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ABSTRACT

This study focused on the responses of the main role players in a Work

Experience Programme which is offered as a component of Grade 11 Career

Education at Hillcrest High School. The aim was to describe, evaluate and

optimise the programme.

The theory and literature on career development and work experience was

reviewed in order to establish what programmes, methods and approaches are

currently being used internationally and in South Mrica.. Issues related to work

experience were explored with a view to evaluate whether the programme

undertaken could enhance the career decision making of Grade 11 pupils.

A qualitative, participatory research method was applied. The action research

design chosen enabled the researcher to collect data over a period of eight

months while interacting 'with her subjects as their teacher counsellor. The

design, application, analysis of findings and limitations of the research study are

described and recorded.

The findings indicated that the programme was regarded as a positive experience

by the majority of pupils. It was possible to make recommendations from the

findings for wider application of such a programme.
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Chapter

1
INTRODUCTION

1.1 Background to the Study

Work experience has been part of the career education programme of Hillcrest High

School for many years and has been implemented annually without conscious

consideration of its wider implications or its consequences. In the past, informal

feedback has been positive. In an era of greater reflection on the role and functioning of

teacher-counsellors, particularly with cutbacks in levels of staffing, and with evaluation

of school curricula being important as the education system in SA is being transformed,

it is appropriate that aspects of the school programme be more formally researched. The

work experience programme tal<.es up a great deal of time and effort, hence the decision

of the researcher to make this a topic of investigation.

1.2 The Focus of the Dissertation

The research investigation focuses specifically on a school-based work experience scheme

for all Grade 11 pupils ina single, comprehensive high school. It aims to describe and

evaluate the process and consider ways of optimising the experience for the role players

concerned.

W orId trends in rising unemployment and changing working roles have impacted on the
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social and political shifts current in South Africa today to create a challenge for those

preparing schoolleavers for the working world.

It was in response to these challenges that this research was undertal<.en. Ways must be

sought and opportunities provided to ease the transition from school to work. The work

experience described in this study provides such an opportunity for Grade 11 pupils to:

• Expand the range of occupations they are prepared to consider in terms of

personal career planning.

• Test their career preference before committing themselves to it.

• Experience the work environment so that they will be able to manage the

transition to work more comfortably.

• Facilitate their personal and social development.

• Develop their knowledge and understanding of the world of work.

The additional opportunity for experiential learning is provided in the form of debriefing

and reflection. This is possible because the nature of the programme is that it is inclusive

of a preparation stage and a debriefing stage as well as the experience itself.

The findings of this study, although limited in scope and not necessarily generalisable,

reflect the potential for such programmes to be replicated.

Before any researcher may embark on helping to develop others' education, she must first

develop her own; and must honestly attempt to understand the processes and

experiences, and share those understandings with others. It is only through self

knowledge that we hope to know others, and it is only through a commitment to

professional development that we can hope to improve the quality of education in our

own classrooms.
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1.3 Developments in Work Experience

A marked growth of interest in work experience as part of a wider movement to integrate

education and work is evident in literature from the UK, Europe, Australia, Canada and

the USA. Initially it was focussed on the eduction of pupils of average and below-average

ability but in the late '80s in the UK it was extended to all pupils reaching the end of

compulsory schooling: Hopson and Scally (1983) explore the alternatives to paid

employment and separate 'work' from 'employment', which has more recently led Watts

(Miller et al, 1991) to say that young people need to :familiarise themselves with a range of
occupations including both those associated with paid employment and those associated with work

at home or within the communiry from which no income is derived (p30).

Work experience programmes are conducted by isolated schools and some colleges in

South Africa but no published documentation on the subject is available and to the best

of the writer's knowledge no research on work experience has been done in South Mrica

or more specifically in KwaZulu Natal.

The literature review (Chapter 2) gives an overview of the ideals and rationale

underpinning the work experience movement. Various approaches, programmes and

methods in use in different parts of the world are discussed. Also in Chapter 2 is a review

of the current and relevant career development theory. Included are the works of Super,

Holland, Roe, Tiedeman and Crites.

1.4 Choice of Research Methodology

Chapter 3 contains a description of the research design and methodology. A qualitative

approach was chosen because of the nature of the project which aimed at working with

Grade 11 pupils in a participatory way over an eight month period. The study
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•
investigated the main role players' responses to, and perceptions of the work experience

programme over this extended period. These responses would inevitably be subjective

and influenced by individual values. The researcher sought to gain an understanding of

the subjects' worlds and accurately portray their responses to this dynamic process.

