

Use ofdifferent media to create representatiappealedd me because of tlahoiceit

provided to participants. Aloser representation of the persmuld be achievethan if

restricted to written expression and interpretation of their experiences. Whaitst | h

some reservations as to the use arfisticgr eat |
| felt the potentiabutweidhed any anxieties. Challenging myself to work in a new way

could also leato my own @rsonal growth which ia key benefit and mtator for

students undertakingéfessional Dctorates (Leonard et al 2005) in particular a

Doctorate in Pofessimal Practice (Doncaster and Thorne 2000; Bourner et al 2001;

Lester 2004; Stephenson et al 2006; Wellington and Sikes.2006)
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The emphasisfdJAlon | i fe patterns and the need t
was congruent with my own beliefs. | had positive experiences of working as a social
worker within a mental health organisation which offered holistic support to individuals
experiencig emotional distress. Viewing and working alongside people holistically

involved recognising that they had aspects of themselves which could not be fully
understood in abstract parts suchpagsical, spiritual, mental and emotional parts of a

greater wha. Seeing people within the context of tHeies led to far better insights

into theirexperience and more effective respongesheir distress. The best analogy |

had at the time for understanding a pers.
peron were not just interelated parts but aspects of the same entity. Just as water can

take the form of liquid, ice and steam, a person can take the form of mind, body and

spirit. My interpretatiorof UAI was that it would aim to capture this wholeness in

relation to a particular experience (Cowli®@04, 2005. It had the potential to capture

the wholeness or the experierafesocial work educatiofor each of the participants

involved, creating a richness and depthich may not have been achievadheother

approaches | had considered.

Congruence with the other areas of this study

Both the metho@nd the focus of the study appeared to be congruent with the needs of
the students, my objectives as a researcher, the social work programwhéfolt am a

lecturer andhe requirements of the Bctoratein Professional Practice. As a resufipst

of the el ements seemed to slot itto pl ac:
choosing a method, UAJenerated a range of options and opportunities. Hollama

Todres (2003p.347)dix our age researchers fromandsi ng
quote Janesick (2000) who labelled thisrethodolatrywhere researchers are more
obsessed with method than content. They argue that coherence is achieved when the
distinctive features of an approach are consistent with the nature of the inquiry, the style
and type of data collection and the analysis and presentation of the findings. UAI
recognises the ee to see individuals as whatet just as aspects of themsshsuch as

being a studentntividual experienceare presentedithout diluting these to create a

single theory or proposition. Both the process of data collection and the presentation of
findings present opportunities of fostering critical reflectidiscernmenand

transfomative learning and caserve as emancipatory and educative tools for those

involved. How this can be achieved isalissed in the following chapters.
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Chapter 5: Unitary appreciative inquiry (UAI)

Chapter five provides an overviewdAl. Key principles of the method are identified

along with some of the underpinning concepts and modélkis a relatively new

approach still being developed by W. Richard Cowling for use primarily within mental
health nursing research and practidée use of UAI so far has been limited to studies

and papers by its auth(001, 2004a, 2004b, 200%)10), and amall number of

research inquiriesnost of whch are part of health related doctoral studies (Talley

2004; Cox 2004; Talley et al 2005; AJjbod 2008; Rushing 200Bepede 2009). It was
developech s an appr oac hhuwdniwlcolenessard onjgne ssses A
(Cowling 2004a, p.202Cowlingargues hat t hi s i s ohuha@an negl e
phenomena ar e 0 cl iemphasiadnidgnastt depresett eht iacmn D& e |
(Cowling 2001, p.32).

UAI is grounded in Mart ha Ringg(Eowlng20@EL i en C ¢
Cowling and Repede 201@;conceptual system for nursing which recognises the

integrality of humangand their environmentRather than interelated partshe Science

of Unitary Human Beings suggests thamans and their environment are elements of

the same phenomena and as such cannot be fully understood in isolation (Rogers 1990).
The main principle fronRo g e r s 6 hwadegins WA is tbe belief in the

firreducible,ind vi si bl e nat ur(Rogecsi990n.10@owlindg200).n g s O
This concept, which resonates with the whole person approaches to education and the
need to view a person within the context of tlegivironment, is explored in chapter

two.

Pattern

Rogers emphasised the I mportance of a pel
exchange with that of their environment, cointhg term patterifor the identity of that

energy field (1990p.110). Alligood (2008) describes the pattern profile used within

UAI as an illustration of the eparticipants life pattern which conveys the essence of

the person or group. Rogébeliefwasthatmd er st andi ng wastheer sono
key to understanding and apgiaing their wholeness. Patterning is also used by Heron
(1994) in his account of cooperative inquiry to describe significant patterns in our

realities which can be expressthrough a range of media including art, masid

danceto develop representatialbelief or knowledge. Heron (19P6@escribes this
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type of Kk maoinditieedygsp ofdhe sighificance of imagipah t t er ns o
or Ai magi 7).t sujdsndn thé mcepts of intuition and discernment
explored previously in relain to fostering transformative learnimggrasp of such

patternscanbeasd t o s e e k a nuniguedessrwighingasdndng of A

commonal ity (Cawling@@0%p.46).aMhiéstsHeron suggests a model of
cooperative inquiry to gain this knowlgel (or if not knowledge, then belief), Cowling
suggsts UAI

By understanding and appreciating life patterns, wholeness and uniqueness,

prct i ti oner s c athelieed ikdividuals, iaigs, groupeandi

c 0o mmu n (Cowiling 2005 p.94). Whilst it seeks patterns which reflect the
wholeness, essence and uniqueness of a particular individual or group, reflection on
thee r epr esent atcamprogde away of pnadrstaedmanhaimain life,
conditions and situatin s 6 ( Co wl i).rAgsuchid daribe uspd taBirform our
understanding of the particular context not just ferghrticular person. As Rushing
(2008) suggestseality can be perceived from a wider perspective when aspects of a
personds exper i otes mayhavecorsidepelisparate,dlisstmiiaa t

or unrelated.

Appreciative knowing
The appreciative approag¥ithin UAI, involves replacing the notion of problem

(typical in action research, participatory research and coopenagjuiey) with that of

(F

mystey , fisomet hing to get c auaniiraclethatani no ( Cc

never be f ul |(§ooperadermmdehvastval19872). Appreciative

inquiries focus on what works rather than to problem sdweunderstanding of a

pero n 6 s m&e wag described aboiedependent on what the participants
themselves identify as important and of value (Alligood 200Bis further places the
participants in a position of power as the approach aims to affirm and appreciate their
experiences rher than criticise or show scepticism and to enable them to develop their
own propositional and practical knowledge as a result. As such, it is congruent with the

underpinning educational theory previously outlined @uegprofessional social work

values vhich see the person as the expert in their own experience (Skills for Care 2002).

It does however raise questions regarding the trustworthiness of the findings which are
explored in chapters nine (quality and trustworthiness of the findings) and chapter te

(my interpretation of the findings).
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Participatory knowing

UAI methodology also builds on frameworks used in participatory action research, in
particular cooperative inquiry which was proposed by Heron in 1971 and subsequently
developed by Heron and Reman (Heron 1996). It is based on the belief that self directed
learning, autonomy, cooperation and reciprocal relations are fundamental in undertaking
any research into the human condition which aims to result in personal and social
transformation (Heron296). These too arthe key principles of the adult education

theory which underpin this studiRogers 1983; Knowles 1990; Freire 2000, 2004, 2005
and inparticular, Mezirow 1996, 1997, 2003).

Transformative

According to Cowling (2005)JAI can be used as way of gaining insights into a
personds | ife and experAssushsleonsideredititorae a p a |
appropriate choice of method for gaining insight into the experience of learning on a

social work degree and for seeking to untierd the impactmthe person as a whole.

Rogers (1990) argued that such insight can lead to increased self awareness for both
practitionersand p&int s. The process is a form of i
(Cowling and Repede 2010.73) with the gal of transformation and emancipation for
thoseinvolvedLear ni ng can be transformative for
understanding of the world and t hethsorl d
studywasto lead to increased self avenessnd transformative learning for me (as

explored in chapter twelve when reflecting on my own personal growth); and the

student participant&@s we engagkin the expression and synthesis of their experience

as explored in chapters six, seven, eigiie and ten); In addition to the process itself,
thefindingsare useds a catalystr as a disorientating dilemma (Mezirow 1996, 1997,
2003)for critical reflection and subsequent action by the participants and by others.
Transformation and emancipati, therefore, can occur for otretucdents, educators and

practitioners (as explored in chapters nine, ten and eleven).

Praxis

The potential for transformation and emancipation leads Cowling &0®4lescribe
UAI asboth a research tool and an intertvam within contexts such as mental health
nursing. He describes the integration of theory and praatidé\Il, where knowledge

and action are being informed simultaneously, as praxis. Particgzmmtseek to
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understand their own life patterns, wholenasd uniqueness and seek to improve their

own lives in addition to the researcher gaining insight.

It was the intention of this study to utilise this duality by developing UAI as a research
tool that also has an educative quality forghedent participas. The aim was to

enable the participants seek an understanding of their own life patterns by exploring
their experience of qualifying social work educatitfreffective, methods could be
developed and applied to other areas of educational pracikexdored in the

practice development component of this Doctoraterofessional Practice (Part 3)

Synopsis

UAI seeks a synoptic pgpective when viewing dagenerated within aesearch
project. A range of data is gathengtich instead of analysinas separate parts, is
distilled to create a unitary appreciative profile arelved as a wholéA unitary
perspectiveriewsthis synthesisis unique expressions of humahnoleness. This is
distinct fran a systems perspective which focuses on differets pamake sense of
the wholeg(Cowling and Repede 2010).

Unitary appreciative profile

Cowling (2001) usefour types of knowing to develop a unitary appreciative profile of

a person within a particular context. This synopsis of the findings is used iba

patter n e mreflegsehe whelbness,ungihess and essence o0
(p36). It seeks to convey the essence of a person or group (Alligood 2008), as explained
within the pattern section of this chapter. The aim of the profile igsfoise by

practitioners (in this case, educators) to develop their @actipe and by participants

t oknoiwv their life pattern and to use these skills to transtbeir lives in meaningful
way(E€oning2004,p212) . Whil st muc h beertoa&morelthen g 6 s
experience of despair, other researchers have used UAI to explore experiences and life
patterns within the context of teenage pregnancy and motherhood (Talley 2004);
professional caregiver despair (Cox 2004); undertaking a drug aribbicdstep

programme (Rushing 2008); experiencing spinal cord injury (Alligood 2008); and
participatory dreaming (Repede 2009).

One study developed a unitary appreciative profile of a town rather than of a person or

group The profile aimed to captureéessere and spi ri t alivingt he co
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p o r t whigh moved beyond that of facts andufigs (Talley et al 2005, p.27). For

me, ths effectively summarises the aim of UAI. Talley et al (208&)ieved this by

physically exploring the towand n addition to noting thphysical environment also
considered the spirit, flow, experiences, expectations, attitudes, values, aesthetics,
rhythmsi movement, sense of time, hopes and fears and relationships of the town and
its peopleThis was distiledte r eat e a fAsnapshot.®WhdnTal l ey
presenting this to others, sights, sounds, tastes, song and story were used rather than

facts and figures to convey a snapshot that represented the wholeness of the town.

The distinctive feature of atif the profiles created within different researcuimies is

the use of creative expressitancapture and represent wholeness. Capturing the essence
moves beyond facts and figures and what is immediately apparent. The process of
creating a unitary appecative profile is as important as the outcome for seeking insight
and transformation. It seeks to surface themes, linkpatterns and to create a

representationf something that is recognised as in constant flux and change.

Four types of knowing anddeveloping a unitary appreciative profile

In addition to these principles, Cowling (2@p4dopts the distinction Heron (1996)

makes betweerotir different forms of knowledgenat research can generate. These are
experiatial, presentational, propositidrend practicalSeveral of te UAIs previously
mentioned have maintained this distinction. More recently however, Cowling has
challenged researchers to refrain from the categorisation of representations but to seek
ways of conveying the interrelatedne$she forms of knowing in the presentation of
findings (Cowling and Repede 2010). The following presents the four types of knowing
and suggests how in this study, more holistic, interconnected, synoptic representations

can be achieved.

Experiential knowledge

The first of Heronés (1996) four types of
gained through direct contact with the person involved and requires empathy and
resonance to develop a perceptiaHeromf t he
(1996, p.52) suggests that developing experientialidealge involves the researcher

fimaging and feeling the presence of some energy, epétgpn, place, process or

t hi.&avbng (2004) suggests that this may take the form of conversations,

discussionsinterviews, focus groups and observations. Talley (2004) achieves this
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through ongoing dialogue over a six week period whereas Rushing (2008) and Alligood
(2008) interview individual participants. The process is not restricted to dialogical
engagement liican include any process which enables the researcher to generate

experiential knowledge.

Presentational knowledge

Presentational knowledge can emerge from experiential knowledge through the
development of representations of the person to expressetiréng and significance of

the experience (Heron 1996). Heron suggests that representational knowledge can be
used for both expression and explanation. In both cooperative irandry Al these
representations can be through imagery, music, storytglioegry or any other media

or metaphor. Cowling (2004b, 2005) adopts this in different studies both by developing
pattern profiles himself as an interpretation ofphe r s o n 6 s ambyeaablingg n c e
the person or group to do these themselves as arssigr®f their experience.

Rushing (2008) uses different styles of poetic writing to present the experiences of
serenity in recovery from alcohol and drug addiction whereas Alligood (2008) creates
individual biographical stories to represent individugdenence of spinal cord injury

and a fictional narrative story to represent the pattern profile.

Such expressions can stand alone as the creation of presentational knowledge, a type of
knowing in its own right, without the need for interpretation, anslyswordslt can

be achieved through a process of discernment as discussed in the chapter on
transformative learning theory where the person can engage with a series of images
without the use of conscious critical evaluation (Elias 1997; Scott 198in (1996)
suggests that the observer can develop an intuitive grasp of their significance. Cowling
(2005) describes this as appréicia. It embraces a type of knowing which is distinct

from critical knowing in that it is based on affirmation, trust, éfedind conviction

(Cowling 2001).

Propositional knowledge

Propositional knowledge is the expression of statements which draw on ideas and
theories generated from the knowledge gained so far (Heron 1996). Whilst a unitary
appreciative profile in UAI maincorporate specific or unique representations of each
person or group; themes, theories and reflections can be generated by the participants

which may have meaning for others and may in turn, generate further reflections and
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insights. Heron (1996) for exple, adapts his pyramid model of the four types of

knowing grounded in experieatiknowing and movingp through presentational,
propositional and then practical knowing to one of a circuit model where deeper and

richer types of knowledge emerge as oastinues to inform another. This resonates

with Cowlingand Reped2s (2010) <call for a more syno

different forms of knowing to represent wholeness.

Practical knowledge

Practical knowledge in many ways is the type of knowingkwdefines action research

and UAI as it identifies the practice, skills and competence required to act on the other
forms of knowl edge. I't is the dactiond of
actualise changdhis focus on action makes it patiarly congruent with this

Doctorate in Professional Practice where changes to practice are an intended outcome of
the research processSowling (2001) argues that such action emerges from the unitary
appreciative process in the way it seeks to undergtapdrticular condition or
phenomena);thees of wunitary tbhbesdevekbkoapmentindf fAc
instrumento f a p pr e c-7).a8As UAbisusedr this3studyto seek both research

and educative outcomethie potential outcomis that he participantsincluding myself,

can act on their learnirand the insight gained. Kwledge generatl within the study
canenhancdb ot h t he p ar profesioralpnadice angersorthl my

development

Discussion

On first r eadilwaganbivalentastatiie ability of JAI to produce
information rich data which closely represented the experiences of those involved. This
was influencd bythe complexity of the approach and its many influences. | was

unsure of the ability of the metlis to gain insight into the experience of the person
involved or to achieveitg o al s s uch as togetthe dedpestpbssikdei me d
understanding of (an experience) anditseet i ons hi p t dCowlingg per so
2004k p.289). In one researchusly into the experience of despdar example

Cowling (2004b) uses a case study approach to conceptualise the experiences of
fourteen women who participat@dhis study (three of whichra presented within his

2004b paper). When presenting the dateecbon back to the women at a second

interview, Cowling does this in the form of four documents: a transcript of the first

interview; a synopsis (which demonstrates wu@nnectedness within the transcript
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text); a pattern profiléwhich included a stgr u smetaghor @and images derived
from speci fic t(p2a0) a miaecd opmusicchosen byrthe tesearcher that
addressed the emerging themes; and other reflections, interpretations and
representations) and a document which provided a sunohdespair from the view of

the participant (as recorded by the researcher).

| questioned the lack of participation by the women in creating the pattern profile and

the ability and accuracy of the researcher to identify stories, connections or music whic
representedant her per s oThS siewavaspeinforceel hycoee.of the

participants who did not feel that the music reflected her experience of despair. | was
influenced ly my own valuepreviously identified that a person is their own best gxpe

and best placed to represent their experiences. | felt that choosing a piece of music the
researcher would be restricted bythemder st andi ng of the pers
theirown knowledge and as such may choose music with only a tenuous lind t

emeging themes. | felt thahts would reduce the validity of the research data and the

accuracy of the profile and demonstrate a lack of understanding to the participant.

What | began toecognise however, was thatesenting this data back teetperso

enabled theno clarify and further express their experience, either by explainiyg wh

they agreed with the profiler in expressing why they did nanterpretation of the
profile created a fAdisorientat itafgthedi | e mm:
reflect.It enabled the ongoing process of reflection and the opportunity for richer

i nformation to be gained which could | ea:
experience. ¥liditywassoughby r et ai ni ng t he pmugsootndés w
by generating a range of dperencersmchhbyteuse r e |

of participant validation

This is confirmedy other unitary appreciative inquiries. Alligood (2008) and Rushing
(2008) worledin collaboration with partipants to generate knowledge, and then they
themselves construedindividual and group profiles which wethen presented back to

the participants. This process follows repeated exposure and deep immersion in the data
by the researcher. Data, which maglude interviews, transcripts, field notes, method

notes and reflective journal entries (Alligood 2008) are analysed and processed to create
a synopsis which seeks to represent the knowledge gained. In both cases the researchers

reporedparticipants feetig that the profiles represented their experiences and the life
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pattern dthe focus of the inquiry oalcohol 12 step recovery (Rushing 2009) and
spinal cord injury (Alligood 2008).

In other studies by Cowlindpe enables the participants to developrtben profiles

either toexpress and represent their own experience within a particular context or as a
group representation of a shared expergee . He i dentifies this
(2001, p.39). This combination of method and increased partiopand control by

those involved in the study, convinced me of the potential of the method to effectively
represent the experiences of the participants in a way that was also congruent with my

values and approach to teaching and learning.

| acknowledgedhat many of the principles of cooperative inquiry, on which UAI is

based, woul@lsohave met the needs of thisearch study. UAI howevegnables the
process of illuminating a personds whol el
wasthatiwoul d recogni se that a personods i den
would recognise the person within the context of their Inagh inside andutside of

the formal learning environment.

In my view, UAI takes the positive aspects of cooperatigeiny, adding to it a holistic
perspective which recognises and values the multiple;@ot@mected aspects of a

person and combines it with the mindset of appreciative inquiry which aims to focus on
what works and why (Cooperrider and Srivastva 1987@.@rocess provides the
opportunity for researcher and participal

to learn from it.

Using an emergent approach

There are inherent risks in using an emergent approach in terms of validity and

credibility and hese arédentified and explored in the following chaptens method

and the discussion of the findings.id&spread peer review or testing in different

contexts such as theeld of pedagogicalesearchs lacking It could also be argued that
theunderppni ng concepts drawn from Cowlingos
the presence of energy fields and life patterns based on the Rastltthe r s 6 Sci e n«
Unitary Human Eings are unconventional and as such may lack credibility. They draw

on a vast arnaof established theories however from disciplines such as astronomy,

mathematics, physics apthilosophy (Biley 1996). BAhough not traditionallysed
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within nursing, social work or education, thegn be used to understand human beings

and how we expenee the world around us. Whilst it may not be possible to prove or

observe the presence of the endrglgs and life patterns, theclence of Unitary

Human Reings(Rogers 1990) provides a conceptual framework or system from which
to explore the world anparticular human experiences or in the case of UAI, to explore

human wholeness and uniqueness.

Outcomes generated from using such a conceptual system, give rise to insights and
understandings which are in depth, rich and detailed representations sf@ ped s
experience within a pacular context. Brson centred, creative, holistic, participatory

and appreciative approaehare provided which acengruent with my own personal

values and beliefs; the professional values which underpin the National @aoapa
Standards for Social Work (TOPSS 2002)derpinning educational theoand the

aims for this study. These include beliefs that people are unique; can only be understood
within the context of their environment; have the capacity to knowingly pratecin

change and have multiple aspects to themselves which characterise their wholeness. All
of these can be explored using UAI whilst using the better established and peer
reviewed framework of cooperative inquiiteron 1996}o underpin it. Choosinthis
approach adds to the body of work relating to UAI and contributes to the testing and
review of what and how the approach can be Usedxampleas an educative tofbr
fostering transformative learningfhe methods of achieving this within thiady are

outlined in the following chapter.
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Chapter 6: Method

The aim of this chapter is to outline the research design. | explore the use of UAI within
this study and the methods used to gather the range of data required to create a unitary
appreciativeprofile. Reflections are provided on the process of designing the research
and the effectiveness of different tools in achieving the required outcomes. Ethical
considerations are identified but explored more fully in chapter seven. Implications of
design @cisions on the outcome for the research findings are explored later in chapters

nine and ten when discussing the findings.

Method

A number of tools were used withinis UAI to gain as close a picture as possible of the
participa n tex@ériencdCowling 2004b; Talley 2004; Talley et al 2005; Alligood
2008;Rushing 2008). Experiential, presentational, propositional and practical

knowledge (Heron 1996) waeneratedhrough verbal, written and visual expressions

and interpretat i onegperricestard éfe gattems. Thsiwgsant s 6
achieved through verbal discussions, one to one contact, a group workshemaihd e
exchanges. All were used to compile a unitary appreciative profile (Cowling 2004b) to
represent the impact of social work educabon a per sonbdés beliefs,
behaviour and the impact of thesbange®nape sonbds | i f eusediithe pr o
infformeachpr t i ci pant 6 s o wn the devetoprnmem of social wor s we |

practice and education.

Choosing the participants

As is common in qualitative research (Kuzel 1999), this study focussed on a small
purposefully chosen sample. Kvale (1996 p. 1 01) advi snewiewiaat er vi
many subjects as necessaryto nd out what .An@mofthesstady t o kn
wasto illuminate unique experiencessight could haveeengained by interviewing

one person in depth with validity being achieved through richereggjuality of

informationand insight gained. | chose however to explore a number of unique
experiences ani bring together each of the participants to express, analyse and reflect
on these experiences during a group workskloigch draws on the principles of shared
learning This served to add to the richness of information; the development of
experiential, pesentational, propositional and practical knowledge and utilised the

duality of UAI by being both a research technigue and a teaching and learning tool. As
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such, it aimed to be of direct benefit to those taking part as well as to the research

process.

| chose to seek five to eight pargiants, including myselfs this was a small enough
number to ensure theepth and insight aimed for bwas also an optimum group size
number Feiver than six people may provide an insufficient number for a stimulating
dialogue, and more than twelve are too many for all participants to get a chance to
express their pointsfo v i(Mawglan et all996 p.50). Thetarget number was at the

lower end of the optimum size range to enable more depth and analysis at the preceding

one to one and personal profile stage.

Sampling

In the first instance my intention was to apply criterion based purposeful sampling
(Vaughn et al 1996<uzel 1999) by restricting thstudy to participantsurrently
approaching the end of their undergratduqualifyingsocial work education within my

own programme Each of the participants had undertaken the same programme; were at
the same stage of completion; had participated in similar learning activities (albeit
having experienced them differently) amaid a similar relationship and familiarity with
me. Whilst this raised concerns relating to interpreter bias; power constructs and
familiarity with the participants and the conté®tcott and Morrison 2005; Coghlan

2006; Mercer 2007; Gunasekara 20Darra 2008) it also ensured a similar educational
context from which to explore their unique experiences and perceptions. These issues
are explored within this and the discussion of findings chapter

The purposeful group (final year cohofta qualifyingsocial work programmeof 45

was too large however for this type of inquiry. | considered a number of sampling
strategies to decide how best to reduce the number to the required five to eight
participants. Sampling typgsalsiutat iaset har
identified by Patton (1990 cited in Kuzel 19989) were useful in enabling me to

consider what was required to achieve the purpose ofutlg. $trom an appreciative
perspectiveany member of the cohort had the potential to shiaigue and rich

experiences which could be used to develop their own self awareness and learning and

to inform the development of professional practice and education. This would have been
the case whether selected randomly, opportunistically or by agmiver criteria such

as typical case, extreme case, critical case or maximum variation (Patton 1990 cited in
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Kuzel 1999). | chose therefore to use a process of self selection which seemed
congruent with the reciprocal, participatory approach being aixkthe social work

values informing the research inquiry.

Self selectiorwas effective in ensuring that participants did not feel pressured into
taking part and a sufficient number did volunteer for #s=arch study to go ahead.

Whilst important to the ature of the studythe timing of the researahid come at a time
when students wenender considerable pressure. Thegre spending 35 hours a week
within a placement setting in addition to completing assignnamdsapplying for post
qualifying jobs. Sora students expressed interest in the study;hge not to take part

for these reasons.id& may have resulted as the graugy included those who were

coping well enough with these demands to feel abtmmmit to the researcm turn,

this may havénfluenced their self perception and beliefs regardegcourse and its

impact. Rrticipants themselves stated that they felt the research was of value and
wanted to contribute for this reason, despite the pressures of placement. As the research
sought o illuminate unique experiences from which we couldrtieand appreciate

(Cowling 2003, rather than aepresentation of all studentgdid not view this potential

bias as problematic as long as | ensured that it was acknowledged when discussing the
findings.

First contact

Volunteers were sought from the cohort of 45 by inviting anyone from the gwoup
express an interest. Invitations wérehe orm of an email. Incorporatednto this

process wera number of strategies for minimigi the power imbatece due to my role

as lecturer and assessmid my familiarity with the group. In addition to consideration
within this chapter, these strategies were articulated within the participant information
sheet (appendix two) given to all potential volunteerssami as an attachment with the
e-mail. | requested that students read this and considered the reasons for and against

taking part before volunteering or expressing an interest.

| explained to the cohort within the participant information form, thatiferthan eight
students offered to take part then diverse sampling would be applied with the aim of
obtaining a range of experiences in terms of race, gender, age and background. Whilst
the purpose of the inquiry was not to compare and canbase expéncesaddng to

the diversity of the group migimform the discussions, reflections and analysis at the
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group stage. If fewer than five students had offered ® pakt, then other sampling
methodsvould have been consideredptibns were limited howear because of the

power constructs and the acknowledgment that potential participants may have felt
coerced into taking part. Snowball sampl{Rgtton 1990 cited in Kuzel 1998)rough

word of mouthwould have seemed a useful next stad numbers beenio Snowball
sampling, howevearried riskgelating to power constructs if a student had not

already volunteered and felt unable to refuse a direct approach. If this had been the case,
it would have been preferable for other methods of UAI to be coesiderch as a

smaller case study approaeshich would be more appropriate to a smaller sample size

and could still provide insight.

Following the invitation| received seven expressions of interest, which | believed to be
an optimal number for the resehrstudy and UAI approach. | was aware however that
whilst | could be flexible with dates and venues to arrange the one to one interview, all
of the participants were being asked to participate in a group workshop. As the students
were approaching the el their three year degree and were currently working full

time within practice learning settings, arranging a date for all seven to attend proved
difficult and so the final five were chosen according to availability. This did result in
two of the offers bing declined and | gave much thought to whethisrwas the right
decision.l was keen to have all seven involved and did not want to offend anyone that
had been interested enough to offer their tirmeaintained contact with theto look at
ways they ould be involved but they were happy to let the research proceed without

their involvement.

Individual interviews

Once recruited, participants were invited for a one to one meeting whichedvolv

discussion, conversatioreflectionsand the encouragemeoitnarrative where

participants were asked to tell their sto@pen questions (Holloway 1997; Holloway

and Wheeler 2009) were used to elicit nal
meetings werbased on a semi structured interview approachwec h as wi t h Kv
(1996) explanation, was closer to a conversation than a structured interview but was

guided by certain themes. These were:

1 Gaining a sense of the person;
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1 Exploring their perceptions of the impact of social work education on
themseles and

1 Facilitating their reflectioron the implications of this impact.

Themedinked directly toa number ofthestud s ai ms and objective
i dentified in the introduction to this ¢t
perspectires, illuminating their experience and generating different types of knowing

(Heron 1996). The remainder of which were developed collaboratively through the

group workshop.

Participants were asked to choose their preferred venue for theemtasuch as

university, placement asther. All chose to meet at the University and | booked small
meeting rooms for the interviews rather than my office, to ensure privacy, anonymity
neutralityand to reduce the lgtihood of interruptions. Interviewsok place ovea two

week period. At the start of the meeting | reiterated the purpose of the interview and the
use of the audio equipment and the participants signed the consent form which they had
been sent in advance. I@ained the three themes to egelnticipantand explained the
holistic and appreciative mindset of UAI. Each interview lasted approximately forty
minutes, with around ten minutes spent before and after the audio recorded interview to

explain the process and to discuss the arrangements for thewgkgop.

Aim of the individual interviews

The aim of the individuahterviews was to engage with the person to develop the four

ways of knowing: experiential, presentational, propos#l and practical (Heron 1996;

Cowling 2004y, with emphasis at th point on generating experiential knowledge

which as Cowling (2008 explains is gained through direct contact with the person
involved and requires empathy and resonali

experience.

| adopted a naturalist appidato encouraging the participants to tell their story (Elliott
2005) as a way of exploring what their experience was and what meaning it had for
them. Questions were used as prompts to help the participants explore and reflect
further or to clarify meanip Sessions were audio recorded to enable further analysis
and interpretation and for the creation of a précis of the content for use within the

unitary profile to reflect the personds
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inform both the uriary appreciative profile and subsequent discusshilst profiles
arespecifica each 1 ndi vi defleatibnbaad interpretation bg others san
be used to inform broader theory éeapment (Cowling 2001). These aneplored

within the disaission of findings and practice development chaptecsnsider how the

findings cannform professional education and practice.

Reflections on the individual interview process

The participants were open and honest and | valued the examples and egpehienc
shared. At times | wondered if the focus of the discussion had drifted from the proposed
theme but quickly realised that in most cases this was due to the significance the person
placed on that particular issue or experience. All of the partigsatred very personal
information about their life experiences and their beliefs and vatimesuraging

participants to engage in a narrative about their lives by telling their story can be useful
in seeking a close picture of their experience and grefsiance for them but also in
redressing some of the power imbalance (Elliott 2005). The appreciative mindset of
UAI all owed me t o igeoft hcea upgehrts ounpd si ne xt pheer il
appreciate what was meaningful for th@@owling 2005, p.8). | found that my skills

as an interviewer within social work practice and practice education were useful in
showing interestaskng approprate questions angteeing the persorback to the

question if they sought guidance or directidhe participarg wereskilled in critical

reflection gained from their social work education argerience of formaupervisio

within placement and thiselped enomously in them expressingnowledge and

insight.

| was mindful of the potential emotional impact on plagticipants of discussing and
sharing such personal information and discussed this with them at the end of the
sessionAll of the participantappeared comfortable with the content of their

discussions and aware of ongoing options for support.

Workshop request

At the end of each interviewgave each participamain information sheain the
workshop(appendix threeDetails of the date, time and venue amdswere included
along witha brief description of the approach being used haddur types bknowing
the workshop was attempting to generate. The information sheet alsmedr#a

request which talked through with each participafigure 1).
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Request
Please can you bring with you at least one item that you feel symbolises (¢
represents your learning, development or transition during the past three

The item or itemsould be an object, photo, piece of music, or anything tha
you can share with the group to explain what this process has been like fq
you. The item itself may hold significance to you or could represent some

that has been significant to you. Pletes free to bring more than one item.

Figure 1

Thepurpose of the request was to introduce the concept of presentational knowing

where gperson uses or develops representations to express the meaning and significance
of an experience (Heron 1996)y amwasteengage t he participani
intuition through creative expression and analysis as a way of fostering critical

reflecion (DavisManigaulte et al 2006).was mindful that this may have been a new
concept to the participants and soughgriable them to retain some control and

influence over the research process by allowing timamto consider theequest. |

hoped it waild enable them to prepare for the workshop @nrdinue the process of

reflection and analysis triggered by the individual intervibere in depth and
consideredesponses would hopefully emerge than if introdutimgconcept of

presentational knowingn the day of the workshop. Myim was to empower the

participants to guide the direction of the reseqdtess and the nature of their
participation.This iscongruent with the valuasf UAI, social work practice anthe

educational theorgliscussed praegusly.

Aim of the workshop

As with the individual interviews, the workshop was sstnictured and based aral
key themes, in this casieur types of knowing. The aim was to work through the four
types of knowing in order (as suggested by Heron 1B8@6jor discussion throughout
the day to make links between all four so that each one could inform the other.

Reflections on the workshopprocess
Coming together as a group enabled participants to develop presentational knowledge

by creating a metaphooiftheir experiencén a safe and supportive environmentis
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is congruent with the principles of fostering transformative learfling and Greene
2003;Cranton 2006; Gris®wens et al 2010; Walton 2010ar@cipantscontributel to
the development of Itle propositional and practical knowledge using the participatory,

self directed and reciprocal principles identified in cooperative inqUly andUAI.

Forming a group did present the potential for individual expressions to be influenced by
those of tle group(Scott 1997). This may have preventbd formation of ainique

pattern which representdige individual voice. Group dynamics in participatory

researchfor example, can influence how and what some individuals may contribute

with thepowerofsom@ ar t i ci pant s t o fasmightthe eppreactc er t &
itself if there is a lack of inclusivity or diversity within the group (Fenge 2011(2).

Whilst the group of five was formed for the purpose of the research study, they were all
known toeach other fronthe cohort of 45. Familiaritwill have impacted on the group
dynamics Some of these were to the benefit of the group as they quickly moved to a
stage of norming and performing (Tuckman 1965) as they had shared norms and goals
and worked wll together. | was mindful however that there may have been less
constructive dynamics at play. One of the participants had disclosed within the
individual interview that she had often felt &aed from the cohornd that whilst

some were friendly, otle had not been. | was not aware of her relationship to those
within the group of fiveor of whether these comments referred to any of tHem

provide her and the other participants with a level of choice, | let each of them know
prior to the workshomvho would beattending and checked that they were happy to

participate

Working individually or as a groupresents benefits and disadvantagésd

anticipated that the participants would be able to draw on their own thoughts and
feelings expressed in thedividualinterviews and would use the influence of the group

to enable them to reflect more fully and critically. This certainly appearedthe lmase
asparticipants demonstrated warmth and encouragement to each other. The atmosphere
throughout the wikshop was positive, inclusive and good fun. All of the participants

fed back that they had enjoyed the day and found it useful in recognising their progress
and achievements but also howyhad changed.aluewas expressei sharing these
experiences ith the others and in finding similarities. There were times when one

personds experience would influence the
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for them but they altontributel personabnd uniqueexperiences and views. The
primary voice in theagsearch data is that of the participants so as not to lose sight of
these unique stories within the group representations.

| certainly experienced some reservations before the workshop as | was anxious for it to
go well and for the participants to febht their time was used productively. This was
certainly influenced by my role as lecturer as wekessearchebut also as a student
leading a research inquiry for the first tinlBecause of the approach being used, |

wanted the group to take the lemttd make decisions throughout the day on tww
contribute. Whilst this increased the level of participatibdid create some anxiety for

me as the day was not fully structured and organised. | was concerned that if the
participants did not understandvalue what was being requested, they may not fully
engage or contribute. | prepared several activities and brought a range of resources for
the participants to choose frahepending on what direction they wanted the day to

take. Ihad plans in place tdfer more guidance and structure if reqdirBigure 2
demonstrates the structure in placaxi&ties quickly subsided once the workshop

began as the participants were enthusiastic and engaged from the outse

Semistructured workshop plan

Welcome and introduction
Explaining the four types of knowing and the unitary and appreciative mindset

Ground rules
As suggested and agreed by the participants

Ice-breaker
Individuals to suggest their own pseudonyms for the research

Experiential knowledge
Gaining a sense of each person, the group and gaining insight into your exper
6what makes you, you?d activity

Presentational knowledge
Activity 1 7 sharing of iem(s)
Activity 2 T creating a group representation

Propositional knowledge
Drawing conclusions

Practical knowledge
The implications
Figure 2
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Experiential knowing

| devdoped an activity for generating experiential knowing at the beginning of the
session (6what makes you, you?6) which
experience within the group in addition to building on the insigladl ¢|ined within
theinterviews. Individualsexpressedand analysgtheir experience in relation to the
impact social work educatidmad on their sense of self, values, beliefs and behaviour
This was achievethrough the process of completing the activity itself and from
interaction vith the other participants who asked questions and commented on the
meaning, significance and resmte for them. @ation of individual thought maps
demonstrating these links areorporated intahe individual profilegpresented within
chapter eight (@sentation of findings)

Thedb wh at ma k eastivity was effeciive in @rovidingsight into each

p er s on 0 particuadynntthern sharingignificant aspects of their sense of self,
which the group and | had not knowlt waseffective inenabling the participants to
value dl aspects of theiselves rather than only sharing their professional or student
persona. They were encouraged to share other aspects of their lives from which they

could explore the impact of their learning.

As | shaed my own thought mafirst, the activity also enabled me to reduce some of
the potential power imbalances by sharing with them aspects of myself which usually
remain hidden, such &mily and personal interests. | believe this helped with building
a ragort and trust and in +eetting the boundaries of our professional relationship to

one which was more equitable. This was interesting in terms of the dynamics of the

group and my role of researcher. Whil st

activity; this was to redress power issues and to demonstrate what was being asked by

providing an example. The group were aware that this would not form part of the
research in terms of gaining insight into the impact of social work education.

Participatory resarch including UAI often refers to the researcher aspadicipant

but I was mindful that we were exploring their experience and not my own and as such

my role and status was different. Cowling acknowledges differences in roles but

S

suggests thateaclap t i ci pant i ncluding the researcl

expertise, power and knowledge relevant

p.205). My participation in the workshop did inform the research in the later stages

when | came to reflect amy own learning and development and the impact of the
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experience on me. This acknowledges the different ways that participants can contribute

and benefit from the same research processes.

One aspeadf the workshopvhich could have been improved was myplexation of

the activity. My wording was not clear and | had to explain it a few times to clarify what
was required. On reflection | recognise that the idea was not fully formed in my mind
and this had affected my ability to explain it clearly. Whilss tid not hinder the

process as it gave the participants more time to think and consider what to share, it

could have led to some confusion and anxiety for the participants.

Presentational knowing

The group progressdd consideration of presentationalkwwi ng by sharing
and the meaning and significance the item had for them. Descriptions of each item and
photographs have been included in the individual profiles within the presentations of
findings chapter. | was pleased with the effectiveinésiis activity. All of the

participants had interpreted the brief slightly differently which made it unique to them.
Whilst each of the participants had applied meaning to their item, several of the
participants were able to add meaning as they disdussenis demonstrated the
activityods effectiveness in helping the |
a catalyst for further analysis and reflection. This was helped by the interest shown and

the questions from the other members of tluaip.

Following the sharing of individual representations, | encouraged the participants to

create a group representation which had meaning and significance for them as a whole
whil st recogni si ng Usirgcrbaative madishé puépesevastoi g u e n
represent the impact gualifying social work education on their lives. My aim was for

the process itself to help them to express and analyse this experience and to illuminate
this for them and for others. The processld have involved creatirgpoem, story,
painting, drawing, photograph, digital s
choice torepresent their experiendeshared these examples with them and provided a

range of materials and resources such as paper, pens, paigialaamera and

computer access for them to choose from.

After some discussion amongst themselves and several suggesiinasreating a

collage ofimages, they chose to create a digital storydeuided that they would all
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find their own picturesind images to represent thewn unique experiences. Setting
themselvesgime to find the images onlingheyall returned to the workshop with these
saved electronically to share withe group. @tical reflection was guided by the
participants includig myself and facilitated through discussion, questioning and
responses to their representations and emerging patterns. Whilst there was not enough
time within the one day workshop to complete the digital story, the group devised a plan
of how this could lok and sound and asked that | complete this process and share it
with them at a later date. Doing this, as opposed to arranging another workshop or
meeting provided the opportunity for ongoing involvement by the particpant at a

level they had chosen

At the time of the workshqp was ambivalent about the success of the activity. The
representations created were very powerful and the participants wesedoleith what

they had created.ifcussios provided a catalyst for further meaning and sigaifice

to be recognisednd participants felt that the imagesre true representations of their
experience. | was anxious however of the request by the participants for me to complete
the digital story. | felt a great sense of responsibility to them s&temhat they wanted

but also concern that this would become my words and my interpretation and not theirs.
Whilst | think this was true, | found that by using their images and ideas and their words
from the interview, | was able to develop a close pictline completed work was

inevitably my interpretation but | discovered theag with the studies referred to in

chapter five (Cowling 2004b; Alligood 2008; Rushing 20@8is was effective in

enabling the participants to reflect further by identifying thiee it repreented their

experience or not.

Presenting an interpretation or representation back to the participants was reinforced as
an effective method of fostering further critical reflection and in gaining a closer
picture.Interestingly to me, thparticipants did feel ownership of the completed digital
story and their creation of it and were very positive about the outcome and how it
captured their experiencéhe digital story is presented in chapter eight as part of the
research findings and owrship is explored further in chapter nine.

Propositional and practical knowing
Following the activity within the workshop to develop the digital story, we discussed

what propaitional and practical knowingpuld emerge from the experieitand
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presentatinal knowing generated so far. Participatitscussed this openly, sharing
ideas and suggestiarigmade a written record of all of these as they were discussing
them, asking for clarification or expansion as and when required. Thesessatpd
and disassed within chapter eight (presentation of findings) and reflected on in the

subsequent discussion and practice development chapters

In many ways | felt this to be the least creative activity of the day as it was purely
discussion based. The conteniMever had a significant impact on the research findings
and my interpretation of therhthink the more creative forms of expression throughout
the day had helped the participants reach a level of insight which enabled them to
identify both propositionalrad practical knowledge. Their thoughts and views had
already formed through the day and they were easily able to make suggestions and to
appreciate different viewpointtla ny o f t h esugpeatiorthaveinflyerscedt s 6
my own development of propositial statements presented in part three of this thesis
along with thethe practice developmeabmponent of this Doctorate in Professional

Practice

Ongoing participation

Toward the end of the workshop, we discussed how each of the participants would like
to remain involved. They requested that | draft a version of the digital story to share
with them and asked if this could be presented at their final day within University to
their cohort. This led to the post workshop stage of the research processoviiace

was maintained by-mail to share idas and ask questionshared work on the
presentation of the findings as | created them to gain feedback; to check for accuracy
and to enable the participants to make changes in relation to ideatifidrmation.
Ideaswere sharedn how to develophe digital story such asriting a script which

whilst using my voice would use their words; asking for a paragraph to describe how
they would identify themselves for use within their individual profiles andreip#iese
when completed. Contact continued after their last day on the course as the participants

requested copies of the digital story and continued to offer their feedback and views.

As the participants completed their course, the level of engageareed with regular
e-mail contact from some and only brdntact from others. | did give considerable
thought to the contact coming to an end. | was tempted to keep sending the participants

my work on theesearch to check for accuraty;ensure thatthad achieved the level
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of anonymity that they had agreed &md to include them in the process. | realised
however that this was my anxiety and not theirs as they were all happy with what | had
shared with themral did not take up offers sharing furtler work. | had reached a

point of writing up the findings when the work could only be my interpretation and
accepted this to be the case. previously discussedpnaim of UAI is for participants

to benefit directly from the research procdsach partigant, including the researcher,
can take away this learning in order to inform their own practice or behaviour (Cowling
2004a, 2004b). | recognised that this no longer needed to be a group process and that

the other participants had takend used this ia way that was useful to them.