Quantitative methods were not considered suitable for these reasons. Flexibility was felt

to be an important requirement in the choice of design and method. The site and

subjects were predetermined by the researcher's work location.

An action research approach was deemed most suitable as the process involved the'cycles

of phases' of planning, implementing, observing, reflecting and replanning as described

by various researchers (see Chapter 3). The limitations for action research are also

discussed in Chapter 3 and the researcher acknowledges the possibility of bias in

interpreting the data, being aware of her own subjectivity as a participant in the process.

The techniques used for collection of data include participant observation, logbook

entries, the use of questionnaires and structured worksheets, a standardised test, and

focussed classroom discussions. Four pupils included in the general study were selected

for additional case study purposes. It was intended that these would add depth to the

study. Data was analysed at the completion of each phase. Each phase of the action

research cycle necessitated interpreting observations, and responses of participants in

order to adapt and plan the next step.

1.5 The Work Experience Project:

An Analysis of Impressions and Interpretation

Chapter 4 describes the events and interactions that took place during the work

experience. The time frame and the four phases of the programme are summarised at the

beginning of the chapter. The action research design as a whole is analysed from the
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points of view of the researcher, the employers and the pupils in a series of phases

describing the process of the study. Case studies of four pupils from the general group

provide an in-depth description of the process over the eight month period.

Chapter 5 is the concluding chapter and contains a description of the recommendations

and limitations of the study.

1.6

1.6.1

Definition of terms

Work experience

Watts (Miller et al, 1991) describes work experience as a paradoxical phrase in that it is

firmly distinguished from 'work' and is used to describe schemes in which only part of

the full experience of work is available. To be more specific he says:

it is applied to schemes in which people experience work tasks in work environments, but

without taking on the full identity of the worker. The key distinction is that the role of

students on a work-experience scheme is not that ofemployee but of learner. According[y they

are onDl attached to the work place on a short-term basis, and are not normallY paid by the

employer (p16).

Watts' definition of work experience applies to schemes in which pupils have the

opportunity to experience the work environment and the role of the worker while

maintaining the identity of student. Work observation is where the pupils experience the

work environments but not the work tasks. There are two main types of observation:

work lJisits, which are carried out by groups and often observe work processes rather than

work roles, and work shadowing, in which the individual follows a particular worker for a

period of time, observing all the tasks in which he engages.
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Before we can fully understand the concept 'work experience' there is a need to be more

specific about the separate concepts 'work' and 'experience'. Hopson and Scally (1983)

separate 'work' into the categories of 'paid' and 'unpaid', while Watts (Miller et aI, 1991:

p37) claims that the perspective of 'work' can be both narrow and broad. The narrow

view of work defines it as paid employment, a broad definition includes self employment

and the informal economies. Seen in this light, the following definition seems

appropriate. Steinberg (in Miller et aI, 1991) defines work as:

any activi9' in which ayoung person engages - paid or unpaid, obligatory or voluntary 

that places the adolescent, subjectively and objectively, in the role of 'worker', adding to or

replacing the other primary roles of adolescence, that is the roles of family member' and

'student' (p35).

Similarly, Watts (Miller et aI, 1991: p37) extends 'experience' to two levels. A narrow

view of 'experience' limits it to direct experience while the broad view includes work

shaduwing, work visits and work simulations.

At this point there is a need to define the particular brand of work experience carried out

in this research project. As this experience is available to all the Grade 11 pupils, the

range of work selected is vast. The nature of the tasks of some professional work

precludes the actual experiencing of them by pupils. In addition, the very short time

period limits the pupils to learning no more than the most basic skills associated with the

job. It appears, then, that in accordance with Watts categorization of work experience,

that this particular scheme can be included in the category of work observation and

described more specifically as work shadowing. It is the contention of the researcher that,

although this project is unique and was implemented before the literature was consulted,

it can best be described by Watts (1983) definition:

Work shadowing is aform of work observation, in which an individual student follows a

particular workerfor a period of time (usually between two days and a week), observing the

various tasks in which he or she engages, and in so doing within the context ofhis or her total
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role (pI2).