Conclusion

This chapter hasosight to outline the methods engaged in conducting this UAL | have
sought transparency of method by outlining each stage and reflecting on the choices
made such as sampling, use of interviens a workshop and the content and approach

of each of these. Elliott (2005) suggests that when written up, research is often
presented as a logical progression of stages rather than the often messy and frustrating
process it usually is. My reflections wirththis chapter have sought to give an accurate
account of my concerns and responses to these along the way. | have demonstrated my
own interpretation of a UAI and my adaptation of the methods for use as both a research
and an educative tool. As identifiedthe preceding chapter, researchers to date have
used a range of methods for gaining a close picture of an individual or group
experience. Explaining my own process seeks to identify my own response to this, the
effectiveness of which will be explored the remaining chapters. Chapter seven

considers the ethical implications of my interpretation of a UAI within this context.
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Chapter 7: Ethical considerations

Consideration of the ethical issues relating to this reséaqciry involved consulting

the Bournemouth University Research Ethics Padding Procedures document (2009)
andthe Social Care Research Ethics Committee form for qualitative research accessed
through IRAS (Integrated Research Applion System). Approval was gained

internally fromth e Uni versityds r eseaew(RG2)guoicher nanc
involved constructiomf a participant information sheet; consentricand risk

assessment (appendices 2, 4 and 5). Questions from each of these documents and
feedback from RG2 wenesed toguidethe ethical considerations for this inquiry and

are outlined in this chapter. | expldtes ethical issues involved in the research design
along with a consideration of the literatuedating to qualitative, educationahd

insider researctRarticdar emphasis is placed on reducing power imbalance due to the
nature of the research inquiry; my own desire for the methods to reflect the social work
values previously identified and recognition that this can be effective in creating a
positive learning mvironment for the participants (Rogers 1983; Knowles 1990; Freire
1993; Mezirow 1996; Cranton and King 20Q&e and Greene 2008yanton 2006,
GriseOwens et al 2010; Walton 2010)

Power relations and the implications of insider research

Throughout thestudy | have sought to recognise and reflect on the influence of power
constructn the research desigmd outcomes. e student participants will have
viewed my identity as an academic and a lecturer and due to our familiarity will have
had preconceivediews of my identity, perspectivesmd aims for the researchhdir

choice of whether or not to participate ane thsponses they gave may have been
influenced by this perception of me. Participantsy also have had views thataas
lecturer, their choiceo participate or not and the content of what they chose to share,
will have had implications for their progress on the degree course. With regards to
recruitment power constructs and the potential for coercion were acknowledged by not
approaching any stlent directly with a request to participate and by inviting volunteers
from within the whole cohort.think this was successful in reducing any element of

coercion.

A number of methods were used inatempt to consciously recognise, explore and

minimise the power imbalances involved and the complexities of insider and outsider
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identities (Coghlan 2006; Mercer 20@3ynasekara 200 Darra 2008) These included

the use ba participatoryapproach; seeking informed consent; offering a level of
confidentality to the participants and the opportunity for participants to view and

amend their expressions and analgsiss customary within a UACowling 2001,

2004, 2005).Strategies for minimising power imbalances are addressed within the
previous chapteon method and reflected on when discussing the quality and
trustworthiness of the findings in chapter nifike reflexive approach to myriiten
evaluationanalysisand interpretationseeks to evaluate the effectiveness of these

methods. Scott and Morda (2005 p.179) argue that whilst the way power works may

neverf ul l'y be grasped, att e mptswuldabvayleur f ace

made.

My lecturer role for example, involved responsibility for the teaching, learning and
assessment of thepigipants including first marking an assignment dutimg

interview and workshopmescale. | considered the potential conflict of interest with

the dual roles of lecturer and researcher and the potential impact or perceived impact on
the students invekd or on those who chosetrio be involved. Aernatives to seeking
participants who were currently on the course considered.dpticipants however,

were a purposive sample because of their current status as students approaching the end
of their uneérgraduatejualifying education and the perspectives they could share on the
impact of this. Seeking the views of current studentsfuradamental to the process of

a doctoral study which aimed develop my professional practice as an educator. Whilst
corsideration was given to approaching students on other courses or social workers who

had completed their education, | felt that this would change the focus of the study.

The existing relationship between me and the participants could be argued as having
benefitted the study as trust and rapport has alrbady established (Coghlan 2006;

Mercer 2007 Gunagkara 2007; Darra 2008)recognisenoweverthat this may have

been an assumption on my part as participants may have felt more able to share aspects
of themselves with someone they did not know; who was considered to be neutral or
whose view of the student may not have mattered as much. My conclusion, however,
wasthat the process of student participation was not dissimilar from practice education
sessioms and practice learning workshops already ttallen as part of their social work

education. tonsideedit appropriatehereforeto request volunteers from this cohort as
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long as | was explicit about the processes involved and actions taken to rexduce th

potential for bias, power imbalances or conflicts of interest.

One eample of action taken was relation to my role as an educator. Participants may
have had concerns that my view of them, gained from the research study, may affect my
assessment oféim as a social work studentl Af the written assignments within the

social work programme are marked anonymously; a random number second marked and
a sampldorwarded to an external examiner. Sugbtemsreduced the potential for

conflict resulting fran the dual roles of lecturer (aadsessor) and researcher.

Participants were made aware of the different roles and assured that their participation
was not in any way assessed and would not impact on any aspect of their assessed work.
This was explainedithe participant information sheet (appendix 2) which students

were given before choosing whether or not to participate. Whilst for me this did not

prove to be a problem, | am aware that it may well have been for the participants.
demonstrates the comegity of the issues relating to insider research where there are

both advantages and disadvantages and the need to acknowledge and surface these

issues as they arise.

Another power constructdonsidered was the impact or perceived impact on
colleaguesl recognised that in asking students to share their experiences on the social
work course, participants may have disclosed information regarding my colleagues
which may have affected my relationship, view or knowledge of them (Portelli 2008).
In additionto recognising the possibility that participants may have chosen not to
disclose such information because of this relationship, colleagues may also have felt
vulnerable thinking that their own practice may be under scrutiny (Malone Po@3

2008. Whilst this was not the focus or the intention of the research, students did reflect
on particular aspects of their education to explain the impact. Whilst effort has been
made to protect the identity of the participants, this is also the case for colleagues.
Knowledge generated from the study can be used to further the develarient
programme. Findings have been fed back to colleagiibeut the need to identify

specific names or practices.

Darra (2008) emphasises the importance of reflection duringsearch process to
reflect on your own role anctedibility as a researchdmave aimed to do this

throughout the research process and this thesis. Issues of power and insider research and
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the implications for the trustworthiness of the findings aitecally reflected on in the
discussion of findings chaptem particularly when considering quality and
trustworthiness (chapter nine)

The following measures were also in place to minimise potential harm to the

participants and in seeking their infoethconsent.

Consent

The concept of informed consent implies that potential participants will have a

knowledge and understanding of the research process, purpose, aims and content
particularly in relation to their role within it and in how any informatilbay share will

be interpreted and disseminated. As such the assumption is that they will have been able
to make an informed choice on balance of the benefits and risks to themselves as to
whether to participate or not. It has been argued however thest vgry nature,

qualitative research processes are incompatible with informed consent (Eisner 1991
cited in Malone 2003). &earchercannot be specific about the events or issues which

may emerge or how they will beterpreted. Mindful of thisl, was cler about the

research methggbrocess and purpose and sought to ensure that the participants
understood the relationship thexre engaging iiMiller and Crabtee 1999). Tis

clarity did not necessarily ensure that consent was fully informed. Mdlomexample

argues that if the potential participant is not familiar with different types of qualitative
research, then they may be less likely tostjoa the methoddalone suggsts that the

r es e ar c haparsisteandlyospepticafistance towarduweey notion of informed
cons@®3pB13). This is support @ae,p.90) Mar s ha
warni ng afgraulacm®@mpt k¢ i ©n of tfdrthese reagoms bute d f

also because of the cultural biases embedded in the documentseaalipes.

Holloway and Jefferson (2000) encourage a shift from informed consegethko to

one which focuses o0 (p88jiagaway af ackngwledging and st h
addressing that informed consent can never fully be achieved within qualitative

research. They encourage consideration of the need to create trust, a safe environment,
honesty and respect, to try and ensure that involvement is not a negakvesnce.
Issuesoftrushr e consi dered withi rs 6t lsee thispg romt eodt i
chapter. Holloway and Jefferson (20@0yue that whilst consent, including preliminary

consent should be gained, this shdugdpart of a continual process. Consent can then
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beachieved as the participant engages in the process and can baseghenjis on
what the process actually is and onawthey have chosen to sharaisTin itself

however raises concerns regarding power constructs and risk as already discussed.

Within this research study, | adopted a continual process of ensuring conseeking
permission at each point of the research process. This included before, during and after
the interviews and group workshop where dgsson regarding the method and purpose
wasopenly discussed, explored and influenced by the participants. Alténpretation

and analysis stage, information was offered back to the participants with the option of
amending, adding to or withdrawing any of the content. This option was made available
up to and including a cut off date (made clear in the participformation form) at

which point | wasat the writing up stage and unable to remove content (Marshall and
Rossman 2006Having a cut off date did not seem to be an issue as no further requests

were received to make changes after this point. | have howeflestted on this further.

| consideedwhether participants genuinely felt able to amend, add or withdraw any of
the content or to withdraw from the study completely. Every effort was made to give
partidpants this choice. Whilst | felt that this wasewved as some participants did

make changes, | can never be completely sure if this was the casaeNR2003)

argues that participants can feel very vulnerable as a resh# oésearch process and

may not feel able to make such assertive decisiosptdeassurances being made.

There is a need to consider whether participants feel that they can withdraw without risk
(Miller and Crabtree 1999). Opportunities were provided for participants to discuss any
concerns with myself or W another point of cdact through my supervisors, one of
which was known to them and one who was natfé as | am aware, none of them

did. Participants retained control over what to share withinntieeview and the group

workshop andtiis my view that consent was as infeed as possible.

Whilst seeking to share contratidresses some of the issues relating to cordiemto

the potential impact of the research process on the person, it does not address consent in
relation to outcome and the interpretation and dissaion of information. Wthin this

study, consentlso involved participants considering the risk @ithdentities

becoming known. | was mindful thdtday could le identifiable by others who knethat

they wee within the cohorbeing studied due to thegueness of the information they

shared.
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Confidentiality, anonymity and sharing of information

Whilst each participant had the opportunity to verifipimation they shared, | did not

assume ongoing consent. Maé (2003, p.808pives an example of a gigipant asking

for a section of her report to be edited, not because was | nacc ufyaut e bu
write it down, everybody else will know itanditwi b e t h.&hisesterineed e v e r O
from a belief by the participant that her identitguld beknown, which she had ho

considered prior to taking part. This too was a possibility within this study. As the
published research identifies the University and programme,reeati® are known to

the student participantsnaybe able to identify therfrom the informaton they have

disclosed. Eery effort has been made to protect their identity including use of the

following strategies to minimise this riskaRicipants were also made aware that

anonymity couldchot be guaranteed. With hindsight | think to@uld have been made

more explicit. One of the participardescribed feeling less concerned at the end of the

study about whether her anonymity was maintained. Whilstéaralred to maintain
anonymity she felt that there was nothing she had sharedtiegaminded being read b

others who knew her. Some memberghefgroup did make changes to further

anonymise or generalise their profiles.

Each of the participants chose the pseudonym which has been applied within all written
documents including notesd transcripts. Participants were encouraged in the audio
recorded interviews not to make reference to any real names or places (of the participant
themselves or to others that they refer to). Once the interviews were underway however,
names of people amdaces such as work settings were named but then anonymised

when transcribed nformation was storedo access by others was restricted. |

anonymised all information relating to the participants and have not shared their identity
outside of the workshoprgup. | was clear that if | had any concerns for their well being

as explored in the section on protection of participants, then relevant information would

be shared with theparopriate peopleThis was not required.

Participants themselves may haves#oto discuss their involvement iretresearch

with others. They makliave shared information within the interviews and workshop
which could potentially identify them to their peers and colleagues should they choose
to read the final thesis or papers gated from the studgr to attend a conference

where the findings are presentédientifying features such as age, gender, race,
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disability, background and experiences for example are relevant to the research in
understanding and pepspal devalopment angl wholeness pnel r s o |
in recognising and minimising any power imbalance. Whilst the programme has been
identified, the participants are a small number of the larger cohort and so identity may

not be obvious. Some features have been gesedado as not to unnecessarily disclose
informationand other features have been changed. As the participants have since
graduated, they are further distanced from the course and the possibility of being

identified.

Within the group workshop, participers  wer e aware of each oth
each other from the social work programrngid not shareriformaton obtained from
theinterview stage of #hresearchguring the workshop although participants

themselves did at times choose to do so.fidentiality regarding the group workshop

was discussed and agreed within a ground rule session at the start of the workshop and
the same rules regarding pseudonyms were applied to any data produced. Participants
were encouraged to consider the risk obinfation being shared and their identity

being disclosed to others (Potts 2008). Whilst they were aware of assurances for work to
be anonymised, they all participated and shared information based on an understanding
that they may be recognised.

Whilst feedback maintained th#tte research inquifyad been a positive process for

those involved, completion ofelstudy did enable me to reflect on aspects that | had

not previously considered reflected on what my reaction might have been had | been
conceneda b o ut a cosnpetedce. @inaiily, this wouldinform my assessment

and decimns regarding theprogression and yet | had been very clear of the distinction
between my researcher and educator roles and the level of confidentiality on offer.
Claiming a separation of roles was perhaps naive given the argument throughout this
thesis that aspects of self are merely part of a greater whole and cannot be reduced to
separate parts. It would be inevitable with hindsight that learning from one perspectiv
would impact on the other and would inform my opinion of that person favourably or

ot herwise. | was iIimpressed by the partici
critically reflect and this will have informed my opinion of them. My approach
demamstrated within this chapter has been to acknowledge this and to explore ways that

these power constructs or biases can be surfaced and explored.
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Protection of participants

The Unisvessatgh ethics policy hiytdhlights
make every effort to ensure the protection of participants against physical, mental,
emotional or social injury. &ticipants were asked in the study to reflect on their own
personal development which may for some have had an emoatigract dependig on

the individualand the information or experiences they chose to sfiaeeemotional
impact ofthi sshofildnob e u n d e r sartaR0dgpL52)dWhilst the research
was specific to their personal experiences, the requirement to reflect wisotihe
participants were familiar with as they had been working on a one to one basis with a
qualified practice educator to reflect on their values, social identity, experiences and
practice whilst on placement. This relationship was ongoing througm®uésearch
process and students were encouraged to share their reflections gained within the

research, with their practice educator.

Each participant also had an allocated personal tutor and was encouraged to seek
suppot or guidance if required.uforsweremadeaware of the sidy so they could
respondappropriately if needed. Whilst names oftipants were not shared, |

explained to each of the participants that any concerns about thebeiedl or the well
being of others would be, where possivith their knowledge and consent. | have
knowledge of local and University support services such as counselling, help lines and
support groups which participants could have been signposted to if appropriate. | was
clear about my research role with thetggvants and so did not engage in a therapeutic
relationship. Whilst participants did share personal information to them and experiences
which had beeand still were distressing, theaere appropriate to the study as they
were shared to demonstrate tHearning and the impaon them. Participants

commented othe usefulness of reflecting on their learning and experiences and in

making these links and did not give any indication of it causing distress.

Within the interviews and group workshop, llised a range ddkills developed

through other non researobles developed during my career to minimise emotional and
mental harm (as advocated by Wilde 1992 cited in Darra 2008). As a qualified and
experienced social worker within the mental heattdf(providing both individuaand

group work interventions) and a social work degree lecturer, | have the skills to listen to
and discuss each personods exagnéemotomalc es an

intelligence. Previous practieecluded working wvithin professional social work values
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and codes of practice which involve respelignity and empowerment. UAI methods
involvedopendiscussion with the participamand appreciation of their views and
experiences. Participants were encouraged to cotdribuhe research both in terms of
sharing their own experiences but also in sharing their views of how it may be
significant in social work education. My aim was to redtioe potential for emotional
harmby involving the participants and sharing contsbthe processThe potential for
emotional or mental harm on me was also acknowledged. | have the experience and
skills to be able to recognise this and address it appropriately although this did not

emerge as problematic.

Possibilities of pysical ham resulting from the research process wads® considered

in line with university ethical considerationstérviews and the group workshop took
place on University premises and a risk assessment was complietentify potential

risks (appendix 5). Thiincluded considerations such as building safety, fire safety,
travel arrangements, professional conduct and the emotional impact on those involved.
As a lecturer and a practice educator within thead@adrk degree programme these

were al policies andactivities | haveexperience in considering and adhering to.

Integrity of the researcher

Whilst my experiene of managing a research studyswainimal, experience and skills
as a lecturer and a social tker enabled m& both plan and manage the demaoids
this study. This included interview skills, group work skills, awareness and ability to
manage difficult situations, emotional distress and sensitive information. My aim
throughout wato provide a truthful and accurate account and representatioa of th
partici pant s 6 apdaaespiorea tange of wagsof aechiecirg.this
believe that by creating a safe and trusting environment and a relationship with the
participants based on honesty and openness, | was able to achieve this aim.

Conclusion

Chapter seven has sought to evidaheeethichconsiderations informinthis study.
Initially these were guided by the ethical approval processes iderdified beginning
of the chapter but also by the literature on the emerging issues susktasliesearch
arnd power constructs. tAhe start of thetudy,| was naive as to the potential impact of
the research process on participahteve gradually recognised that the appreciative,

participatory and emancipatory objectives of the researchringre not enough in
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themselves to ensure that the process is of benefit to all of those invdIkstge of
methods were required tmnsciously recognise, explore and minimise power
imbalances and these have been explored within this chapter. Thetextdich this

was achieved | believe is evidenced by the richness and honesty of the experiences
expressed within the inquiry. These expressions are presented within the following
chapter (presentation of findings) and explored within the subsequgnéichan

quality and trustworthiness of the findings (chapter nine) and my interpretation of the

findings (chapter ten).
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Chapter 8: The presentation offindings

The research findings include a number of different materials and documents to gain as
close a picture as possible to the actual experience of the participants. These draw on the
four types of knowing previously discussed: experiential, presentational, propositional

and practical (Heron 1996). They are presented togtilueeate a unitary apgeiative

profleof t he i mpact of qualifying social wor

and behaviour.

The unitary appreciative profile consists of:

1 Individual profiles created in collaboration witlicky, Terry, Jessica, Linda
and Assad. Edcprofileincludes:
o0 A participant description
o A self created thought map exploring their sense of selffantinks
with their beliefs, values and behaviour and with their social work
educationand a recreated representation for the purpose of clarity)
o Their individual storybased on a précis of their indivial audio
recorded interview. All words are verbatim so as to ensure that the
primary voice is that of the participant
o Images and descriptions of the item(s) they chose to represent their

experience vthin the workshop.

1 Propositionaktatementsuggested by the participants during the workshop,
which draw on ideas and theories generated from the knowledge gained so far
(Heron 1996)

1 Practical statements suggested by the participants during the wpyksh
regarding their views on th@actice, skills and competence required to act on

the other types of knowledge gained

1 A group representation
o A digital story (recorded tthe attacheD) createdn collaboration

with the participants. The storyassynopticrepresentation and
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interpretation of the impact of qualifying social work education on a

personb6és beliefs, values and behavi

My interpretation of these representations is explored within the subsequent research
and practice development chagt@rhe findings created a catalyst for my own critical
reflection and practice development. These are identified within part three and
expressed through creation of my own propositional statements in relation to the impact
of social work education on thehwle person. Practical knowing generated has

informed the practice development component of this thesis.
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Vicky

Participant description

Vicky identifies herself as a white British female in her early twenties, from the Niorth
England. She was 18 at the start of her undergraduate social work education and she
identifies herself as having changed a lot during this time. For her, the transition is one
of becoming; becoming an adult, a professional, a social worker, a Fefirast.

transition has been influenced by moving away from home for the first time, becoming
more independent, developing new friendships, experiencing difficulties with flat mates,
becoming homeless for a short time, fleeing a threatening and potentiadigtviol
relationship and becoming more politically aware.

Vickyds thought ma ensetobselfdbeliefs, natuesramdtoehaviowe r s

Recreated for clarity in Figure 3

Vickyods story

| follow motorbike racing religiously. It takes up most of mykveen d s . l'tds fur
boys6é reactions. |l 6m not meant to | ike i
know more than themhwas brought up by my parents who would probably be described

as middle classas my Mum was a social worker but mym and dad are from quite

poor backgrounds and have quite working class values. My Dad has always wanted me
to do well because he hadnét had the chal
theydove always pushed me tposdad ewe big 6 ml & m
family.

| 6 m frealymmaliplace | t hi nk t hraporéasttonesiooce meoveco r e
to

A

Uni . |l tdé6s classed as a smal l town but
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| thought politics
was nothing to

Quality of friends

not quantity!

4 .

| have learnt independence
I donot have
\others SO much

Support nevork
should be able to

|

depend orfamily

| am determined
| can see myself in
a positive light

Ao metn e Makes _y Inspiration to -, Excitin
now | am me ha —— e cting
. ppy Big family — thrilling
interested _close skilful
My car m (moToGP | reaing |
North - u
Home west Best m [ Dad ] Coronation St
Friendly Social life friend
Less superficial
not about money
walking hopes Road
woman trips
Care for me
Grgggt;?r [ swimming ] > a”ﬁ' | for
them
ezl Being Social worker
organised dreams Friendship -

ed 16 group [ Twin brother ]
separate from
personal — opposites

Reduces Future plans How | present . .

stress myself [ music ] Feminism —

So much
inequality

Women not always
encouraged. Should strive fo
higher

[

Learning about

people ambition

N
\l

T

i

Learn how the
world works

Learning to
guestion

Home not
only place

in the
world!

Fi

gur e 3.

Vickyods

t hought map
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everyoneds business. |l think people ther:
Owho does she thingonesthniTihed mouet IHecabee
more | 60ve drifted away f raosnm 0w a ncthianngg etdo bbu
obviously have because lusedtoloweii er e and I ndwnibtddee&t . pa
conversations in the pub any more. I feel
interested in what they are interested in. Their lives seera thah they work and then

they go and get drunk at the weekend and
people say 6what do you do at Uni ?6 and |
quite an ignorant way, so sometimes j ust dowmét bgsay wbangl 61l

when | go back home | will be the same person as when | left.

My Mum was a (social work) team manager. | used to walk to her office after school and

when she used to talk about it | was always fascinated. It really intemastelveryone

said I dono6t think you should move,laway |
dondét think | would have had if | was st|
Whenlwas atschodl her e wasndét a great deal of bl
oneofmy best friends was a Muslim girl and

her colour but my Mum always taught me that you have to take people for who they are
and be interested in people. | can see that even at school | had friends that were a lot

different to me and have different backgrounds.

| had problems with my housemates intffey2e ar and it ended up w
have anywhere to live. Things like that, that were really awful at the time, | think have
affected my grades butlith k s omet i mes i f they hadndt h
have made me who | am like making me feel that | can cope with a lot more things. |

think 21 is quite young to be a social worker but you know, | feel a lot older than | am at

times.

Sometimes | skeut different experiences and not always good ones. Earlier thislyear

got involved with someone | shouldndét ha
thing | had to cope with. Ité6s made me mi
On my placement | started working with someone who had domestic violence from her
husband for 12 years and | thought gosh, | had the tiniest experience, literally a week of
feeling quite scared and then | Whistlt ed i
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look back and think I was a bit naive, a bit stupid, it was a good experience to have
because | 6ve | earnt so much from it and |
said she hadnét known all thatwababletod. Be
deal with it better.

Il honestly candét say what drew me to soci
work you can do anything. | like children; | like older people; I like working with

teenagers.

(Since doing the social workcoery | 6 m a | ot more awar e. I
were nothing to do with me. l dm not i ntel
effect on me. | 6ve read books on Femini s

bef or e and omihgsontthingrihatwdetine myself as. | think because it
applies to me personally but also | didn:

Il wasnodot even aware that | am | osing out .

Learning about poverty ahsocial exclusion really struck a chord with me. | remember

a friend in the pub saying that peopl e s
drive to work then they should. | remember | got really annoyed. What if they are a
young car e rtgeatmeaddugaton yog amantdt made me feel irritated that

they didnét understand what | was saying

Having service users come in has been a really good learning tool. It gives you chance
to ask questions you canot aetkembdi&n you

service user came in with Cerebral Palsy; It really did change my opinion completely. |

t hought, actually 1 6d made an assumption
well she didndt know what wasthigkmgthay on a
The people | have met on the course have
di fferent places. On the first day | real

Thereds not one person hefrfeerle nctana ggeest tom
know what to do but then when you hear certain points you think, yeah, | understand
what youbre saying, it doesndét matter t h:
There are certain people on the course who | would nevemillion years think they

woul d want to be friends with me, [ real |
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on the course, a lot of those people because of how supportive they have been during

everything | 6ve been through.

| think sometimes ydind yourself looking for things that might not be there. | wanted
to write about my placement in mental health and the prejudice that black people face. |

remember my practice teacher kept getting me to think about areas where | had been

prejudiqoued.e Igbonmd at seeing when | have t
I dondét have any prejudices | definitely
bl ack, youdbre just not going to be as pr.

| remember my placememt supported housing we used to run a creche every Tuesday

|l got quite attached to a Ilittle baby. SI
attention from her mother and because of th&dund it really hard working with her

mother because | usedttunk the things she did were quite selfish but learning about

her historyl coul d see sheds not seen what a gc
I found that really difficult. One day il
becauseshewsa on suicide watch and the baby wa
breakfast or anything and she was still in bed because she had been out the night before
drinking. | found that quite hard. It was heart breaking.

Everyone said, going away willbesth ma ki ng of you, youbl | ct
woul d. I 61 | always |l ove my friends and wl
dondét particularly feel at home there an:

guite worriednbwcabhae Lt oddodwith myself

back home but i1itdéds the best thing financi

| feel quite exhausted because of everything but at the same time | feel quite proud of

myself.
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A representation

| spent my 21 birthday at home

There was a moment when | real i se:
Il didndot really belong anymor
The card was from my Mum
6l ove you, miss youbd
It was significant that she needed to write a card.
It was because Ichdidn6ét go home
I chose the photo of the hands together
ltés about new friendships

Accepting difference
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Terry

Participant description

Terry identifies himself aesisanathelstthay ear 0|
adopted what he feels are working class values as opposed to his parents middle class
ones and who believes strongly in fairness, equity and that social justice is his core
valued. He refl ects deepl ygenceson histbeliefd, mp act
values and behaviour and on the impact of social work education in shaping these

further. He feels that he has experienced change and provides examples of analysing his
previous experiences and behaviours following particular afdaarning within the

degree. This has had an impact on current relationships such as that with his father.

Terryds thought magnsetofselfdeliein vakds ana bebavibur s s

7 KA . e

o) Hia «"Mmadﬁ%ﬁmt

= XL Wt PO
N i, Sefre

Recreatedfor clarity in Figure 4

Terrybds story

One of the&key thing, having done the three yeais the impact of my upbringing with

respect to domestic violence. It was from my mum to mysdatisort of turned
everything on its head and being a man,
done lots bcritical reflection about role and gender and stuff and thinking back to my

own upbringing and seeing what my dad took from my,rhamthisyear had a big
impactonmel. 6ve found myself working directly
domestic vitence. | did an assessment with this woman who in her history had been
subjected to a | ot of extreme domestic al

role as a male worker, going out to do an assessmenthwiths | ady . 't wasr
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ﬁr eenage yealis \ Helped me to Recognised the strength of famil My belief in trying to

ggug:ﬂggﬂ’_ﬁée recognise why | am (learnt on placement) the proces make the best without
ucation- like thisi the of ageing (old & young) disempowering people
years of study has led importance of my Strong sense of the promotion of

values which
promote fairness

informed choice and
importance of service
Social justice user views VITAL

me to reevaluate my
belief in learning
not necessarily
academic study

value ofvaluing
VOL;t,”g Pedolf’ | y y fishing Dondt tc
expertise as an adu Films_ Grand Tourino an .
K j [ Once Upon a time in the West] [ relaxing ] snobby people
| hate mum Cautious and | )
My cat

Cé}f: bﬁ;‘ Dare | sayi
[ mien ] studying!
My front
lawn! g"y beloved My wife 1664 best

purs beer ever [ Punk / New wave]

values

Family values
from pai
family i but
will never

replacemine

Rebellious teenage
yearsi sense of

purpose and fuelled
my anxietiesand

worries

Football/
Sport/
music

[ The stranglers ]

Aware of not
getting hurt

protective of
relationships

Waiting to be a
social worker

Hobbies are about
therapeutic ways of being
myselfi being introspective

greenhouse in the country

My house in the country rational approach to the promotion of this as a value

although | am still prone to get very iratehis is even
more so when | see injustice happenimgrgwhere. |
never noticed this before!

Gardening ] -
my Caravari bemg} [ friends ]

Making sure
people are okay

] [My sense of social justice has grown into more informe

Figure 4: Terryds thought map
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that | thought | didndét even ask: do you want to |
a female? It was just this massive bl ank:

this year.

Her daughter was youngerltAough | was probably 5 or 6 years older, | was 10 or 11
when | started first realising what was going on at home. It really made me realise what
the impact of domestic violence on an adult in respect of bringing up a child. | see it
from my dawedewapaverg iseigined, ex services chap and he never
once laid a finger on my mum and she was horrendously violent toward him, all fuelled
by alcohol and it just really hit home, the impact, the absolute devastation it causes on
families. This wman, her parenting, | made an assumption that she would be struggling
more than she was but | checked it out with other agencies and she is doing brilliantly,
fantastically, really resilient. | made this assumption that things would fall apart. That
really opened my eyes.

Quite a few people say oh youbre really
drives that. | must have been hyperly cautious as a,draking worked with a lot of

children and young people now you see that sort of naturalocawthen things are a bit

iffy at home and | think that has sort of translated itself as | grew up and got older into |
think externally| sort of projected somebody who was fairly easy going and laid back

and will get on with most things and get on vatlerybody but behind that | was always

really wary and really cautious with what was going on, always watching people for
cues and signal s and swdaboutdhataldoes sdrtlofivark h mm
for me, thatoés traonebajadgenbd® bbangcaep
glady,I dondét think. On the other hand, ito:
of peopl e. I t6s made me think oh maybe i

what they are good at or whatg®od in their life for them.

| also have this thing with authority. It must have made me a pain in the arse when at

schoolbtt it 6 s becaus kewaonbdoobyveny gifficultj verg dhallenging

at school, always getting into trouble. | thimkthe third year, | had 36 weeks out of 39

in detention. An absolute pest, obviously that close to being kicked out. | just have this
thing about power, for me when | look at it. My mum had absolute power over my dad
and he would look for me for acknowdtgnent when he would come in from work about
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whet her mum was up for a big row or not.
something else that has really had a huge impact on me. That authority thibggm | u st
really wary. | have no issues with #e in positions of power or authority as long as |

feel that they have used that power i n al
have been a few times when | have needed to challenge people, once or twice at work

and once out of workub byand large 1 just tend to.it mixes with my natural caution

which tends to spring up a bit.

I think 1 6v e evgl beaded balancedlviewm® r ene|l | 6ve recog]l
conscious change in myself. Doing this course has influencedgaé/ht 6esnfonced

so much that | thought I knew but itads m:
thoughts were sort of right and social work is for me. It fits with my ethos and my
outlook; what lwantinlif¢ not f or mysel f butmeanhthatasbt her
came into this job to help people, itds
difference, you want to challenge injustice and inequality and | always take this back to

what | perceived as this real unfairness when | was a kid.

That social justice, fairness thing is a real one for me and | have to be so careful, even
now, I was talking to someone the other
think, Terry, this is not your fight to fight but | get so driven by it.Kirogp back now

there was probably only two or three people at school, teachers wise who really took a

lot of notice They were the only ones who would come and say, look | know things are a
bit rough at home, wedve haoiagplh&mag,6 calnl

fine, whereas other teachers would just
past what | was presenting as. It 6s al wa:
think thatodés a real nice trait for someb:
Iwas aboatfitte by trade. | 6d done | abouring. I

residential school and they needed someone to come and do sports with the kids and
thatdés how it started. Thereds been such
realise those traits have suit social work and work with people. Sometimes | tlyiale

can do all of the training in the Morl d |
mi ght give you a better advantage. | 6m n
throughwhat have been through or who hasnodot g

A

people and I think, itdéds that ability wh:i
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whatever it is, they can just engage and reach people in a certain way at a certain level
and | just hink blimey how do they do that because some people have just got it. |
always wanted to aspire to that.

| have to be careful not to be a rescuer. Take a step back. | take people as people. Just
thinking about what it basl waykse Say nt ca npéd cp
going to know what i1tos | i ke for you bec:
difficult. Be level headed and calm in a crisis. That goes back to my childifdiihg

in absolute chaos. | soon learnt that the wagope was to keep your head down or go

out; that ability to work under fire in
failure to say | dondét know. Not to take
worker we are making decisions thateaff t peopl esé | i ves, youb

(The course) has added so much. The knowledge base has had a huge impact. To the

point where | consciously think about what research backs up what approach. | think the

change for me since startingthecaarsi s t hat 1 tdéds confir med
but itds made me reali se t hedaeidnsthatthbss o t h i
really changed my value base. | had a f e\

say we used to be pretty abe to each other. | want to go back and apologise to

peoplet o say sorry for what | 6ve said. I fe
jokes and stuff and | had to say to my n.
thatis. Send mesometmg f unny, not that <crap. I t 6s

di scrimination and oppression and thatoos
service user group. My placement last year had a massive impact on my learning with

older people.lcene out of that placement just buz.
what 1 6d got out of it. It really made mi
When ol der people say | 6ve been through

made me see tigs from a much broader perspective.

The reflective part, this continual reflective analysis has really helped to open that up
again. Thatdos been hugely influential . L
forward to going back to work because | wamtake all of that back with me. The way |

think about things is backed up with a wider knowledge base. How legislation works and
empowers or disempowers people. You learn to critique stuff like the assessment

framewor k, wh awhdast d¢hesaniiceaiteoand carer perspective. Are
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we just ticking a box? | really want to

that ability now. It will add more depth to my practice.

I f 1 6m honest | 6m r unni n gtelpakhaustedpknoy thatt t h «
|l 6ve withdrawn from émy bfoagmieldy .d olwns.a,yA tgoo o
wedOve been meaning to catch up but | havi
of f until after the courmsa&l enapaciTtherled®\se
are in the third year; you are so close to finishing. | can actually see the light at the end
of the tunnel. The workload was intense. There are all of these natural anxieties for me

to achieve. | t 6 s plmed@ut metimé macagement.b |l y di s c i

Pl acement for me was always the measure
there on your own really, youdre not but
people had a huge impact on my practice, haiféerent perspectives, social

perspectives, discrimination, oppression, ageism, social exclusion, the whole lot.

Working with children and families this year is different again. No day is the same. You
candét replace placementtudgu bauadulyduda aanmd
out on placement. | think this thought of cutting it down is crackers. It really makes a
difference. You know if you are doing alright because of the feedback from people. That
was a real ey e 0pe ndartlearning aboubysurselfh en you r
I dondét think outwardly | have presented
hugely changed now. | was talking to my dad and my step mum recently about stuff, like
rights when you get old and ageism and stufflaihdught God, | would never have
talked to my dad about ageism and stuff,
within my family. When I édm out and about
see the world through a different set of eyas.nvou see oppression everywhere.

The experience as a whole has been enjoyable. One of the first things we had to do was
read about antoppressive practice and | remember sitting on my bed reading about it

and thinking is this what the next three yeargaing to be like. The learning experience

as a whole has been really enjoyable. It sort of gives you a resilience but it is so damned
har d. It really is hard work. When you f|

going to be a bit of a personalilestone to me.
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A representation

| was a really huge Stnglers fan

Thereds a |line
O0What ever happened to all the
All the Shakespearoes, they watched their Rome burn
Whatever happened to all the h

That would be my representation of the impact

Sully lives in my car
When | 6m dr i viahwprkkKkheylcan playwmemhiml 6 m
A kid | used to work with gave him to me, it was a gift
| saw him recently and was able to say | still had him
| have a long drive into Uni from home
| have spent a lot of time in the car

Sully is an unconditional listener
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Jessica

Participant description

Jessica identifies herself asvhite British, able bodied female in her early thirties. Her
experience was influenced by the need to work full time throughout her three year

degree and she des@tbfeeling quite isolated at times from the year group. She
acknowledged the pressure she places on herself to do well and identified the impact of
this stress, in particular from placement
feel she had cmged during her social work education but did reflect on feeling

different.

Jessicabds thought neaspofsel beliefspvaliesand at e her

behaviour

Recreatedfor clarity in Figure 5

Jessicabds story
When | was 18 | did a degree in Filmdies. My Mum said, what do you like doing and

| thought, | like watching films! First time | left home, quite naive. | made friends for

l'ife out of it but | havendét used my fil
than | did aboutfim.Makig f i Il ms i s quite a tedious pr
work in that area and | didndét want to ||

| did a community service volunteer programme and worked at a school for children

with speech and communication problems. | was ur@raglfor about 8 months and

got quite |l ow at that point. Thereds no |
application forms, getting rejected. | was looking through the paper and it ad/ou

fancy helping others? | thought of it for my frienthought she would be interested.
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. . . Awareress that other
Ethical views The more the course has taught me to empathis families do not have their

respect for all life with service user situations, the hardes iot to XL £ S et

. . . q networki opened my
get emotionally involved need to or will burn out eyes to other types of

network or no network

Social worked
friends and
family T now
service users

Ethicali all life
should be respectec
idondét wa

hypocriticali
respect o
view this same as

me arguments,
reading UK and
k / Irish

Always there for each other tall
about problems some conflict

/Dislike \
adrenaline
activities,
scaredy cat,

Support
network

[ Film, TV, cinema, escapism ]

Trying new
things

Unconditional
love

Like to help
people

Problem

Food and

Reward

solving / . o
. . ositive
helplntgr]] ./ eating reirl?forcement
empathic
4 \ Walking in ; / N
| have had large sgaces Ballet / Challenging | want to
less / no time myselfi challenge
i i saying yes myself and
with frlends / : and thinking want to use
hobbies / [ ART [ music T [ Pets ] later this belief
interests T i with service
Self users /
family /
awareness not ; .
i [ Escapism, relaxation, _ | want to grow as a Re;ch ?(Otfﬁt'at‘)l . friends. |
find ways to look after person and learn about CUBIENELISIES keep it
balance myself mvself. out of life. person
\ J centred
\_ _/

Figure 5: Jessicads thought map
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She said she coul dnot do it but what abo

myself! That was where it started.

A few (at the school) were Autistic and | was reallgifssted by that and did a lot of
work with them! got promoted and was going to leave. | wanted more experience and

they said instead of | eaving, why donodot

| think probably if | were to ask friends and familihey would say | was the type of

person who likes to help others. At (schiwolchildren with autism) like working with

the staff doing supervision and seeing the students develop. | enjoyed it. | felt it was
worthwhile. | felt | was good at it whictplr obabl y wasndt very goc
think thereb6és no such thing as a sel fl es:
t wo way thing. Thatdéds why my managers t h
said they would support me totin. My manger had done social work and she said,
theyoll eat you alive. 1t didndot put me

got a strength she doesndt know about .

| did come into social work a little bit naive. | thought it was about helpeaple.

Real istically itds not that easy. | still
instructor is there and | am worried about having to drive on my own. | am very self
aware of what areas | st iiledtwonkplacelind o dev el
school for children with Autism) when | 0l

challenging and quite violent sometimes and sometimes new staff come along where

people have been hurtandthey,seyn en | go h o medtdgétmouftof ndi ng
my head, should | have done something differently and | am giving them techniques for
that and yet I 6m finding myself doing thi
boyfriend, the other day, everything he said made me stréskeglou want a cup of

tea NO. I had to tell him to go,whowere t he
so relieved at me hel ping them. It was al
carrying all of their stress. Itwas areallyweied® | i ng, that | coul dr

about them. | had to go to sleep with the blazing telly on. Anytime there was,dilence

had the image in my head. So there are still times like that, | need to develop.

My mum is the closest thing you will ever nteein angel. She is loving and giving and
I suppose t haittobabvaysput sonedne elsmbetbe yourself. However,
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she does it to such a degréeat people walk over her and my dad is the complete
opposi i everyoitesdgtogetybt her eds no good peopl e
had those two balances. 16d say | am mor
dondét be trodden on. |l would say | was a
since growing up, when | was lédf seeing poverty for people. It used to really annoy me

at school vimen | saw bullyingMy sister was two years older and this boy was bullying

her and | confronted him. | must have been tiny but | said stop bullying my sister. He

was actually theteachérs son so it wasnodét the great es

injustice.

| struggled throughout school academically. It was in the first term here that | was
diagnosed with Dyslexia. | always knew, even at primary school. The teacher often said

| think she hagbut | put a lot of pressure on myself to do well and they worried that if |

was labelled with Dyslexja would beat myself up about it and think | was at a

disadvantage from everyone else, they thought she is finding it difficult but she is

surviving. At 16 my parents were surprised that | wanted to devels and at 18

surprised that | wanted to dodegree. They know how much stress | put myself under

and people who know me saagle you sure you want to do this? | was so excited, this is

g eat . |l 6m focussed. | &m not going to spe

that way as | have fallen into bad patterns.

My first degree was a very social experience, learning about myself, learning to live on

my own. | remember the mature stats would always go and ask the lecturer

guestions. This time | wanted to learn and take every opportunity to learn. However,
because there are so many dominating people on our course, that just got quashed. On
my last coursgthere were just a few matustudentswhereas on this course most

people are and | think I just fell in the area where there were younger people than me

that like the social experience, living together, and then the older ones who had families
and have that connection. | was the dngas working full time throughout the course.

It took a while to know where | was in the group and | did feel quite isolated for a while.
They all had their groups. I had never e:
person and have always fouin@asy to make friends. If | see pegplering them into

the group. It was a horrible experience |
was really conscientious. | tried to go to all of the lectures. | enjoyed the learning but

was quite misable.
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| still feel some of the personalities in the group are very dominating. | walk along the
corridor and say hello to someone off the course and they ignore me. There is a lot of
politics within the course. There are some people withalotofexped e and it 0s
about challenging and everything but there are lots of hierarchies within the group
which | wasnét expecting. |l thought with
| was really disappointed. | thought, why have they selectdfdmme t hi s cour se

the person they are looking for.

| think you need to look at yourself before you can start helping others. | know some
counselling courseyou get counselled personally before you start counselling others.

That would be good witn this course, to really dig at yourself and become more self

aware. | think | am self aware anyway, | have always been but it would have been
beneficial to talk through a few things.
been here. Thelactr er al ways said if | had any pro
never really had any big problems. | just think it would have been nice, besides

placement. Placement is really good because you get to sit down with somebody and it
may be alitttethingput i f i tds not dealt with it ca
been nice to have had more time to just talk about your experiences and to reflect with

someone else.

Within my family, they always joke because | always challenge them. They say
somethng and | pounce on it. I o6ve al ways dc
you blooming social worker. Outside, | think the course has made me more confident to
challenge injustice with people outside of my friends and family where | know they
wouldacceptit. Outsidd woul d be worried about upset
confident but | would do it in my style.

My family do have prejudices but | have I
must have come from somewhere. | must haveseeea injustice that makes me feel

that way. I must have seen some incident
came from. My grandmot her was very domi n:;
and my father i s verdmydonhyionuadtrierstggd uplfmity e a l
yourself. She always sai d wishehisonu¢th me | c

stronger now but she used to | et everyon:
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I feel I have a | ot mor e .kseedhinbgsandagresh t han |
light, choices, opportunities, things like thit.every aspect would say | had more

knowledge and that gives me more confidence. Sometimidde doing something

when a particular piece of knowledge or a lecture comesinal. There have been a few
lectures which have been very powerful for me. A few lecturers are very passionate

about what they say and | feed off that, | love it. When they speak it is inspiring. There

are a handful that I learn a lot from and they gaimiy long term memory. They have

made me see something in a new light. Look out of the box. | am an in the box thinker

and | have to really work to see things out of the box. | think this course has helped me

do that and see things from new perspectivesiesimes when | am workingthink why

are they doing this, there is no logic to it, especially with older people which I find
harder . I think there is a realliyi tsbismpl e
really trying to step into their shoesd see their beliefs, their values, their political

i deol ogi es or whatever and recognise thai

something | will always have to work on when | think | am right!

| feel older. | feel different. At different stagesdlfdifferent. Sometimes | feel more

confident and then | will feel totally incompetent and | lose all of my confidence. At this
stage in the coursé feel burnt out, emotionally, brain wiskknow some of the other

students are going straightintojobsa@ | donét know how t hey
know | need a break. To look at everything in a fresh light and then dkak what
decisions do | want to make. What is my |
changed. | did ask my friends and fanifiliyhad changed. They said you are more

stressed! | think probably, before | would challenge things but now | challenge things

and | have a better argument. | have more weight to my argument which is good because

then | usually win! Before Iwas justédkbecause i tds wrong. Now
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A representation

Three years of diaries and a clock
Everything is part of a schedule and is organised
| find it quite comforting
Knowing what | am going to be doing for the next year
Having it dl planned out

It represents the need to juggle and manage everything

| had a significant birthday and my niece was born
| can think back to that day and | know what assignment | was working on
| could only allow a short amount of time to celebrate.
| hadto get back to my assignment
|l dm not sure about not knowi

| 6m programmed now to work at
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Linda

Participant description

Linda identifies herself as female, Scottish Britiéh, Linda started the course with a

strong sense of her identity and her values and a political interest and awareness. She

di dndét expect any huge changes to self di
that small changes have occurred. Changedohbs been about becoming more open

mi nded (and recogni si mlgdassheahtd tolgbt befoeey Nn 6t
becoming more reflective and considered in her thinking and reflections and
communicating more openly. She reflects on the impact &a$ad on her practice but

also on her relationships and friendships.