1.6.2 Guidance

The National Education Policy Investigation, Support Services (1992) reports that school

guidance and counselling is a relatively new subject. It was initiated in the White,

Coloured, and Indian departments in 1967 but was only included in the African

departments in 1981. In all departments both career guidance and life skills have

emerged as major focus areas in the last decade (ppI9-20). The Framework Report

(NEPI, 1992) makes specific recommendation for the improvement of guidance services

for rural and townships schools which would assist pupils in making choices both within

and between the sectors of the system (p34).

de Lange defined School Guidance and Counselling in an HSRC report in 1981 as:

a practice and process which brings children into contact with the real world in such a way

that they are taught life skills and survival techniques which enable them to direct themselves

competently within the educational, personal and sodal spheres and the world of work

(NEPI, Support Services, 1992: p20).

Brownell (1996) says that when the term 'guidance' is used in a school context, it refers

to the helping process which aims to promote effective living and an exploration of the

different ways to taclde difficulties. Guidance must be appropriate to the developmental

stage of students who are being encouraged to realise and develop their individuality and

individual potential. Guidance activities should enable pupils to take responsibility for

their own lives, to find out relevant information, to make decisions and to contribute

positively to the society in which they live (p2).

The Interim Core Syllabus for Guidance (1995) provides considerable scope for
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interpretation that is developmentally appropriate and relevant. Provincial education

policy might dictate that certain components are covered, but the programmes offered

by individual schools are able to reflect local needs. Guidance should, however, promote

a culture of learning and involve active learning and discovery.

1.6.3 Career Education, Counselling and Guidance

It is important that the reader have the same understanding as the researcher of the

concepts discussed in this project. Definitions of the specific concepts used in this study

will now follow:

Career: The course ofevents which constitutes a life; the sequence ofoccupations and other life roles

which combine to express one's commitment to work in his or her total pattern of self

development.... Careers exist onlY as people pursue them; they are person-centred (Lewis et

aI, 1986: pI69).

Occupation: A specific job or work activity (Gibson & Mitchell, 1986: p278).

Vocation: A trade or occupation (ibid.: p278)

Career Education: Those plannedjor experiences thatfacilitate a person's career development and

preparation for the world ifwork. The totality ifexperiences through which one learns about

and prepares for engaging in work as part ofa wt!Y ofliVing. A primary responsibility of the

school with an emphasis on learning about, planningfor, and preparing to enter a career

(ibid.: p278).

de Haas (1 991) distinguishes between the terms vocation and career stating her preference

for career because it emphasizes the developmental and ongoing features of the process
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of career decision making. She also distinguishes between career counselling and career

guidance, explaining that the term guidance implies that the person offering the help knows

what is best for the person being helped, while counselling involves consultation and the

mutual interchange of opinions and ideas, discussion and deliberation. The term

counselling would appear to describe the interaction between the teacher-researcher and

the pupils more accurately than guidance which seems to imply advice-giving (pp6-9).

Although this teacher-counsellor is available for individual pupil counselling, when the

additional role of coordinator-of-the-work-experience was added to an already busy

schedule, there was not enough time to see the more than 150 pupils individually.

Although some of the pupils were afforded the opportunity of this form of counselling,

the majority were addressed in the classroom situation. Thus the role of the teacher

counsellor in this work experience project can be described as teacher-coordinator and the

associated curriculum as career education. Brownell (1988) says the aims of career

education are:

to make pupils more self-aware by helping them to explore among other things, their

aptitudes, interests, abilities and value systems, and to apply their knowledge ofselfwithin

the context oflife in general, and in career and/or educational decision making in particular

(p66).

1.7 Conclusion

The intention in this chapter has been to introduce the research project at hand. An

outline of the contents of the study is provided by paragraphs 1.3 - 1.5 above. The

concept of work experience and the concepts which are related to its implementation in

the Grade 11 career education programme were also introduced. The theory and relevant

literature associated with the career education and, particularly, the work experience

programme will be examined in the following chapter.
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Chapter

2

THEORETICAL

BACI(GROUND

.. theory provides counsellors with ideas about possible intervention strategies to use, when to

use them, and how to use them. The use of theory in practice, then, provides counsellors and

clients with direction andfocus for the counseling process, assisting clients to reach their goals

or resolve their problems (McDaniels and Gysbers, 1992: p64).

Theory provides a rationale for counsellor action that goes beyond personal experience

and intuition. This review of the theories and literature relevant to the research

investigation gives an: overview of the developments in the fields of career education in

general and of work experience in particular. The purpose is to sketch briefly how and

to what extent educators in other parts of the world and in South Africa are including

work experience in their career education programmes.

The chapter is divided into three sections. The first section is a discussion of the

theoretical standpoints of Ginzberg and Blau, Super, Holland, Roe, Crites and Tiedeman

as they have relevance to all or part of the Grade 11 work experience programme. The

second section is concerned with the literature relating to work experience and work

experience programmes, while a review on the current writings on life skills mal,es up the

third section. In conclusion current South African career guidance is considered in

relation to the changing trends in the world of work.

10



2.1 Theories and Approaches to Career
Development

Five theories related to career development are presented. Each covers aspects of career

decision making and presents a conceptual framework for aspects of the process. These

theories infonn the philosophy underpinning the career education programme and the

researcher's approach to the work experience programme to be described

2.1.1 The Process Theories

In the 1950s Ginzberg and his colleagues analysed the process of occupational·decision

maldng in tenns of three periods - first Fantasy choices, other Tentative choices, and

finally Realistic choices. These stages were divided into substages: the Tentative stage

into the four substages of Interest, CapacifY, Value, and Transition, and the Realistic stage

into the three substages of Exploration, Crystallisation, and Specification. The theory

suggests a process tending increasingly toward realism in career decision making as one

becomes more mature (Watts, 1981: pp23-24, Lewis et al, 1986: pI88). This process

is seen to be a developmental one, and by the time pupils are in their last two years of

fonnal school, a goal of the guidance process is to assist them move from the Tentative

stage through to the Realistic stage.

Originally, Ginzberg and his colleagues suggested that the crystallization of occupational

choice had the quality of compromise between things such as the constraints of family

income and situation, parental attitudes and values, opportunities in the world of work

and value orientations. In the 1970s, their modified theory suggested that the process

of career choice and development is life-long and open-ended.

In conclusion, there are four important ingredients which these theories suggest
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contribute to the adequac.y of the individual's career choice process during adolescence

and are therefore of relevance to this research project.

They are:

• reality testing;

• the development of a suitable time perspective;

• the ability to defer gratifications; and

• the ability to accept and implement compromises in career plans (Gibson &

Mitchell, 1986: p287).

Also in the 1950s, Blau and his colleagues considered how the sodal structure influences

both personal development and defines the conditions in which decisions take place.

They conceived of occupational choice as a process of compromise, continually modified,

between preferences for and expectations of being able to get into various occupations.

Blau et al. considered the interaction between personality and culture and identified four

personal and four social characteristics which determine occupational entry. The former

were biological conditions - personality development, sodo-psychological attributes, and

immediate determinants such as occupational information and values. The latter were

physical or geographic conditions - historical change, sodo-economic organisation, and

immediate determinants such as demand and functional and non-functional requirements

(Watts, 1981: ppI4-15, Lewis et al, 1986: pI83).

The following have some implications arising from these theories. Firstly, because the

pupils' environments have an impact on the career options open or at least perceived to

be open to them, career guidance should provide opportunities to broaden their horizons

through structured career exploration groups and career and labour market information.

It is important to expose pupils to alternatives and give them the skills to relate those

alternatives to the career exploration and choice process. Secondly, because pupils'

cultural backgrounds, experiences, and values have an impact on the meaning they attach

to work, it is desirable to use these backgrounds, experiences, and values as a springboard
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for discussion. Thirdly, because some pupils follow the line of least resistance, or the

path with which they are already familiar in their career exploration, career guidance

should help them to appreciate career exploration as a quest rather than a track to follow

routinely. Fourthly, because labour markets change, pupils need to be assisted in

developing adaptive skills to deal with shifting occupational demands and economic

conditions (Mc Daniels & Gysbers, 1992: pp42-43)..

2.1.2 Super's Developmental Self-Concept Theory

Donald Super and his colleagues compiled the most encompassing of the developmental

approaches to career development. Super is particularly concerned with career

progression. He used longitudinal studies to develop methods to analyse the relationship

between certain life stages and the appropriate behaviours in dealing with stage related

tasks. Super's approach is to synthesize what has been learned about career development

by researchers and theorists, and this he did with the work of Buehler and Ginzberg

amongst others. Of particular relevance to this research project, is Super's description

of the nature of career exploration which leads to the making of career choices.