==

Lindads thought ma pnseobselfdbelfs, vaduesrardtbehaviowew r s

Recreatedfor clarity in Figure 6

Lindabds story

I |1 i ke music, r eal ltoyearnto playthé saxophonk. éstarted s i ¢ .

before | came and | want to take it up ai
create music. Maybe arrange it seriously.
alright at it. | &vd 6hma djulidses groodand tlhe&yw

music. | go to gigs.

| remember a young person challenging me on placement stieeasked me what |

will do whendl$a@imé mi goshg@dt o be a qualifi
stor med eovuwetr. tladmMkimg to you, youbre a twa
10 minutes, | said come and sit with me while | write a letter. She sat down with me and
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fpersonm \ /Due to SW knowledge\

€10 > _ How different More se how theories | look reflectively and
responsibiliy has METETIG YT people view inform life in all aspects of question my own
adapted and is relationshipss and interpret dailv life behaviours through
apparent in my importantperhapssince life and y patterns in a
daily life choices & fat herionmaybd understand it psychodynamic way
how | vVvie deeper understanding of Sharing life with
i i i eople in my famil
interactions with Q’ p y y / one individual
the world

The Red

- /

Feels relaing -
contenting

Balloon movie
gay

y ‘
sense of place L_eoe?gsggggd,
within the ; ’
_ . ives
universe : fun sociable Eonﬁdence-,-
medtation Beautiful sense of
laces _ well-being
> \F/)i sually [ academic ] and
/ hopefully
Diff i illness free
Ifferent cycling [ ] or fightable
Personal Loyalty : countries - concerts life
responsibility e nrEatEn sister
with
family

Less
hedonistic
in lifestlye

Extension of who | ari
choice of music identifies
who we are

: music
Sociablel enjoy Different cultures family
meeting new
people _l ]

J [ political
Justice fairness —

equity

Figure 6: Lindads thought map
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asked me why | wanted to be a social worker anttlitier the story about me at 16 and
she saidohokayi t 6s because you want to help peo
When | was 16, just left school, | got a job, a YTS job in a day centre with the elderly. |
got a buzz out of it and | learnt a lot there. | thoutten at 16, this is what | want to do

but | worked there and went off and got other jobs and it got put on the back burner for
a while. | found it really interesting, going out into all sorts of different houses, different
types of characters and how thall came into the same place. The day centre was a
new thing in the | ate 706s, early 806s.
NHS, it was a joint thing. There were people with strokes in that side and then when
they needed the social tigirthey came to our side but | was always drawn to the social
side. | think that was there even before | got the job; how | always viewed the world as |

grew up.

My family was quite political. Thatoés whi
lives isas a result of their environment; that whole socialist thing. The environment
says a latnot about who you are but about where you are allowed to go, that whole

class thing. Even though we talk about it, my family fit themselves within that, those

bounda i e s . ltos, |l that Oey &tehe wmskg il ddtm imla.y be a
than that, maybe | am maybe | O0m not. Whei
do that mysel f. It was al ways, wdnead, do Yy

just go and get @b. My aunty was quite influential. She went off into education and
was always working in different places. | thoyghthe girl down the road from me can
go and do a social work degr eiferentivdmy can 01

anyone who does do that.

(The social work degree) probably affects how I interact with individuals. Somgtimes

think of some of the things | might have said or done and | cringe a little bit. Like when

I thought | 6m r ingdrtthatmight lseaowa to hge bugmagbe wiot.

Maybe | was less tolerarttén. | thought | was beingopemi nded but | wastr
about sitting and reflecting back on thi.
situations now and realisedtha how | approach a situati on

completely different.

The same things are important to me now fundamentally. That people treat other people

i as a two way thing is important; gaining respect, social work values. That could come
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from my family backgroundtopp her e was a | ot of that aro

thing to saya oOrtehaalt 6sse msoeg ofaisrodci al justic

In placementthere was this situation with this woman, none of her childrenvith

her and | think had been treated really unfairly historically and her life was no better

and for me the only thing | thought I couldloe c ause | cangisbec hange
completely honest with her. This is how its viewed because....amgvgister that kind

of information really so she knows why decisions are being made; who is making them,
why they have that power and why she is |
what this place (uni) has taught me. If | have to be worlarthat really structured,

| ocal authority, powerful environment t h

Thatds what | dondét want to | ose. It 6s g

Ontheoutsidd can come across as very confiden
cosi dered. | think I 6m caring and compass
the things highlighted back in college al
in social work. | came across a sitwuati ol
you compassion. She kept talking about th
access to for ages. It was all about them and not about this woman who was sitting

there.

The depth of statutory work was a surprise and really hit me last year. | feel semetim
for a service user, once they are in, thi
different professionals. You get a little bit of insight into how a service user may feel

and how that may be a reason why someone may not want to take apsservi

| think | came into the course with a knowledge of what | might be doing and when |
first startedthe cours¢ was really aware of where my
expecting any real big changes but there has been little changes from neirgst b

aware of where they came from but they are not solid. They are the foundations but it

doesndét mean they candt change; theyodre
white all the time. Thereds so ismmuch knowl
Someone said to me, you forget, they are
them.
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| think there is a difference between me now and at the beginning of the course, maybe

i n the past year. | 06m mor e r scibdslg oot movee . |
sensitive but more measured; a bit wider by looking at my impact a bit more. | think |

try and do that even when not workimdy friends think | am more opelaybe | have

clocked little bits about how | am interacting with people butihem to say, that is
really nice. Stuff may come to me | ater

up on little things it will only be when | step away that | might see more changes.
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A representation

TheStrees: O6it was supposed to be
So much of this album is representative for me
The title fits with how | feel
The lyrics are a social commentary
He lays it baré is honest
He thanks everyone who has ed@issedhim for giving him focus
| 6 ve | ithe Steetseadd Etbawv so often during the 3 years.

|l tds become my soundtrack
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Assad

Participant description

Assadidentifies himself as a Black, Muslim,-ihngual male with amulti-cultural
background. His experiencé social work education is characterised by significant
challenges and changes to his own values and beliefs. He lives his life under the
direction of his Muslim values but explains how many of his cultural beliefs were
challenged through his learning witlthe social work degree. This in turn led him to
guestion aspects of his culture and his own behaviour and develop a value base that
could be congruent to both his personal and professional beliefs and values.

Assadds thought maegne bfself,ddiels) valaes and lbelavidui s s

»
(§5
o

Recreatedfor clarity in Figure 7

Assadbds story

| speak four languagdsSomali, Swabhili, Arabic and English. | grew up speaking my
mother tongue Somali. Swahili | spoke in school because it was in a refugeeAtamp
school we spoke Swabhili and English but also learnt to speak Arabic in the evenings

because they teach you the Quran. | can write them fluently and speak them fluently.

For 10 yearsl lived in different refugee camps which bordered different coesmso |
|l earnt the different | anguages. Someti me:
challenge. | moved here 12 years ago. | moved to this town 3 years ago to do this

course.
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\

More aware of

My views have
changed since |
started uni. Cfferent
opinionsi received
negative comments
from friends such as
6you think
better tha
not funny any more

Religion shapes my
values
Respect
Caring
Sharing

Clashes with my
professional values
e.g. different take
on sexual
preferences,
abortion etc

)

More confident to air my viewss
clash of opinions with matdsl feel

| have changed and moved on anc
this is due to my adaptable self an
living in different countries.

Religious values are more visibl
as a result of studies. | can see
how it has shaped my lifie
different to my social work
values

Dislike non Halal
food e.g. pork

adaptable

Religion and values are a
standard tool helped ne
to use wherever | have
lived.

Beliefs

Responsibility
Problem

1 [ friend

Value

diversity

respectful

Sports & behaviour
Rowdy & inappropriate
Different views but same
objectives i.e. want my

[ Adventurous]

male

football

student

] [ Familymember]

Multi -cultured

solving
Different
opinions
Togetherness

[ Bi-lingual ]

uncle

Friends &

behaviour

Different
opinions,

views and
valuesi clash

of interest

discriminatory football team to win but [ Kick boxing ] Political —
language & taunt the opposing players views??
issues nowthan with negative comments B -
| was 3 years this can be racial or - _ New friendsi” different
ago. discriminatory Dislike racist people and background e.g. uni, work,
Find it easy to racist comments social life and placement
challenge
Figure 7: Assaddés thought map
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(I'n refugee gamps)h)alioui dpyndt | i fe, becaus
My mother died when | was born and my father when | was 7. You end up living with

Aunts and Uncles and extended family. You are always not first on the list. The longest |
have stayed with someen was my Aunt; that was for 5

got my sister, my Aunt and lots of cousins. It helps to have pegple own family.

My values are shaped by my religion to be honest because | am Muslim. | cannot say |
follow most of Somaliavalues but | stick to my Islamic values. You have to respect
everybody; have to be faithful, pray 5 times a day. If you do good things, good things
happen to you. Sort of the karma principle but indirectly. Treat others as you expect to

be treated. Nowl have to balance my social work values with my Muslim values. There
are so many differences. I f you | ook at
with Gay people. Although you are allowed to work with women, they have a different

role in socig¢y so that is another challenge with the course. In my own culture, mental
health and disability is |ike a big cursi
social work education has changed how | see things. My unelmember when | was

young, ow | understand that he was suffering from Schizophrenia but then, they said he
had an evil spirit so nobody gave him any proper help or medication. They used to let

him out in the sun all day. | regret now, | wish | could challenge it. | did ask my Aunt

one day, why did we treat him that way, he needed help. Why did you make him sleep out
in the sun? She doesndét have any answer s.
understands that there is medication now, there is other help. The thing is, fotitagm

read the QurantothemhTey need divine intervention,

| used to be a youth worker. In the refugee camps there were a lot-gbmemmental
organisations. They did a lot of social work. | was interested. | used to do s#ssion

youth work here and wanted to continue doing that. You had to go out and meet people.
| thought that was a good opportunita good challenge.still meet some of them. They

say, oh | remember you. One of them is a youth worker, so successful. Oype of m

mentors said, dondét do youth work just di

At the (homeless hostel where | work now), doing an assessment and giving someone a
bed is an achievement; moving them to a |

accommodation. We do independent vekillsi budgeting skills, cooking skills.
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Teaching someone that, | always feel pleased. One thing | have learnt is respect. If you

respect thenn most of them lead chaotic lives. If you show respect, you get respect back.

| have changed. The way | ggeople; the way | treat people; the way | think about stuff.

I reflect more. |l question, |l question m
did I do that? Was that necessary? What | have learnt from the course, the information |
havei you are nevetoo old to learn. In my family my nephew said he was gay. Every
member of the family was angry. Their idea was to take him back to Somalia. It happens

a lot when kids are naughty. They take them back; take their passports and leave them
there andi hkdohéatdés fair. | told them, i/
me. Why are you supporting him? Why are you encouraging him? Including my own

sister, she didnot talk to me for a whi |

(SW education) has had a big effect, including on mydse®ne way | am with my

friends, is that we fight, most of the comments we make are discriminatory. A few years

ago | thought that was funny. |l dondot f i
are making the same jokes. | am more educated nawolw what i s ri ght
wr ong. I have expanded my horizons i f thi
say that in a critical way. | donodot fit |

anymore. Not all of them but most of thenhimk now | know who my good frienaise.
They are understanding | 6 ve got friends from the cou

friends.

I think 1 édm a changed person. Il still fe
retained most of my persalnvalues and beliefs. My foundation is still the same. How |

see things have changed. When | started the colree | am at work now since then,

is different. Now | challenge members of staff. | never did that when | started. We do
handovers and they gaegative thingsy ou know hi m, he does t &
think thatés right. At first it was a ne.
they know what to say. | think because | question a lot, most of them have changed their

thinking becauséhey have social values also.

The values are sometimes in conflict. It
think | am the person who is able to fit them together. My friend used to be a social
worker and he is a Muslim. Hewer used to takeertain cases. @neone else had to
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take them, so it affected how he works. I told him he was in the wrong profession. He has
changed it now anyway. I think thatods thi
your own values. | used to keep quiet andlatild affect me when | went hoineh |

should have said something but now, | just say something.

Il think (this course) is the best thing |
|l tds made a big diff er enrerelkeitlortnotiFeomtée | ong
first year, | am a different person. | know what anti discrimination is; what oppression

is; mostly its social exclusion; social work interventions, theraap, life storyi that

was interesting for methe familytreeokay t hat 6 s wher e | c¢came

amazing experience.

| think by doing the course, different modules, you learn to speak up. | cannot say
specifically what has changed my life. | think personally, | see things differently now.

| 6m pr ou dsagoAfydudad sayde would complete a degree in social work

| 6ve had said no. | was kicked out of 3

go to college to finish my education. | think because | had a chaotic life. When | came to

Englandlwas n my teens. | O6ve done a | ot of nal
with me. I think it has made me who | am
did,l woul dnét have done al |,ndvdrthaightlawoull . My

finish sclool. Now they hear | am at university, they think something is wrong. They

dondét know who I am now. They still have

152



A representation

The hands are a photo of me and a friend | made on the course.
It symbolises iference
The hands symbolise friendship

Mission impossible is how it feels sometimes

| used this bike to cycle to Uni everyday
The bike represents a journey
There are times when itds hard wc
Sometimes itdés a breeze, freewhe
Over the three years | have made changes and repaired parts.
It has a new wheel.
ltés the same bike but 1ts part:

|l 6m the same person but | 06ve a
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Propositional knowing is described by Heron (1996) as an expression of statements
which draw on ideas and theories of the knowledge gained so far. The participants
provided the followingoropositionalstatements within the group vkshop. These have
informed the development of my own propositional knowledge as explored in chapter

ten.

Propositional knowledge generated by the participant group
| t 6 e thamqust an academic course
n It impacts on your sense of self and your identity
It has mde my beliefs more tangible
It has been a confirmation of my beliefs and values
| question my own values and judgments
| am more understanding of other peo
|l am more able to accept other peopl
If | disagree, | can walkway
It changes your personal life
It has given me the ability to separate out my personal and professional values
You are taught things that you realise that you will need to commit to for the rest (
your life
You see justice and injustice everywhere
| @& seen myself change. | want to get back the person | was but with all the adde
You have to be disciplined and selfish to complete the requirements of the course
| 6ve got | ess time for some friends
| question family memérs and make them think about whagyt say
Il tds tough

Figure 8

Practical knowing identifies the practice skills and competence required to act on the
other types of knowlegk gained (Heron 199&€owling 2004). The participants were
asked to consider the implications of the Wiexige generated so far, for themselves, the
social work profession and social work educatibimeir own contributions are listed

here and have been used to generate practical knowing for this study as a whole as

incorporated into part three of this thesishe practice development chapters.
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Practical knowledge generated by the participant group in relation taghemselves:
| 6 v e Heeanpartante oftsharing knowledge
| will give myself a pat on the back. This is somethingeégboud of
This research has been part of the process of ending
Reassuring that our experiences have similaiites 6 s been tough
My life experiences have led me to where | am now
I f my mum hadndét been a soge al wor ke
Every experience should have put me
| can see how far | have come
Practical knowledge generated by the participant group in relation tdahe social
work profession:
| feel equipped for practice
It feels like when | passed my drivingsteand | now have to go out on my own
| still feel I have got something to prove because of my age
| 6m excited, am P really going to do
|l dondt want to | ose that | ink with
My worry is if social work education relhes such a gh academic levelyill it loose
or exclude people who are part of a valuable workforce?
Adverts have glamorised social work in a way it is not (it shows the social workel
sitting and having a cupf tea)
Need to show a more realistic picture to attrbetright peoplé it would also
challenge misconceptions
| worry that social work is becoming so owegulated
Practical knowledge generated by the participant group in relation tsocial work
education:
For educatorsotunderstand the impact of this ceeiron personal life and vice versa
For educators tbelp with personal difficulties when needed
The importance oftaff modelling value$ remainingaccessible, fair
E d u c aawarenas$ of the demands of placement and the impact of being judg
of thetimei worrying about not having time to be ill
It would have helpedthave been helped along the journey nidieenable a slow,
developmental chandgesupervision and tutorials re: self development and sujpport
somewhere to share experiences
The impatance of sharing experiences of impact

Figure 9
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Group representation: Digital story

As explained in chapter six, the participants collaborated to create a group
representation of their experience. The aim is to represent paetiof social work
education on the whole person. Images were chosen and shared by the participants to
represent this impact. | developed the narrative by drawing on statements from the
individual interviews and matching these to the visual represergafioncreate a

synoptic representation, the digital story is presented using one voice.

The reader is encouraged to view the digital story now. This is accessed via the attached
CD.

All of the knowledge generated by the participants within the stodypeesented here

as a unitary appreciative profile are discussed and analysed further wéthin th
interpretation of findings chapter (chapter ten) and the practice development chapter
(chapter eleven). As part of these discussions | have added my ovpndatggon of the
findings and suggestions for propositional and practical knowing generated as a result of
the research inquiry. This in turn seekgémerate further experiential, presentational,
propositional and practical knowledgperelation to the xperience of social work

education.
Before considering my own interpretation and identifying what knowledge has been

generated by the research inquiry, it is important to first consider the trustworthiness and

the quality of the research findings. Thisabiurse forms the basis of chapter nine.
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Chapter 9: Trustworthiness and quality of the research findings

The discussion of the research findings is separated into two chapters. This, chapter nine
explores the research process itself and reflects onutevorthiness and quality of the
research findings. It draws on literature relating to research design and UAI to explore
issues which emerged and strategies engaged to improve the value and credibility of the
findings. These included:

Participant validtion
Interpreter bias

External audit and peer review
Thick description

Triangulation

=4 =2 A A4 -4 -2

Consideration of its usefulness

| also provide critical reflection on my own learning, resulting from my engagement

with the research process.

Creswell (1998 cited ifrankel 1999) suggests that at least two of the following should

be present in any research study to verify the data: triangulation, prolonged engagement,
peer debriefing, thick description, member checking, external audits and searching for
confirming anddisconfirming cases. This study incorporates member checking; external
audits, thick description and triangulation, each of which are explored within this

chapter along with the use of reflexivity and consideration of the usefulness of the
findings.

Reflexivity

Reflexivity is used in this study, as a method of consciously recognising and critically
reflecting on the impact of my involvement within the research study and my influence

on the knowledge which has been generated (Elliott 2005). In chapteusee

Cournoyed £00Q p.35)quotet hat i n gow becank thenmeedin thiiough

which knowledge, &ati t udes and s kitedl ih Reupart 20Qpd@n v ey edo
This is as relevant for the process of research particularly qualitative restarehl

am the medium for the stories and experiences the participants have shared. Reflections
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have been incorporated throughout this thesis within the personal narrative from the
initial decisions regarding what the research should focus on through déstiussion

of the findings and the implications for practice development. This is a fundamental
component of the Doctorate in Professional Practice but also of my own whole person
approach to transformative learning and research as argued throughbesibeMy

aim is to engage with the knowledge being generated by exploring the meaning for me
and the implications for my practice as an educator and a researcher as well as for
education generally. In terms of the quality and trustworthiness of thedmdi

reflection is used to capture my own thought processes regarding decisions made and
my own evaluations of the strategies used so as to surface the influence | have had on

the findings being presented.

Participant validation

Theconcept of partipantvalidationand member checking commonplace in

qualitative researcfCrabtree and Miller 1999s a method offlecking the accuracy of
data. Cowling (2004ayentifies this as fundamental to achieving credibility and
legitimacy within the UAI process drargues that this is achieved due to the high
priority given to participation; the egalitarian relationship between the researcher and
the participants; and the requirement for the primary voice of the pattern profile to be

that of the participants everhen completed by the researcher.

I would argue that this was one of the strengths of this research design, a view which is
supported by feedback from the participants and demonstrated by their level of
engagement in the process. There is some debdte literature, however, regarding

the use of narrative interviews and whether these produce less accurate data than more
structured and standardised interviews due to the distortion of experience by the
participants (Elliott 2005). Distortionisargueddce as a result of t h.
attempts to make sense of that experience rather than simply to report what happened. |
would argue however that this was a benefit to this study in achieving a close
representation of their experience. Due to its fasuthe whole person, the aim was to

gain insight in to what this experience was like for them and what they perceived this
impact to be. The aim was to seek their perspective. This involved them expressing their
experience in relation to their own livesvasll as describing what the experience had

been. The inquiry therefore openly sought this subjectivity. Using a narrative approach

was effective in gaining a sense of the person and a less fragmented experience (Mishler
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1996 cited in Elliott 2005) thansdructured set of questions. It made the interview,

narrative and content, unique to each participant.

Borkan (1999) suggests that member checking or participant validation can also include
the opportunity for participants to give their opinions, reastiand clarifications to the
research process. This also forms part of the participatory nature of UAI as
demonstrated within chapter six in relation to this study, where participants contributed
to the research design. Participants did this in termseafdhtent of the workshop; the
various methods of expressing their experience; and their views on what others could
learn from this. On reflection however, as previously explored in chapter seven (ethical
considerations), there are many issues relatipgweer constructs, insider research and
the participantsd perceived role in the
ability or willingness to give feedback on the process itself. Whilst they described being
actively involved and appeared to takehared ownership of the work produced, |

believe that they still viewed it as my research study. Whilst | had a good rapport and
relationship with the participants, this may have increased their desire to show willing;
to support me, or not to offend &y being critical of the process. There may have

been other ways and better ways of generating the types of knowing that were not

surfaced for these reasons.

Despite this, there were strategies | was able to incorporate to seek feedback on the
researclprocess. | was able to seek ongoing feedback, for example, throughout the
workshop. As we worked together over the day, the atmosphere was relaxed with
ongoing conversation and discussions. There was ample opportunity for me to evaluate
t he p arlevel ofinferest and engagement with the different activities and the
effectiveness of each activity in generating types of knowing. Participants made
comments as we went along. Together, we were able to adapt the day accordingly by
choosing when to mowven or how to gather or present certain information. With

regards to trustworthiness and quality of the findings, | think the range of methods used
throughout the research process, ensured that although participants may not have felt
able to comment diregt| they were able to choose processes that suited their own style
and which better enabled them to express and analyse experiences that were of value to
the research inquiry. Linda, for example, found the use of images and music to be
effective catalystsar her further reflection. It enabled her to identify significant aspects

of her experience of social work education. Jessica, who described herself as more
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private, appeared to find the individual interview more conducive to her own critical
reflection al was able to share her reflections more openly in this environment.
Processes were flexible enough to accommodate these preferences. The range of
methods was effective in gaining a richness of data from all of the participants, which |
do not think woulchave been achieved through just one of these methods. It provided
the opportunity to tailor the research process to each individual, making it unique to
them (Heron 1996).