Super and his colleagues were concerned with determining career patterns. Drawing from

a humanistic philosophy of individual potentials and differences, they were also

interested in influences on development by role models and life contexts and developed

a theory in the fonn of 'Fourteen Propositions' (Mc Daniels & Gysbers, 1992: p43).

To illustrate the complexities of career decision making, Super developed two models.

The Life-Career Rainbow and the Archway model are graphic representations of his

theory. The Rainbow (p14) brings the life-span and life-space into two dimensional

perspective and the Archway Model (p 18) reveals the segmented, but unified and

developmental nature of career development.
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Figure 1 The Life Career Rainbow: Six Life Roles in Schematic Life Space (Brown et al, 1990: p212)
Situatiooal Determinants

HistoricaI
Socioeconomical

Maintenance

Personal Determinants
Psychological

Biologic.1

In relation to this research project some of the more important concepts of Donald

Super's theory have been identified and are discussed in greater detail below.

2.1.2.1 Life Stages

Super based his life-stage theory on typical developmental tasks, with focus on the

maxicycle. A maxicycle is a series of life stages characterised as a sequence of growth,

exploration, establishment, maintenance, and decline, and these stages may in turn be

subdivided into:

• the fantasy, tentative, and realistic phases of the exploratory stage and

• the trial and stable phases of the establishment stage.

A minicycle tal<.es place in the transitions from one stage to the next (Mc Daniels and

Gysbers, 1992: p45). The concept of life stages has been modified in recent years, from

envisioning mainly a maxicycle to involving minicycles of growth, exploration,
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establishment, maintenance, and decline, linked in a series within a maxicycle. Re

exploration and re-establishment when career shifts are made have thus attracted a great

deal of attention, and the term has come to denote these processes. Super says that

transitions are considered to be likely several times during a career (ibid.: p50).

Super's formulation has sought to make it clear that not only the ages of the transitions

are very flexible but also that each transition involves a recycling through a period of

grovvth in the new role, of exploration of the nature and expectations of that role.

Important too, is the greater emphasis on the fact that the D'pical impetus for any specific

transition is not necessarilY age itself, for the timing of transitions (stage) is afunction of the

individual's personaliD' and abilities, as well as ofhis or her situation.... Furthermore, the

popular career-education concept ofexploration as something completed in midadolescence has

been shown to be invalid. Instead it carries on into the middle and late twenties, sometimes

the earlY thirties, and often starts again in the re9'cling at later stages. It appears in the

form of conventional, unstable, or multi-trail careers and in so-called mid-career crisis

(Brown et al, 1990: p237).

2.1.2.2 Career Maturity

Career maturity is longitudinal; it takes place over the life span, the maxicycle, and is

linl<.ed to the 'life stages and ages' on the outside semi-circle of the model.

Career maturity is dtfined as the individual's readiness to cope with the developmental tasks

with which he or she is confronted because ofhis or her biological and social developments and

because ofsociety's expectations ofpeople who have reached that stage ofdevelopment. This

readiness is both affective and cognitive. (Super, in Brown et al, 1990: p213).
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The affective variables are expressed as attitudes and relate to the areas of career

exploration and planning. The cognitive variables mostly relate to knowledge: the

knowledge of the principles of career decision making and the ability to apply them to

the actual choices; the knowledge of the nature of careers, occupations, and the world of

work; and knowledge of the field of work into which one's occupational preference falls.

The concept of career maturity conveys the notion that there are certain behaviours that

describe the individual's mastery of the developmental tasks associated with each life

stage. So one can think of career maturity as both a structural and a developmental

concept because the elements of career maturity can be identified and assessed for

particular life stages and they also change in different life stages.

2.1.2.3 Role Salience

Role salience is the third dimension depicted by the life-Career Rainbow. It is

latitudinal. It is the life space, the constellation of positions occupied and roles played

by a person. In the Rainbow major roles are specified: that of the child, student, leisurite,

citizen, worker and homemaker.