Whilst seeking to demonstrate quality and trustworthiness, participant validatson w

also usedhs a catalyst for further reflection and analgsid to enable both me, as the
researcher and the participants, to better understand the experience being expressed.
Validation helped to gain an even closer representation of their expelianc@aware

that it may al so have served as a 0disor |
the fist of the ten phases of transformative learning (Mezirow 2003) or conscious

raising as identified by Friere (1993). Viewing the data or my interpratafitheir

experiences may have led the participants to further clarify and make sense of their
experience in order to express it. In response to questions asked in the interview for
example, Jessica commented, All dkedthkho)
before going on to analyse her experience.

Attempts to capture the participantsd ex|
further reflect. When, for example, an interpretation did not quite resonate for a
participant, this lead them to cgider why and to explain or analyse this further. When
Jessica expressed her experience by showing three years of diaries, for example, she
explained that she felt her every hour had been accounted for. Some of the group agreed
that they were looking forwed to space and flexibility. Jessica however, was able to
express that she had liked the structure and was concerned and anxious about a lack of
structure when the course came to an end. The ability to express, reflect and clarify
meaning in this way formgart of the process of self discovery and reflexivity identified

by Rogers (1983); Knowles (1984) and Mezirow (2003) and which is valued by
contemporary social work as explored in chapter one. It enabled both me and the
participants to gain a closer unstamnding of the experience of social work education as
well as the individual them self being able to explicitly identify and express their

thoughts.
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Sharing the digital story with the participants also created a catalyst from which to

reflect

further. lasked each of the participants whether it reflected their experience and

what in particular resonated for them. Their responses were:

Vicky:

Terry:

Absolutely loved the digital story | thought it was brilliant, even made me shed a
tear! Thi nk venhnauthGeprederded whatue was tike for me,
especially the beginning part, feeling isolated at first etc. So thanks again for

sending it to me.

| thought that the digital story was fantastic, | found myself getting a tad
emdional watching me and (fellow student who was not a participardre

not dry eyed! It really did relay such a powerful message.

Jessica:

Linda:

| thought it was very good. | personally was quite moved biké,a wave of
emotion, almost tearful.found it quite unsettlindgput enlightening to hear my
words read back to me in a different voice. | could reflect on the meaning in a
new light, maybe because | could hear it more objectivédjt | had been quite
open with youyet within the group | have been very privateidgthe three

years. It felt quite strange that everyone was listening to my inner feelings and
yet I felt safe because my identity had been protected. It was the first time that

the group had listened to what | had to say.

I loved the images used to It the words. Very powerful.

Thanks for sending me a copy of the story. Firstly it's great that you found a
picture of the French boy with the original red balloon (fab) and then the many
red balloons, which could represent individually my gtowm knowledge or the
other red balloons who have completed the course alongside me. The image of
the cocoon | also liked as it represents change which all of us have done in our

own ways (depending on our starting point). At the beginning of the course |

thought | would see the world with vel
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is a personal milestorimut also another starting pdifithere is so much more to

learn.

Other aspects that | found represented my journey were; an acknowledgement of
my foundational beliefs but the growth in confidence and conviction in

expressing those beliefs and thus gaining an ability to challenge attitudes out
with my professional and personal value bases but also an awareness that | will
continue to change and cterefore listen to other views as these too are

important. My inward change has brought about an outward change.

I interact (I hope) differently and see many different aspects of people now.

(6l nternational pl acementd may have si¢

The challenging of friends or family who voice extreme or bigoted views is
always difficult but rung true for me throughout my training (particularly in 2nd
year) as my convictions became stronger and my knowledge deeper. This did
contribute to up and dowims the course as did variations in academic

confidence i.e. knowledge, understanding and application.

So, the impact of the SW training touched on personal, social aspects of my life
but surely runs a little deeper and changed me cognitively as tgesatdrthe

change is good.

Assad:
it is a true representation of my experience. It is brilliant to watch and listen to.
Thank you.

Of particular interest to me was that 1in

participants commented on thigithl story as a whole and two of the participants

identified statements and images that they themselves had not contributed. Linda chose
the cocoon and Vicky the feeling of being isolated. These had been expressed by others
and yet had specifically resated for them. This suggests the trustworthiness of the

group profile in representing the unitary experience of the group.
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Whilst all of the participants believed that the story represented their experience, for

Linda and Jessica, it provided a catafgstfurther reflection. As Jessica commenéed

could reflect on the meaning in a new light, maybe because | could hear it more
objective0. For her, the viewing of the digit
further reflections regarding her expegeras a private person but also due to it being

the first time in her mind that the group had listened to what she had to say. The

viewing of the story in the group was as much as a catalyst for further reflection and the

analysis of her experience as veasating and viewing the digital story itself.

Linda also reflects further after watching the digital story for the first time. She chose to

do this on her own rather than part of the end of year showing. During the workshop,

she had talked about afiilmd | ed t he 6Red Ball oond which
her in recognising injustice. She hadnodt
during the workshop day and so | had added to this when completing the digital story.

This led to further analysifor her in how these images could be interpreted and what
meaning they could have in relation to representing the experience of social work
education. It was my interpretation and augmentation to her initial representation that

had served as this catatywhich in turn, fostered her own transformative learning.

| thought this was particularly interesting given my initial concerns, expressed in

chapter five, regarding the creation of representations by someone other than the person
themselves. My view &s that it would be a closer representation if created by the

person. This demonstrated to me however, that a collaborative process which

i ncorporated mine and the participantsdo I
participants to express and aysa their experience more. The outcome was a closer
representation, as providing my own interpretation had enabled the participants to

reflect further.

Cowling (2004b) provides examples of this happening within his own research, when a
participant disagmes or questions his interpretation or their previous expressions. One
example, which | identified in part one, was when a participant did not agree that a

piece of music chosen by Cowling represented her experience. As a result, she was able
to offer furtrer clarification and reflections on her experience. By doing ttiesfour

types of knowledgbeing generated were further reflected on and used to irdacm

of the othergHeron 1996).
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The process of participant validation within this study alsadddrther control and
participation by those involved. The quality of the data and the content of the pattern
profile were verified and the participants were able to retain control over the research
process by discussing, commenting and suggesting dite®m#o the methods used so

far. Whilst the process was initiated by me, perhaps more than in traditional
participatory approaches, as reflected on in chapter seven (ethical considerations), the
degree of participation by those involved was decided by tred the participants

reported feeling included, respected and valued during the process. | think the level of
personal disclosure and engagement was demonstrative of this. The process achieved
the desired outcomes of participatory research and wholerpapproaches to learning,
such as participants feeling in control; seeking knowledge from people within the
context being explored; enabling learning which leads to the development of the
participantso insight acson@ngel20@Thidisecar ni n
not to lose sight of the capacity of participatory approaches to silence participants as
well as to empower (Fenge 2010) but that along with the mix of one to one and group
activity, the balance appeared to be achieved. The resatttman is explored later

when considering the usefulness of the research.

Interpreter bias

The research approach was also subject to interpreter bias (Holloway 1997; Smyth and
Holian 2008;,Creswell 2009; Holloway and Wheeler 2009), as is the case for any
researclwhere data collection is imfereted and analysed. Because the participants
requested that | created the group representation (digital story) from the content they

had generated, this was particularly Smyth and Holian (2008, p.37) argue that a
researcher can never be truly objective

|l aden and dependent on past experience o
researchers without insider knowledge that should be subject to more scrutiny
Relationshig betweemeseatchers and participants are fundamental to the process of

UAI where interactivity is seen as fa po
research enterpriseo (Cowling 2001, p. 46
involved in analysing, interpreting and presenting the findings. Smyth and Holian

(2008, p.37) suggest that insider researchers can offer a unique perspective because of
their Aknowledge of the history andiscul't
the depth, insight, knowledge, learning and contribution to shared knowledge that
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validates the research. All interpretations of the research findings within this thesis
acknowledge that this can only ever be an interpretation and is transparent in
recaynising and acknowledging what the impact of interpreter bias has or may have

been.

Documentation produced during the course of a UAI such as précis, reflective notes and
representations are suggested as methods to attempt to identify if interpreter bias
having a negative impact on the research process (Cowling 2001). As explored in
chapter seven (ethical considerations), power constructs may have negatively affected
the experience for the participants and my ability to generate accurate and trystworth
data. This has been acknowledged, explored and reflected upon throughout this thesis,

as have the use of strategies to minimise this impact.

My view is, that at times interpreter bias did negatively afteetresearch process
Participantsare likely b havemade assumptions about my view points or beliefs and
chos& what to share and not to shaféere may well have been an element of wanting
to please me or to share what they felt | would want to hear, due to my status as a
lecturer and their expenee of me as their assessor. This was not as much as | had
anticipated. Brticipants shared many details of their experiences, backgrounds and
beliefs in what | perceived to be a very open and honestWijst their choices of

what to share may well habeen influenced by the nature of the study and their
familiarity with me, the content of what they shared, | do think, was trustworthy and
added to the insight we can gain into the experience of social work education.

What | have realised, is that in &&®y participant validation, | asked questions such as
6does this represent your experience?6 W
response, on reflection, | have considered whether this should have been worded

di fferently. Aslitng epwlheate nds yoatrs ek@enmi e
have elicited a more detailed response and enabled fine tuning of the group
representation. | think the way the question was worded made it more likely that
participants focussed on the aspects that weenmgful for them. This is in part
however due to the appreciative approach
typical of appreciative approaches which seek to identify what works (Cooperrider and
Srivastva 1987). | have providéarther reflection a the use of appreciative questions

later in this chapter when discussing triangulation.
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External audit and peer review

External audit (Creswell 2009) and peer review was achieved in the earlier stages of the
research process, through submission atfieastage and for internal ethical review,

along with discussions within individual and group doctoral supervision and with the
participants themselves. Following the data collection stage, this was also achieved
through publication of journal articles at¢ihg to the research (Hughes 2011a, 2011b)

and conference workshops. The digital st
cohort and with subsequent year groups to facilitate their own critical reflection.

Feedback was sought from all of these groupls a number of students, at different

stages of their social work education, identifying what resonated for them.

Findings were shared within educational settings such as lectures with students, practice
educator forums and conferences where commtsadback, opinions and reactions

were sought and reflected upon and incorporated into the final discussions (chapters ten,
eleven and twelve). These have all informed the development of propositional
statements and the practice development componensdddiuitorate in Professional

Practice and are incorporated into part three of this thesis. Opinions and reflections on
the implications of the research data and findings for developing educational practice

are incorporated into the following chapter.

Thick description

Another method of verifying the data was thick description (Creswell 1998 cited in
Frankel 1999). This forms part of the documentation presented as part of the unitary
appreciative profile and the critical reflections within the personahtiaerthroughout

this thesis. | have included detailed descriptions of the context, how participants were
identified, initial relationships, how that relationship changed; general information and
characteristics of the participants such as age, gendeelandnt prior experience
(Gilchrist and Williams 1999), as well as detailed descriptions of my own identity, role,
relationships and prior experience in order to demonstrate my own standpoint and

influence.

Due to the whole person approach taken withig thesis, in relation to the research
study and the underpinning values and approaches to education, | also sought for these
descriptions to incorporate aspects of the person other than social worker or student.
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These are i ncor po staytwihih chapidr @ghtdpaesentatipneof s o n 6
findings). Profiles seek to derondl9¥6)imdsens
generatingge x per i enti al knowl edge. Il was mindfu
mentioned in chapter five, thedality an be perceived from a wider perspective when
aspects of a per s o ntibatothesimaghave eonsideredar e e x p |
disparate, dissimilar or unrelatethe first question | asked all of the participants within
their individuale isommert hiaw whHhoufit ¢lolur sel
or expect about youo. The aim was to rei|l
interview as well as to act as an-lweeaker. | wanted to give licence to the participants

to share aspects of themselves pthan their student or social work self. Whilst the

aspects the participants shared were varied, they all proved relevant to their experience

of social work education and enabled them to provide a wider perspective than perhaps

would otherwise have beeriged.

Linda for example, reflected on how important music was to her and how she would

love to study music professionally. This led her to reflect on the significance of music
for her during her social wor k eedresenat i on
her experience within the workshop. Jessica explained that she had already studied for a
degree prior to social work. Whilst she felt that she had not used this learning, this led
her to reflect on how different the two experiences had beethanchpact of this on

her expectations and her actual experience this time round. Terry shared personal
experiences of domestic violence as a child from his mother to his father. This led him

to reflect in the interview on how this had shaped his view®ixorld and his views of
justice and injustice. Assad explained that he spoke and wrote four languages fluently.
He reflected later on his multiculturalism and the influence of his race, culture and
religion on his views and values. Finally, Vicky shahed love of motorbike racing.

She loved that this was unexpected and led her to reflect on her identity and how this
had changed during her social work education. Reflections included her awareness of
being female and expectations of women by others.l&tiker to reflect on her

awareness of feminism and what this meant for her.

All of this detail added to the thick description of the participants in chapter eight
(presentation of findings) and the research process outlined in chapter six (method). |
believe it significantly added to the quality and trustworthiness of the research findings
in the way that it sought a closer representation of the whole person. Astaraager,
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it also fostered the relationship between me as the researcher and thegpastin the
way it built rapport and encouraged openness. It demonstrated my interest in them and
their experience and seemed to elicit thoughtful, honest and explicit responses.

More detailed descriptions could perhaps have been gained had | drifageess

information such as student reder | chosenot to do this as | wanted theanmation to

be generated firsnd by the participants. This did involve relying on what participants
chose to share and there were times when | was interestdgirirgbrmationin

particul ar when c¢ o mpsuthiasnage oecalttrhl batkgnouhad n 6 s |
considered whether | should have requested this information during or prior to the
interviews.My response was to go back to the participants anthask for a

description of how they would identify themselves. This is congruent with the UAI

principle of ensuring that the primary voice is that of the participants. It was an

enlightening process as they all described themselves in a way | would aoAHan

a way | perceived as accurate and as | saw thatrfar richer than had | accessed their
student records for more mundane diggioms that perhaps woulthly have captured

their student selves. This, along with their interviews, personal esgeg®ns and
thought maps including 6what makes you,
description from their own perspectives. My own perspective is captured when

discussing my interpretation of the findings in chapter ten.

Triangulation

Thefifth method of verifying the data and achieving credibility and trustworthiness of
the findings within this study (in addition to reflexivity (Cowling 2004a; Elliot 2005),
member checking, external audit and thick description (Holloway 1997; Cresw8ll 199
cited in Frankel 1999; Gilchrist and Williams 1999; Creswell 2083Jat of

triangulation (Holloway 1997). This was achieved using multiple methods of gathering
data such as interviews, group work and visual, verbal and written expressions. Multiple
methods of analysing the data were used such as critically reflective verbal and written
analyses and précis, from which to identify emerging themes; and visual
representations. Whilst the focus of the inquiry was on the experience of five
participants, irgrpretation of these findings drew on multiple data sources (five
participants; social work cohorts, staff team; and practice and University educators from

a range of disciplines accessed through conferences and workshops);
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A range of methods wereusedste e k as cl ose a representat

experience as possible, in the form of the unitary appreciative profile (as presented in
chapter eight). €edbackdentified earlier in this chapter and given verbally by the
participants was overwhelngty positive in its achievement in capturing their
experienceSocial work educators and other students also commented medméng

and significance for thenwWhilst there have been a range of responses and different
interpretations, everyone offeringei@gback has identified aspects of the findings that

resonate for them or that have enabled them to reflect further. A common response

within conference settings with practice educators and lecturers in social work is that it

has reminded them what the impa€social work education was for them and enabled

them to reflect more deeply on what the experience might be like for students they are

working with now.

Il am mindful that in using an appreciati:

f or yiowoudd always generate responses regarding what worked. From my own

development there were times when | would have found it useful to ascertain what did

not resonate or what had not worked. Over time, my view on this changed as |

recognised itsbasisam need to prove that the findi

participatory research process however, this was not the aim. My intention was not to

create a representation of what was true for everyone engaged in social work education.

| sought to gin insight into five unique experiences. Presenting these experiences to
others provided a catalyst for them to reflect and make their own meaning. As with
presenting the findings back to the participants, reflection and meaning making may
emerge from agets of the study that do not resonate. In terms of quality and

trustworthiness, the representation achieved this outcome. Insight was provided into

what the experience had been like for the participants and provided a useful perspective

from which othersould reflect on their own experiences and the implications for their

own practice.

Consideration of usefulness

A final consideration of the appropriateness and legitimacy of the research is that of
usefulness. Cowling (2001, p.46) identifies two aspefct$Al in achieving this: the
desire to seek rich descriptions which can be transferred to other contexts and the
Afability to make a positive difference
UAI to achieve this has been argued within chafite. Previous discussions regarding
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triangulation have demonstrated its usefulness as a catalyst for fostering critical
reflection for a range of people on the experience of social work education or indeed,
other professional education.

The participats themselves identified the usefulness of the research inquiry in a number

of ways, including facilitating the process of ending; recognising their achievements

and how far they had come; and recognising and articulating the impact that social work
educaibn has had on their lives. One of the participants said they had not reflected on

the whole experience in this way before, only on aspects of their learning. For all, it
appeared to facilitate a process of consciaising as advocated by Freire (19930@,

2004) . Posing questions such as fihas soci
values? what impact has this had on your life? and what can we learn from your
experience?0 was useful i n triggerionng a |
This demonstrated its usefulness as both a research tool in gaining rich detail and

insight but also as an educative tool in fostering critical reflection and expression. A

true test of its usefulness for my own practice and wider afield, has bgenrgsulting

practice development. This is explained and explored within part three of this thesis.

Conclusion

In chaptemine, | have soughb identify and explore thguality and trustworthiness of

the research findings. | have reflected on the dil@sand questions which emerged for
me during the research process and my responses to these. These included my openness
to the potential flaws of the research process and my reflections on my own methods of
conducting the research inquiry. A number oftggies were used to improve the

quality of the research findings including reflexivity, member checking, external audit,
thick description, triangulation and consideration of usefulness. | acknowledge that
research will always be subject to interpretastbased on the experience and values of
the researcher conducting and writing up the inquiry. UAI acknowledges that findings
will be interpreted by all of those viewing them and made sense of within the context of
their own lives. This also resonates wtitle underpinning whole person approaches to
education explored in chapters two and three. Chapter ten therefore, explores my own
interpretation of the findings within the context of social work education and my own

practice as an educator.
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Chapter 10: My interpretation of the findings

The aim of chapter ten is to present my own interpretation of the findings using a
reflective approach to analysing the data. | have sought to find meaning for me; to
identify emerging patterns which represent the expeei@f social work education for

the participants and to develop propositional knowing from the research findings which
can be applied to more global situations.

Interpretation of data

My understanding and interpretation of the findings has involved bhagdamiliar

with all of the data collected to create the unitary appreciative profile. This involved
many readings of the written documentations, listening to the audio recorded interviews
and multiple viewings of the digital story and visual represemtatilnitially, this was

with the aim of gaining a sense of each person and their experience and to gain an
intuitive grasp of the participantsod6 expl
inquiry. It also involved reading, listening and viewitata with a particular purpose. |
reviwed the five specific questions identified at the end of chapter one, in order to
consider what the findings could contribute to this debate. Thirdly, | engaged with the
findings by considering the implications of timsight gained for social work education.

As | have presented the research findings to others, | observed their reactions and
reflected on their questions, comments and the resonance for them. My learning has
informed the development of my practice in tiedd and has been used to inform the
development of models of teaching, learning and assessment which was the second aim
of this inquiry. As a result, a second loop of data was created from which to reflect on
the original findings. These are exploredhin part three of this thesis in the practice

development component of this Doctorate in Professional Practice.

The aim of a UAI is not to reduce the information generated into component parts. It is
to capture the essence of an experience (Cowling)2@den viewed as a whole and to
consider the significance of the findings in generating new knowledge and insight. UAI
involves creating a living portrait (Talley et al 2005); or an illustration which captures
the essence of an experience (Alligood 200@)ilst unique to those sharing their
experience, their expressions can be used to inform our understanding of a particular
context (Cowling 2001); in this case, the experience of social work education. My
interpretation of the findings draws on represeoits and reflections to capture this
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essence and to acknowledge the fluidity and subjectivity of the findings which are ever

changing and evolving.
The questions identified at the end of chapter one were:
Can a personod6s core values change?

Aretheree hi c al I mplications for seeking t

Can a change in values be taught?

A

Is there an impact on the person themselves if their beliefs, values and behaviour
are subject to scrutiny and change during this process?
5. Are there model$or fostering this development and change in a way that

acknowledges this impact?

Can a persondés core values change?

When reviewing the literature in relation to educational theory, in particular TLT

(Mezirow 1996, 1997, 2000, 2003), I concludedthaté s possi bl e f or a
beliefs and values to evolve and to change. | identified educational theory which
recognised the role of the person themselves and the need for the change to be

purposeful for thenfRogers1983; Knowles 1990; Mezirow 199Breire 2000Von

Kotze and Cooper 2000; Cranton 2002; Phillips et al 2002; EMa&isgaulte et al

2006; Pearson and Somekh 2006; Rush 2008; Bernhardt 2009; WaltonL2@tahure

suggests that for transformative learning to occur, the person needsgerb® the

views of others and open to change. Fréi93),comments on the false identity that

emerges if the person only changes their persona rather than their actual beliefs and
values. In relation to social work education, if the values of thegsain are imposed

on the | earner, this wil/ not | ead to a
professional values is a key aim of social work education and can be an outcome if the
learner seeks to question their values, beliefs and behaviduhe premise on which

these are based. This process can be precipitated by the actions of others such as social
work educators or by other external events or people which create a catalyst or a

di sorientating dil emma ( Me2004)y focthangc@0 3; OO
values to ones which align with those of the social work profession can be achieved

through critical reflection, discernment or assimilation.
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In relation to the research inquiry, there is evidence of a shift in values as a resailt of th
participant s o sAl ofthapartionpants kad expencedoerspective
transformation or a change to themfme of r ef erencmgre t o one v
inclusive, differentiating, permeable (open to other view points), critically rafeeofi
assumptions, emotionally capable of change and integrate f ex per i enceo
2000, p.19As OO0 Sul livan and Taylor (2004) wou
broader than their learning on the degree programme. Learning was influenced by a
wholerange of experiences. Whilst only some of the participants considered there to

have been fundamental changes to their values, all of the participants reported processes
similar to that described by Scott (1997) where values were clarified and reinfgrced b

their newknowledge.

Jessica, for example, explained that her views and values remained the same but that she
now had more knowledge to support her views. Linda described being more open to the
views of others and more reflective in her thinkiRgtticipants felthat little change

occurred to their core values whitreywere already aligned with those of the
professionValues became more refined and evidenced based rather than different. All
participants reported that they saw the world differerdtyyLinda saidfiAt the

beginning of the course | thought | would see the world with very similar eyes but |
dondét think | do

As well as reinforcement and consolidation of core values, Vicky, Terry and Assad
expressed fundamental changes. Vicky explaimed knowledge gained from her

degree regarding politics and social exclusion had enabled her to recognise how people
experience society differently. She spok:i
her new knowledge of howagfiwomemhmbsknowt
a change in her values. Vicky started to
young carers and whether their caring role limited their education and life opportunities.

As documented in transformative learning ttyel@erature (Mezirow 1996, 1997, 2003,
Taylor 1997; 2001, 2006, 2007, 2008, O006SI
view the world differently. She experienced changes in beliefs but also an increased

sense of responsibility to be politically awareldo ask questions. This was a

fundamental shift from her initial view that politics were not important and had no

relevance to her life.
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Vickyds values became shaped by a coll ect
needs obthers (FFeire 1993200, 2004, 2005; Inglis 1998ge and Green 2003 and

Merriam and Kim 2008). She recognigédt prior to university, she had not been

consciously aware of what she now perceives as injustice and inequality in the world.

Her starting point resonates with ke r owdés (2000) expl anati on
assimilating to societal norms. It was her social work education and subsequent learning
that created a disorientating dilemma and a catalyst from which to question and

challenge these assumptions. This tedhat Freire (1993) would describe as

conscientization.

Terry also talked of changes to his core val@se example was in relation to racism.
Whilst demonstrating a strong sense of social justice since his childhood (as expressed
i n Ter r y édhsught map ang the digitakstory), Terry developed what he
described as a Awhol er aaifd¢mdd fd Kkrnionwgd eldigse s
degree. This knowledge enabled him to question his own beliefs and values as a white
man regarding race and taognise that his behaviour in the past had been racist. At

the time, he had viewed this as inoffensive banter but now described feelings of guilt
and shame. He wanted to go back and say sorry to his black friends. Applying this
process to a range of aredsry also gave the example of how his view of older people
had changed significantly and how this had in turn affected his relationship with his
father.

Viewing the old, through the lens of the new, is an aspect which forms part of

Me zi r owod s T.tdemensta@tes aFBHift in values and beliefs as the person is
able to reassess old behaviour based on their new bélieésdesire to go back and
change previous actions was a common one amongst the particigdantssemed to
evidence their incregdawareness as their new knowledge led them to reinterpret the
meaning they had attached to previous experiences and,aaehtding those in their

personal lives

Assad perhaps described the most fundamental changes in beliefs, due to the conflict
between his emerging professional beliefs and values and those of his own culture and
religion. Whilst other participants recognised that they had mindlessly assimilated to
their cultural norms, they had been open to concepts of recognising and challenging

injustice, inequality and discrimination. Their values had changed or evolved as a result
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of opening their eyes to knowledge which enabled them to refine their views or as Linda

said, recognise when they had not been as open as they had thought they were.

For Assad, knowledge gained within his social work education was often in direct
conflict with his cultural and or religious beliefs and values. He gave examples of how
homosexuality and abortion were viewed as wrong in his culture and that it was
expeded that women should have different roles within society. This contradicted his
emerging social work values which were to view people as unique, their own best
expert and to challenge discrimination, stigma and oppression (Skills for Care 2002;
Codes of Pactice 2002SWRB 2010). These were values based on respecting others
that Assad spoke passionately about and which informed his current practice with

people who were homeless, as evidenced in his story.

Assad expressed a very difficult process of afigrthe two belief systems in a way that

was true to both his religion and to his emerging identity as a social worker. He was
critical of a social work friend who was Muslim and who refused to take on certain
cases based on t he dabhdawvre hbee Iwaesf s ;n stayei nwg
Assad wanted to align the two belief systems. He made a distinction between his

cultural beliefs and religious beliefs. He felt able to question and distance himself from
his cultural beliefs which he was keen taméerpret based on his new knowledge such

as beliefs regarding mental health which he explained was seen as a curse in his culture.
Assad described drawing on his religious
which to guide his life. He sought to fis@mmonalities between his Islamic and
professional social work beliefs such as respect for others; contributing to society and a
view that if you do good things, good things happen to you, as a means to this

alignment.

Conflict between professional solci@ork values and personal, religious and cultural

ones, did create a dilemma for me. | questioned whether as an educator | should
encourage a person to challenge their cultural views or whether this contradicted the

very values being promoted such as eesfpor others and a right to choice. Given the

aim of transformative learning to lead to an increased openness to the views of others
(Mezirow 2003), | questioned whether educators, such as me, should be more open to
Assadods cul t ur altheathad seekmd to adpangeduhem. $ome ofs r
Assadds struggles resulted from chall engi
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beliefs, which were part of his whole self, his identity and his relationship with the

world. The discomfort | felt, createddesorientating dilemma (Mezirow 2003), from

which to reflect on the role of social work education in seeking this change. Whether
there are ethical i mplications of seeki ni
second question which emerged from chapte. The findings provided insight to

inform consideration of this question.

Are there ethical i mplications for seeki.
Participants identified a range of ways that their social work education had affected

their valuestheir beliefs and their behaviour. This had implications for their

relationships with others; how they saw and interacted with the world around them and

their sense of emotional wedking.

The conclusion | drew, when considering this question inqreat was that social work
education should enable students to question and reflect on their beliefs and values and
consider how and to what extent their values and beliefs inform the decisions they make
in practice. The aim is to develop the more openpantheable view to which Mezirow
refers and ultimately to better and fairer outcomes for those in receipt of social work
services.My view expressed in part one, based on the educational literature, was that
this should be approached with cautidmy chame should come frortihe person
themselves, as imposingluesand behaviours on a perswould be oppressive (Freire
1993) but also ineffectual (Elias 1997glis 199§.

The need to scrutinise and question the premise on which beliefs and valuegdre bas
(Mezirow 1996) was shared by the participants who all expressed the belief that the
change had been a positive one and had formed part opéisonal and professional
development. Whilst identifying their social work education as enabling themuoecq

the knowledge to question their views or to gain insight, none of them expressed the
view that values had been imposed. Participaietsed the changes and consolidation

of theirvalues and beliefs as the result of their process of questioning seudingfon
knowledge and experiencegae d. They us e drefleddmoarséods; such
questim everyt hingo,; i | | see wppradsibeey etr oy wehhea lel enmogwe
This confirmsthe potentialoutcome of soclavork education asnabling learnert

think for themselves and to develop autonombosight as explored in chapter one

(SWTF 2009Munro 2011).
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In response to the question of whether there are ethical implications of social work
education seeking to c h gerigneeofthepaticisaot®id s C «
this study demonstrates that there clearly are. My view, as informed by this research
inquiry and the literature, is still that whilst advantageous, as it leads to increased
openness to the views of others, this shouldppecached with caution. Changes

should be within the control of the learner as they seek to question and reflect on their
own beliefs and values. Educators must recognise the personal and unique ways in
which learners engage in this process. The reseagciliry demonstrated how such
changes affected the participantsd views
their lives. Consideration of this impact is explored later in this chapter. How this

change occurred for the participants and how it néorin the debate on whether values

can be taught (the third question at the end of chapter one) is explored next.

Can a change in values be taught?

When exploring the literature, | concluded that values cannot be taught but that a
process should be faddited to enable individuals to reflect and question their own
values and the impact of these on their own behaviour and on the lives of people who
use social work services. The perception of the participants was that changes to their
beliefs, values and baviour were as a direct result of the knowledge they gained
during their social work education and the way they were taught to see the world
differently. They did not report being taught what values to have or told what to think.
Social work education tgit them how to think differently. They were encouraged to
guestion their values and their beliefs and reflect on what basis these were formed and
what impact they had on their practice or their views. A combination of lectures,
practice learning opportuies, formal supervision, self managed study and shared
learning along with personal experiences, enabled the participants to do this in a way

that was meaningful for them.

Mezirowbs ten phases of transformative |
Appl ying Mezi r BLW@EGO3)isa usefd praceseis cormsilering how
transformation of values, beliefs and behaviour happened for the participants in this
inquiry. My interpretation, based on the findings, is that transformative learning

occurred for all of the participanés a result of their social work education but in the

context of learning from all aspects of their lives. This is based on a number of factors
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expressed by the participants that reflect the various processes of transformative
learning as discussed in chapthree. Participants talked of:
1 questioning their own beliefs
1 reflecting on where these beliefs had come from
1 questioning and looking back at old behaviours
1 identifying resulting changes to their behaviour and practice
1 making adjustments to their life.

I nterestingly, given the debate and crit.i
(Cranton 2002; Merriam and Ntseane 2008; Merriam and Kim 2008; Walton 2010),

cannot ascertain whether it happened for the participants in this way or in thisrorder

how conscious a process it was. Participants certainly gave examples of disorientating
dil emmas which resulted in a change of mi
as suggested in chapter three, was that whilst not necessarily as structuseed as Mo w0 s
ten stages, transformative learning starts with a disorientating dilemma and results in
equilibrium being restored. Based on the experiences of these participants, this appears

to dismiss the extent of disorientation experienced. Equilibrium vesigred appears

to imply a neat end point to the process of transformative learning, a sense of

completion or stability. Whilst the participants had made adjustments to their lives

based on their transformative learning, there appeared to be a featittuetiprocess of

transformation was opeended.

The lack of equilibrium may reflect the stage the participants were at in that the
transformation was not complete. | would argue on the basis of this study, that the
process of transformative learning nahbe defined as a distinct, self contained process
of learning with a clear beginning and end. Rogers (1983) argues, with the pursuit of
personal development, that the ultimate goal is one that is sought after but can never
realistically be achievedssus pect that Waltonbés (2010)
transformative learning to other types of personal developamehviews the
transformation as contextual and muiimensionglmore effectively capturehis

process. Each of the participants drew on alevhenge of catalysts and disorientating
dilemmas which led to their ongoing learning, reflection and development. Each one of
these informed and built on earlier learning and contributed to the-aimakinsional,

spiral process of learning.
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Whole personapproach

A key finding for this study is that for the participants, the learning process transcended
context. In my experience, social work education literature often implies a linear or

cyclical process of relating theory to practice or practice experigriorming a
studentdés understanding of theory. I n ap)|
whole person perspective, it was evident that the participants in this study were using

their whole selves and their experiences as a resource for dreintg As identified in
O6Sullivanbdés ecological or planetary mod:
Tayl or 2004, p.21), knowledge was gener af
restricted to the acquisition of knowledge within the cla@s. Participants did not

make a distinction between different areas of learning such as reading, lectures or
practice. Their use of self and a process of seeking to understand the world around them
by drawing on a wider range of influences appeareditig®ithe gap between theory

and practice.

Vickyds | earning regarding domestic viol
was informed by her own experience of it; Becial workpractice with a woman

fleeing domestic abusa placement in a mothand baby unit; lecturesn politics and

ideology her mot h e tuéssas asocielwsrkemdrher own @&merging social

work values and political views in relatontowern 6 s r ol es e@amndhi n s o
had not resulted from one disorientatinigehma but an ongog process of making

sense of her exgiences and her beliefs agdestiomng the premise on which these

were basedwhen faced with many disorientating dilemmas or catalysisc k y 6 s
learninghad not only affected heosial work practie but the waghe viewed the

world and lived her life personallydse of self in this way, encapsulates the principles

of whole person approaches to learning and the unitary approach of this inquiry.

Different experiences and their influence on each athenot be reduced to divisible

parts but can only be understood as part of the whole experience of learning and

transformation in the context of the par:

Each of the prticipants expressed how their learning, knowledge and insight gained

within their social workeducation had affected hatey lived thei lives. Ways that

their learning transcended contextwprar t i cul ar Iy wel | expres:
makes y ou, y o u {figurds 87).&dnticipamsargfes to using their knowlige

to understand their family, their friends, their own lives or situatioinsla identified
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how her knowledge of theories helped her to understand the dynamics of her family.
Assad used his knowledge of human development to recognise how his reldjion ha
shaped his life. Jessica became more aware that the family support and network that she
relied on did not exist for everyone, enabling her to appreciate her own situation more

and to explore and appreciate other types of support.

The research inquinhsowed t hat the process of | earni
to reflect on their experiences and to make meaning in relation to their own beliefs,

values and behaviour and theirown livEsh e i mpact of refl exi vit
has significantmplications for ongoing professional and personal development
throughout a social workero6s career. Wit
supervision and post qualifying study, a
development might only be infored by their practice and personal experience. On its

own, this may lead to the development of assimilated beliefs due to unquestioned ways

of viewing the world. In turn, this could lead to poorer outcomes for people who use

social work servicesasthesoal wor ker ds practice coul d

adapt to change.

Kaleidoscope model of transformative learning
Rather than a linear procesfstransformative learningny own interpretatioand
visual representation is of a kaleidoscopic preaddearning. Martha Rogers uses this

metaphor to describe the process of change

As the kaleidoscope is rotated, there is constant change, continuous variation in
form, revealing new, creative and innovative manifestations of the evolving
patt er 0980, R401gcied in Tally et al 2005, p.28)

This metaphor for change can also represent the experience of transformation and of
learning described by the participants. A kaleidoséspiefinedasia const ant |l y
changing pattern qrOxdfeque rDd e t ariyg complexmen t20
pattern of frequentlg hangi ng s hap easonplitatedsebof our so or

c i r ¢ u myCobins EmglsioDictionary 2009Kaleidoscopic images are an endless
variety of shapes and patterns created as a rdgefiection. As a metaphor, it

recognises the ever changing nature of knowing, learning and practice in relation to

social work. Energing pattes arecreated as eesult of viewing the reflectiaof many
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changingmagesand influencesFrom this, new piéerns and ways of seeing emerge

which too are ever changing and evolving.

The kaleidoscope model provides a useful metaphoepresentation of the complex
process of learngpand reflectiorfor the participantswhich a linear or cyclical model

fails to capture The procesef changanformed and affected all aspects of the

par t i ci paadthéirerberging sernsesof selfhisresulted in changes to their

beliefs, values and behaviour which will continue to evolve and transform. Social
workers wil continue to be influenced by a whole range of experiences in their personal
and professional lives, long after their qualifying social work education. A kaleidoscope
model of learning acknowledges this range of influences and theleaeging context

of social work practice. It can help learners to recognise the evolving nature of knowing

and accept that there are no fixed or right answers.

Does this relate to all social work students?

| do wondeirif less reflective students would view their social weducation and their
learning as a holistic process which affects and is informed by their lives outside of the
classroom. Some studemtsy well feel that theyra being taught what to think. In

part, this could be due tbeir own values and beliefs @glingthe role of educators to
teachand theirown quest to find the right @wer Cranton 2002; Lin and Cranton

2005; GriseOwens et al 2010; Walton 201@urrent viewsegarding disability,

mental healtlor immigration, for example, may be perceivedaas. Scial work

values based oacceptance anghconditional positive regard do not refleciversal
beliefsas Assadds story demonst rfactoeidthe Soci al
complexities of views and knowledge in these areatuding from peple with first

hand experience, so as to enable students to form their own views and grapple with the
broad, contradictory and complex nature of knowledge. Recognising complexity, would
facilitate the development of critical thinking but may also enaid&abwork students

to manage the dissonance they sometimes experience when seeking to use their

knowledge and values to inform their practice.

Whilst as educators weay problem pose and encourage debate and reflection in
lectures and encourage learnersiraw their own conclusions, some less reflective or
selfaware students may struggle to develop their own views and may be more

influenced by the views of othefThis is perhaps more likely to result in developing a
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false persona as suggestedHogire(1998) ratherthan actual transformative learning
resulting from questioning their own views, values and behawdhiist | have
advocatedhroughout this thesishe need for learners to reflect on their own values and
draw their own conclusions, | antsa aware of the assessment criteria within social
work and other prafssional educatioior studeits to demonstrate theibility to

practice in accordance with the values of the profesgii@National Occupational
Standardsind the codes of condud@OPSS 2002)If | were marking an assignment for
example] would express concern if there were a lack of social work values
demonstrated or a limited ability to reflect openly on any assumptions made.
Requirements to meet the occupational standards amhdleepinning values are likely

to pressure some students into writing what they believe is expected, rather than what

they actually believe.

Enabling learners to think for themselves has particular implications for social work
education in terms of cunular. Transformative learning happened for the participants

in this inquiry because of their curiosity and their ability to question, reflect and analyse
their experiences and the knowledge and insight gained in all aspects of their lives.
Developing andentity, which includes the role of social worker, rather than purely

|l earning how to do social work, demonstr.:
education. Personal as well as professional growth in this way resonates with the goal of

CarlRoge s 6 (1983) humanist theory of self a

Insight into the process of learning for the participants leads me to conclude that
emphasis within social work education should be on supporting the development of the
person asvell as the development of their knowledge base. In addition to presenting
and sharing information such as on models of intervention, legislation and policy to
develop technical expertise, teaching input should aim to foster critical thinking,
reflection aad curiosity through problem posing, debate, discourse, providing

disorientating dilemmas and generating different types of knowing.

To some extent this is captured within the National Occupational Standards for Social
Work (TOPSS 2002) and the propostaofessional Capabilities Framework (appendix
one) which is set to replace them (SWRB 2010). Fostering reflection and critical
thinking is commonplace within social work education, as demonstrated by the

experiences of the participants in this study aeditbrature within chapter one
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regarding a shift to a reflexive paradigm. Literature explored in chapter one, suggests
that a number of students struggle with this skili¢kay and Woodward 2010). This
inquiry identifies the significant learning and deyment that can be achieved if

students are competent in the skills of analysis and critical reflection and able to
guestion all aspects of their lives, not just in relation to their social work education and
practice. Gaining insight into how learningsvachieved for the participants provides a
basis from which to explore models of facilitating this in others. Strategies for achieving
transformative learning which involves this whole person approach are explored in part

three.

Students need to be suptmal however to develop both personally and professionally

and to engage in whitezirow (2003)describes as communicable knowledge; where
learners seek to understand their experiences and the world around them. Acquisition of
knowl edge an dderstdnéing is eftuenoed bydheir eyperience and their
cultural and social norms. Facilitation of learning should seek to support the learner to
both recognise and make sense of this complexity. Participants in this study, identified
that educators shoutgkek to do this in a way that acknowledges the impact of such

processes and transformation on a person and their lives.

Is there an impact on the person themselves if their beliefs, values and behaviour

are subject to scrutiny and change during this proess?

This was the fourth question raised at the end of chapter one when considering the

current social work education context. It is also the first aim of this research inquiry. My
review of the literature on transformative learning and of social workatidm

provided little insight into this impact, despite much anecdotal evidence from students,
lecturers and practice educators that social work education can be life changing.

Evidence was found in this inquiry of a significant impact of social workathrcon a
personds beliefs, values and behaviour wl
whole. Experiences captured within the digital story, resonated for other members of the
participantsdéd cohort and t wo asacdtadysttpuent
reflect on their own experience of social work education and the impact this has had for
them. Whilst there are many unique experiences, the consensus is of a significant

impact on their lives.

183



Emerging themes
There are three themes orteats emerging from the inquiry and from sharing the
digital story with others, which capture the essence of social work education and its
impact on the whole person and their beliefs, values and behaviour. These are:
1 the impact on how the participantswied the worldn terms of their
understanding of injustice, discrimination and oppression
1 the impact of their transformative learning on their relationships with others

1 the impact of their social work education on their sense oflvestig.

Impact on howthe participants viewed the world in terms of their understanding

of injustice, discrimination and oppression

This was a strong pattern emerging from all five individual profiles. Recognising and
challenging injustice, discrimination and oppression isiéumental to social work

practice and is clearly identified in the National Occupational Standards for Social work
(TOPSS 2002), Codes of Practice; the proposed Professional Capabilities Framework
(SWRB 2010) and the international definition of social w@dnkernational Associson

of Schools of Social Work andternational Federation of Social Work@@®01). All of

the participants identified this as a reason for seeking a career in social work and were
able to identifywhy they thought this was so impant to them. They all identified times

in their childhood \kere they felt they had demonstrated a keen sense of injustice that
perhaps went beyond those around them. Jessica andwekgd this asundamental
parsoft hei r charact ek eitAssad, daary andlynda idergifecch | i
experiences of injustice in their lives and a desire to challengeeapdnd to this. As
Terry said in his i nyoewanttoehallerm@inusticdhamd di gi |
inequality and | always take thisck to what | perceived as theat unfairness when |

was a ki do

Participants identifietheir social wok education as havingad a profound impact on

how they viewed the world. In part this was due to the knowledge they had gained
throughwiderreadng, lectures, discussions and practice learning regarding different
peopl edbs experiences particul ar hcdudingf i nj
structural oppression Alt openTeeyalmy eyes
provided examm@s of becoming more aware. This was also as a restkiofcuriosity;

ofl earning to question everything and to

experience. As |khageslmadgede thewaxg lisee @abple; the way | treat
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people; he way | think about stuff. | reflect more. | question, | question my own
judgments much more than luseddowhy di d | do thatAsWaert:
r e f | elthihkd see theiworld through a different set of eyes now. You see

oppression evgwherep.

The observation | made was that the participaugi®e nolonger engaged in mindless
assimilation but had achieved a heightened cognitive awareness of the world around

them. This is often identified as one of the desired outcomes of transforiteativieg

(Mezirow 2000;Merriam 2004). Participants were particularly tuned in to recognising
oppression and discrimination but also demonstrated a commitment to doing something
about it. They embraced the social action strand of social Waeiiationa

Association of Schools of Social Work/ International Federation of Social Workers
Definition of Social Work2001; Lymbery 2005), as described in chapter one. The
participants all reflected on the difficulties of knowing how to achieve this in practice

ard the need to find t hledimt noowwn npoarteh .c oAnsf iJd
woulddoitinmystyle Terry refl ected on Hhitsdsl emaardnei m
think about my role as a male worker, going out to do an assessment with this lady. |
wasnodét until after t:é&ayouwnttoteintergiéwedblya di d n
mal eL7 ndd a ¢ o n d¢f | have B e workirgtin that really structured, local

authority, powerful environment hen it déds about how | work

For the participants, their learning regarding oppression led to an increased socio

political awareness. An increased sense of social responsibility emerged for Vicky as
already mentioned. For Linda who described her family and upbringing as veryaolitic

her education had reinforced her socialist views but also enabled her to become more
tolerant of those with views other than her own. The participants reflected on how they
now challenge more. As Assad said iAyou | «
expressed this view; identifying a change in them that not only did they recognise
oppression and injustice; they felt compelled to challenge it. It was evident however that

for all of the participants, this had an impact on other aspects of their lives.

Impact on their sense of emotionalvellbeing

As discussedlleof the participants had expericedperspective transformation or a
charge to their frame of reference (Mezirow 2p00ransformative learningnpacted
positively on their sense eimotionalwell-being. They expressed feelings of
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confidence, self belief, satisfaction and a feeling that their beliefs and behaverers
fair and just. Thenany examples of challenging injustiaedeoppression gave thesn
sense of satfaction. They also descall a sense @fchievementgained through
academic and professional sucoesdeing close to completion of a degree and a

professional qualificatiorwhich hadled to increased self esteem.

Theprocess of transition;fd®oecoming more aware, criticallyflective of assumptions

and open to other viewpointsad led texperiences and outcomes thagatively

affected their sense of wddeing and quality of life. Participants described feelings of
guilt, shame, frustration, anxietgf losing asense of Henging and identitydifficult

family relationships; losing friendships and experiencing stressful situations. This was
represented most strongly by the participants when expressing changes to their values

and outlook and the impact on relationships wrignds and family.

Relationships with others

Shifts in their outlook, beliefs, values and behaviour had an infpaet| of the
participanton ther relationships with others. Thégentified their relationships with
friends or family as important their sense of self and to their wbking and as a

source of stability, support and identifyhis was clearly evidenced within their thought
maps (figures F). All experienced changes to these relationships as a direct result of
their social work edudin resulting in conflict, instability, disruption to social support
networks and to their sense of identity and belondihgs in turn impacted on their
sense of stability and feelings of security which are important conditions for

transformative learnig as explored in chapter three.

In challenging oppression and discrimination, Terry commented in his story and the

di gi t al Peopl®send yau jolkes andistuff and | had to say to my nephew last
week, thatoés just bansgmethuntg offu nonryd e Al otth atth
of the participants talked of challenging friends, family and colleagues regarding what

they felt to be discriminatory or oppressive comments. For Jessica with strong family
support, this was accepted and she felthleatamily had been open to the challesg

and showed a wi |l |.iFor4ssae ansl Vitky thigi lgaelostthetn r i g h
friendships, in part due to their shifting values that meant they no longer wanted to spend
time with certain people. As Vickyssi dh,e yi hadn ot .crordssadeithad | h
caused difficulties in family relationships as his heightened awarandsshanges in
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valueshad caused him to question beliefs within his farsilgh as their response to his
nephew saying he was gayAssad questioning his Auoh the past treatment of his
uncle with mental health problems. As he says inrtesview and the digitastory, in
response to him defendi Algeyweieaot hagppwite med s
Why are you supportingim? Why are you encouraging him? Including my own sister,

she di dnot talk to me for a whil eo

Vicky describes losing her sense of belonging. Forther led to significant feelings of
instability and an unclear sense of who she was. It led to fewits kibme which also
reduced her support networks which would ordinarily have maintained her sense of
well-being.For Vicky, this was part of the process of leaving home, attending
university and becoming an adult which is typical of many students regsuafléheir

area of study. For Vicky though, this was amplified by her changing values and beliefs

as a result of her social work education and the perceived distance this placed between

her and many of her old friends. She expressed frustration at ides and beliefs
which she viewed as judgmental. Vickyks thisdisruption to her home life and
support networkvith being less able to deal with difficulties which then presented

during her time on the course but also as a factor in developing resilisdependence

r

and maturityAs she identifies on her thought ma
not the only place in the worl do.

Experiences with family and friends, fur!/i
understanding of discriminatiamnd oppression. As OO0Sul |l i v;
identified, Aknowledge is not individuall
relationships with otherso. The reacti on:

parti ci pant s 0 beliefs dbeut the werid @nd their place dithin it.

The impacbf these changdsad been stressful for all of those ddsiag their
experences. Collins et al (2018pmment on the transitional nature of professional
courses being a likely factor in whga@al work and nursing students have been shown
to have higher levels of stress than more traditional vooational students. Fdne
participantgn this inquiry,the impact on their relationships with friends, family and
colleagues had resulted fromifshin their own beliefs and values but also their
unwillingness to ignore comments, jokes and behaviour and their need to challenge

oppression and discrimination when they saw it. Their social work education had
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affected not only their beliefs and valums also their behaviour outside of the

classroom and the practice environment.

What was strikindor meabout the impact expressed by the participants, was that

despite some very difficult experiences and conflict (both internally and externally), this
was buffered by the positive outcomes of their learning and a sense that their increased
knowl edge, under st amadelhgmaa db etpteeamepasr s1@an
resonates again with Carl Roger s (1983)
achievel through education.Was supported by many of the
sharingthe digital story with themDespite stressful experiences and difficult periods of
transition, all of the participants reported this to be a posihaage but also a

per manent one. Asi tAsss aad |cooymweetietsktide ihogh ¢ h

not! o

Are there models for fostering this development and change in a way that
acknowledges this impact?

The final question posed at the end of chapter one when consittexiogrrent context

of social work education, was whether there are models for fostering this development
and change in a way that acknowledges the impact on the person and their lives. The
review of the literature identified a number of whole personagares to education

which recognised that learning affected the whole person and that learning which
engaged the whole person and their experiences, was more effective in achieving
transformation. Insight gained from this inquiry supports this by demdingttaow
participants learnt from a whole range of experiences, in all areas of their lives, as well

as from their social work education.

This inquiry contributes new knowledge to inform the transformative learning debate. It
demonstrates the extentttbw ch t ransf or mati ve | earning
as they critically reflect on their beliefs, their behaviour and their relationships. When
considering this question within the workshop, participants expressed a number of
views of how transformate learning and critical reflection could be fostered in ways

that acknowledge this impact.

At a fundamental level, the participants wanted educators to be aware and to recognise
the i mpact social work educat i educatorato h av
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understand and acknowledge how difficult the process can be. Partidgdatitat the
difficult aspects of the transition were best supported within social work education

when

1 values and behaviours were modelled by staff
educators acknowtigled and understood the potential intpzfidearning on
|l earnersoé | ives

1 neworks for sharing experienceseeking support; and enabling slow,

developmental change were available.

From my perspective, |l i steningong,lo the pal
discovered many aspects of their 8udat | had ndtnown aboutwhich greatly

increased my insight into their experiences; their processes of learning and their

transition from student to professional. | concluded that it is important to reeognis

i ssues that have the pemobtienalveil-leing bothintiermg a c t
of our responsibility to provide a duty of care but also to enable them to make sense of
their learning within the context of theiwn lives. Recognising the wleoperson
withinthiscontextpr ovi des t he opportunity to enabl
depth and meaningful by using their wholés/es as a resource (Rogers 19&8pwles

1984 and Mezirow 2000Whole person approaches, also enable learneaiat to

these changes imays thatcan satisfytheir personal needs and maintairsense of well

being.

In my practice experienceptv we achieve this within social woeducation is often
assumed to be the domain of the practice placement and ttud tiodepractice educator
who provides one to one supervision to the student during their placement. The
participantsargued that the focus should be as strong within university baseatiedu
Jessicatated that she would have bertefitfrom oneo-onesupervisiorwithin

university based educatiprather than just on placement

The | ecturer always said if | had any
never really had any big problems. Placement is really good because you get to

sit down with somebodg nd it may be a | ittle thin
become a big thing. It would have been nice to have had more time to just talk

about your experiences@to reflect with someone else
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The challenge fosocial work educators is to develdpasegies for students to satisfy
this need within the available resources. Whitsicfice learning support is fundamental
to the learning experience, as demonstrated by the participants in this,itlugiirgle of
the university based educator is paramtan enabling student social workers to make
sense of their learning in order to become the insightful, confident, resilient and

empathic social workers the profession requires.

Focus on the educatorstudent relationship and modelling these qualitees be

achieved by the whole person approaches to learning explored in chapters two and three,
where this relationship was identified as KBypgers 1993; Knowles 1994; Mezirow

1997; Lee and Greene 20@3anton 2006; Gris©wens et al 2010; Walton 2010).
Fundamental to each of these approaches is the shift in role of the educator from teacher
to facilitator. When educators demonstrate the above qualities of being insightful,
confident, resilient and empathic, learners can seek to develop their own coafael
autonomous thought. They can be supported to find their own path and ways of making
meaning from the range of catalysts and disorientating dilemmas they are presented

with, inside and out of the classroom or social work environment.

Enabling leamers to find their own path, does suggest the need for individualised,
personalised approaches to the student experience. This provides an interesting parallel
with the personalisation agenda within social work practice which is making the same

call for warking with adults in need of care and supg&C€IE Report 20 2010Whilst

the demand for this with students has increased, not least due to the increase in tuition
fees and student expectations, these are restricted by the difficulties identifiedtér chap
one of student cohorts growing in size and potentially conflicting demands placed on
universities, programmes and students. These issues are explored further in part three of
this thesis within the focus on my own practice development in responsg. to th

Generating experiential, presentational, propositional and practical knowing
The remainder of this chapter seeks to explore what the research inquiry has achieved in

terms of generating experiential, presentational, propositional and practicahkgnowi

Experiential knowing
As explained in chapter five, experiential knowingasned through direct contact with
the person involved and requires empathy and resonance to develop a perception of the
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per sonods HeroplodeCowling 2004). | soudt to achieve this from the

start of the research inquiry through the use of a range of tools to develop this
perception. One of the objectives identified at the start of this thesis was to gain this

i nsight by | istening t gersgpectvesel wantedto be bperws |,
to hearing what their experience had been and what their perspectives were. As an

educator, | wanted to support them to express and reflect on this experience.

My perception at the start of the process was that thieiparits will have been affected
significantly by their social work education. | based this on my own experience as a
student and my practice wisdom of working within the field and listening to the
experiences of students over this time. | was struck hemieythe extent of this impact
for the participants. Whilst | had the view that the impact was significant, | had only
considered this in vague and generalised terms without giving much consideration to
what this actually meant for each individual. Thettleand richness of the stories and
the unique detail of how their learning had impacted on their lives, lead to far more
insight into what this experience was like, than | had perhaps anticipated. The inquiry
generated experiential knowing in the wayribight to life these different experiences.
This living portrait (Talley et al 2005) provided insight into the context of undergraduate
qualifying social work edcation which the participants describedeahausting,

draining, emotionally testing; frustiag; stressful; difficult, challenging; exciting,

inspiring, humbling and life changing.

Whilst | expressed concern in chapter one that social work education was losing sight of
the person, | excluded myself from this criticism. My belief was that htamied this
recognition of the needs of the individual but that this was not always recognised or
valued by the education system as a whole. My learning, gained from seeking insight
and generating experiential knowledge, was that | too had lost sidig b¥e¢d

experience for social work students by failing to recognise the extent and ways in which
this impact could be experienced. As previously identifiton (1996p.52) suggests

that developing experientialkmd ed ge i nv ol v anaging dnefeefing thee ar c |
presence of some energy, entgye r son, pl ac e.,lachievedechessbys or t
gaining such close insight into the lives of the participants. | sought to capture this in the
presentation of findings through the thought maps,ilpsyfrepresentations, stories and

the digital story. The effectiveness of which is discussed next.
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Presentational knowing

As explained in chapter five, presentational knowing can emerge from experiential
knowing by developing representations of the pergroup or context being explored.

In this case, the impact of social work education on the whole person, in particular a
personds beliefs, values and behaviour.
this experience. They incorporated expi@ss and explanations from the participants
themselves and my own interpretations as expressed through images, stories, thought
maps and a digital story. Viewed as a whole, the findings seek to capture the essence of
the experience of social work educatend to present this as a synoptic representation
rather than breaking down into component parts which no longer reflect the whole.
From this, the observer is encouraged to devatomtuitive grasp of their significance

as suggested by Heron (1996).

Once viewed together, | found the representations provided a powerful insight into the
experience of those involved. A number of patterns started to emerge as discussed
earlier in this chapter. The representations maintain the primary voice of the patgicipan
and | found that by returning to them again and again, | was able to distance myself

from their creation and reflect on the content, the meaning and the resonance for me and
for others. Li klecoullesflest brcttee meaoimgnmea newdigd i

maybe because | could hear it more objectvely | f ound t hat the r ¢
taken on a form of their own. | also continued to return to the audio recordings and

other original contributions by the participatitsoughout the research procdslt

this was necessary to feel the energy of the person and their experience as suggested by

Heron (1996). This helped with the process of gaining an intuitive grasp.

I am mindful that the representations may not have captured the whole pictune but a
confident that, as the approach aims to do, it has captured the essence of this experience
for the participants. As the kaleidoscope metaphor implies, the picture is constantly
evolving. Representations can only freeze frame a moment in time from which t

explore and reflect and to identify emerging patterns wiretiactwholenessMy

intuitive grasp has been demonstrated through my interpretations within this chapter and
the responses to the representations by others, including the participants.g-aadin

conclusions from these reflections have been used to generate propositional knowing.
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Propositional knowing

Propositional knowing is the expression of statements which are drawn from this
intuitive grasp of the knowledge gained so far within UAI. thar purpose of this
inquiry, propositional statements reflect the findings of this study. As explored in
chapter nine (trustworthiness and quality of the findings), the aim of qualitative research
is not to produce statements that hold true for everyah®bthe reader to make up
their own mind as to the transferability of the findings into different settings (Elliott
2005). Whilst a unitary appreciative profile in UAI may incorporate specific or unique
representations of each person or group; thernesries and reflections can be
generated by the participants which may have meaning for others and may in turn,
generate further reflections and insights.

To some extent propositional statements are expressed in the findings, in particular the
digital gory, as this has sought a synoptic representation of the four types of knowing.
With regards to propositional and practical knowing however these were more implicit
than the other types of knowing and are left to the observer to create explicitly in a way
that has meaning and significance for them. Participants identified a list of statements
that were true for them, which have been listed in their entirety in chapter eight
(presentation of findings). These have informed my own interpretation of the
significance of the findings as a whole. | have generated statements as a result of
engaging with the data and from reflecting on the resonance for others. Propositional
statements | have generated from this inquiry are applicable to more global contexts
such asocial work education generally. These are presented here in the form of two
thought maps so as to demonstrate the non linear -diilénsional nature of the
statements being made and the use of propositional statements to capture something

which is contgantly changing and developing.
Propositional statements
Map one Figure 10): Propositional statements regarding the impact of social work

education on the whole person.

Map two Figure 11): Propositional statements regarding the learning process.
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Practical knowing

Propositional statements generated from the research inquiry and my interpretation of
the findings, have been used to develop the practice development component of this
Doctorate in ProfessiohRractice. Examples of practical knowing are explored in part

three.

Conclusion

Chapter ten has sought to document my own interpretation of the findings generated
within this UAI. Experiences are constantly evolving and changing and are captured
here ony as a snap shot or a freeze frame of the whole experience of social work
education for the participants. UAI aims to create a synoptic representation of
something which is viewed as a whole due to the holistic view of the whole being
greater than the suof its parts. It is based on the indivisible nature of human beings
and the integrality of humans and their environment (Rogers 189@uch, UAI

avoids breaking down the findings into component parts or losing sight of the individual
and unique experiees that can add to our understanding of a wider context. My
interpretations of the findings focus on their relevance and significance for me and my

views on the insight gained for social work education as a whole.

Particular themes and patterns emeligeglation to the impact of transformative

learning. Student participants expressed changes to the way they viewed the world; their
sense of injustice and the need to challenge this; the impact on their relationships with
others and on their sense of wiedling. Their approach to learning was based on

curiosity and the desire to develop as a person rather than simply to add to their
knowledge base or pass the degree. Their aim was to understand and make meaning
from their experiences and the situationg/teecountered which in turn facilitated their
development as critical thinkers. The findings and the implications for social work
education are summarised witligures 10 and 11 How these interpretations and
conclusions can be used to develop practice@actical knowing are explored in part

three and the following chapters on practice development.
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Part three: practice

One of the aims of UAI as explored in chapter five is to generate experiential,
presentational, propositional and practical knowirte first three have been explored

and discussed in the previous chapters. The final type, practical knowing, is
fundamental to UAI as it seeks for knowledge, insight and awareness gained from the

i nquiry to make a di f f e rvieun@EHeontl9®6Cawlime r s o n «
2004). Whether this was achieved for the participamtfin the research inquiry has

been reflected on within part two of this thesis when presenting and interpreting the
findings Participants commented that the research peolcad enabled them to view

the impact of their social work education from a broader perspective. In turn, this
enabled them to recognise their achievements and increased their sense of satisfaction.
In terms of practical knowing, it gave them confidencéheir own skills and

knowledge and the value base they based their decisioRsamtical knowing is also
fundamental to a Doctorate in Professidhedctice(Doncaster and Thorne 2000;

Bourner et al 2001). One of the four componeafitthe Bournemoutkuniversity

programmein addition to reviewing the literature, conducting a research inquiry and
providing a personal narrative, is to use this learning to develop an area of professional
practice(Bournemouth University Doctor of Professional Practicdestt handbook

2004). Parthree of this thesis explores the impact of the doctoral process on my

pedagogic practice and on my own personal and professional development.

Chapter elevenfocuses on the practical component in relation to my practice as a

sodal work educator. | identify practical knowledge generated from the research inquiry
and demonstrate and reflect on how this has impacted on my own pedagogic practice. |
draw specifically on areas of my work as a social work lecturer to demonstrate this
change and development whilst considering the contribution to practical knowing for
the more global context of social work education. The development of a new model of
practice learning is explored within the latter half of the chapter and is linked
specifically to the proposed Professional Capabilities Framework for social work and a
proposed 30 day practice learning component to focus specifically on skill development
(SWRB 2011)

Chapter twelvereflects the whole person approach to learning advocateuh il
thesis. | explore and reflect on the impact of the doctoral process and the research
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inquiry on my own development. | identify my own transformative learning and as a
parallel process to that of the participants, express and analyse the impat of t

learning on my own beliefs, values and behaviour.

Part three concludes with a thesis conclusion which explores the extent to which the

thesis has met the original aims and objectives of the study.
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Chapter 11: Practice development

Throughout the ddoral process, it has been my intention for knowledge generated
from the research inquiry along with current literaturenform my own practice
development and the practice development component of this thesis. The extent to
which this occurred is expled within this chapter. | present a synoptic view of my own
practice development as a whole and explore more specifically how my learning and
insight has influenced the development of a new model of practice learning. The model
contributes to the develomnt of social work education due to its compatibility with

the proposed Professional Capabilities Framework for Social Work and a proposed 30
day practice learning component to focus specifically on skill development (SWRB
2011).

At the transfestage(June 2009)] anticipatel that the impact on my practice woldld

the development of a learning, facilitation or reflective tool for use within social work
education either within practice learning or university based learning. The creation of
this was idetified as one of the two overall aims of the study. My intention was to
foster critical reflection by building on the methag®d within UAI, which are based

on creatingoresentational knowledgt both exyress and interpret everatsd paterns

withihnore s own | i fe and practice.

| realised later in theattoral procesghatwhilst | had successfully developed and was
using such toolany practice development had been far wider than this. As with my
observations with the participants, learning for rad transcended context. Like the
kaleidoscope metaphor, | had identified for transformative learning, there was no
distinct beginning, middle or end to my learning or a linear process of applying my

l earning to practice. A sratGeugyestnieamiagafd2 0 0 4 :
practice are integrated as they are being informed simultaneousipchdgsed

research mindedneasd emerging knowledge, understanding and awareness of social
work education issues, transformative learning and the impdbeomhole person

added to the kaleidoscope of knowledge, insight and practice development. Patterns,
views and ideas informed my every day educational practice, which in turn have

continued to evolve and change.
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In generatingpractical knowing duringhtte doctoral process, | developed a view that

there was a need to:

1 Develop teaching methods which foster critical reflection and autonomous
thought

1 Engage in conscious raising to enable students to recognise, question and reflect
on the premise on whichelfr beliefs and values are based

1 Create learning environments where learners are encouraged to think for
themselves and where they can engage in a process of self discovery

1 Engage the whole person in the learning process in acknowledgment of the
findings which demonstrate that this is how adults learn

1 Develop strategies for supporting students to manage the potential impact of
transformative learning on their whole lives

1 Continue to draw on research informed teaching and practice to ensure the best

outcomedor those involved.

As explained within chapter ten, when exploring my own interpretation of the findings,

the area | was perhaps most struck by when gaining insight into the experiences of the
participants was the extent to which their learning affetttenl whole lives; the way

they viewed the world; their relationships with others and how these experiences had in
turn informed their learning and their understanding of social work practice. It was by

using these experiences that their learning hadrbecoeaningful and purposeful. This

is reflected in the whole person approacl
transformative | earning theory; Knowl es o
oppressed and Roger sO6 humani apterterfigaresr y . | 1
10 and 11)that social work education should seek to engage the whole person, not just

an aspect of themselves such as their student or social work persona, as this is how

adults learn.

Engaging the whole person in the learning proaesdves using approaches to
education such as problem based learning, self discovery and seeking ways to
understand (Rogers 1983; Knowles 1984; Mezirow 200d; Kotze and Goper 2000;
Cranton 2002Phillips et al 2002Davis-Manigaute et al 2006Pearsn and Somekh
2006;Rush2008;Bernhardt 2009; Walton 2010)hole person and transformative
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approaches have been assimilated into my pedagogic practice across the board. |
actively encourage learners to consider their own personal experiences and practice
wisdom and to use this as a basis from which to explore more formal knowledge such as

research, legislation and policy.

Figure 12 attempts to capture my own pedagogic practice development by creating a
synoptic view of the whole, as is the aim of UAkdiples are explored further within

this chapter. A more in depth look at how my learning has influenced the development
of a new model of practice learning is also provided. Conclusions are considered from a
wider global perspective to ascertain the abotion of new knowledge to social work

education and practice.

Whole person approaches to my pedagogic practice identiffegline 12 have not

resulted solely from the research process. As with the participants, my learning in many
cases consolidatedynviews rather than changed them. There are examples of the areas
identified within my practice prior to the doctoral process such as developing peer
mentoring; teaching reflective skills; and using real case scenarios. | frequently invited
people with fisthand experience into lectures to share their stories, experiences and
views on social wor k, in order to chall el
learning throughout the doctoral process, lead to my heightened awareness of the
significance of cdain approacheand the evidence base underpinning thiémprovided

evidence to justify my attempts to incorporate these into the curriculum.

As stated at the start of this thesis, my approach to education is based on my social work
values. | was alwayof the belief that as educators we should support, nurture and
develop the competence of student social workers, in addition to sharing knowledge and
assessing progress and achievement. Knowledge and insight gained, through this
research inquiry and litature review, gave me the confidence to develop these

principles further. It provided me with knowledge of how this could be achieved and to
recognise opportunities and their benefits such as peer assisted learning when they
arose. As a result, my prawdi as an educator is significantly different from at the start

of the doctoral proces$he significance of this learning is demonstrated witigiare

12 by identifying research informed teaching and practice as the thread that runs

throughout the changes
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Figure12: Synoptic view of my own practice development

202