In a later formulation of his theory, Super reaffirffis his developmental approach but

makes out a stronger case for the fact that people play particular roles in so-called

'theatres' of life. Specific roles are normally related to specific theatres, but one role can

be played in more than one theatre. The various roles interact. The addition of a new

role reduces the participation of one or more others and sometimes affects the effective

commitment. These various roles can be extensive (supportive or supplementary),

compensatory, or neutral. They can also be conflicting if they make inroads into time

and energy needed elsewhere. They can enrich life or overburden it. The continuous

build-up and decline of particular roles in the life cycle of an individual is related to the

stage of life in which a person finds him- or her-self and the particular and relevant
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developmental tasks associated with that stage (Nel, 1988: pp3-4).

Of relevance to this research project are the links between the various roles played by one

person. The more effectively an adolescent plays his or her pre-occupational roles, in

particular those of student, leisurite and part time worker, the more ably will such a

person be able to make an appropriate occupational decision. The extent and type of

schooling and/or training will influence a person's first occupational position and the first

occupational position, in it's turn, subsequent occupational positions (Ne!, 1988: p4).

2.1.2.4 Self Concept

By far the most central and crucial characteristic of Super's theory is the role he ascribes

to the self-concept. Super provides an explicit and detailed explanation of career

development by describing how the self-concept is fonned and implemented

occupationally. According to him the fonnation of the self-concept includes exploration

of the world and the self, self-differentiation, identification, role playing, and reality

testing (Verma, undated).

In considering how the Grade 11 pupils mal<.e a work experience choice and later a career

choice, it is relevant to consider Super's views on the implementation of the self-concept

into occupational tenns. According to him this occurs in various ways: the child's

identification with an adult may lead to his playing the adult's occupational role; a person

may be cast into a role by chance and this experience may lead to the discovery of a

congenial career translation of his or her self-concept; or a pupil may be aware that he or

she has many attributes which are said to be important in a certain field of work and this

may prompt further investigation which may lead to the belief that the role expectations

of the occupation are such that he or she would do well in and enjoy it.
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People do not have only one self-concept but rather constellations of self-concepts.

Garfinkle showed that high school students' concepts of themselves as students are

empirically differentiated from their general concepts and, by inference from their

concepts of themselves in other roles, such as athlete and child in the family (Brown et

aI, 1990: p223).

Super's interest in the self-concept led to the most recent developments of the theory as

encapsulated in the Archway ModeL This model represents the dual influences of the

personal determinants (the

Figure 2 The Archway (Brown et al, 1990: p200) left column) and the family

and social determinants

(the right column). These

dual influences are

maintained in some sort of

balance by the person's

'self, which Drever in

(Brown et al, 1990) defines
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This model emphasises both the need for the understanding of personal attributes as well

as various familial and sodetal influences as they impact on the individual. This research

project aims to examine the role of the work experience programme on pupils'

understanding of both their own attributes and the workplace as well as the interaction

of the two (represented by the two columns of the archway).

2.1.2.5 Decision Processes

Super claims that theorists and practitioners have come to see that decision-making is

central to career development and that this has led to a focus on decision-making styles.

The life-stage and developmental-task emphasis of the developmental theories highlights

the sequential nature of decision making, stressing the ongoing mini-decisions that add

up to a flexible maxi-decision. With a changing self and changing situations the

matching process is never really completed. Matching occurs only temporarily, when

major decisions are made; and even then, minor decisions continue to be made. In the

use of the self-construct theory, Super suggests it is the deciding individual... who make the

synthesis or compromise of self and situational data (Brown at al, 1990: p240).

Career education and guidance should therefore take into account the sequential nature

of decision-making and equip the pupils to anticipate and cope with the mini-decisions

and to make them add up to flexible maxi-decisions. There is also a need for the pupils

to be made aware of how the decisions are related to life-stage and developmental-task.

2.1.2.6 Practical Applications

Probably more than ever before, Super's theory seems adaptable for both programmatic

and individual use. Super contends that environmental factors, such as social and

economic conditions, and genetic factors influence the development of the self-concept.
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Since the implementation of the self-concept vocationally is considered the very essence

of the career choice process, and the self-concept is open to outside influence during the

formative years, counsellors can be particularly effective in planning strategies which will

affect the career choice process.

Career developmental theory has provided a theoretical orientation for career education

in schools. Super claims that the programmes developed need to recognise the individual

differences in career development of the pupils and should seek to foster curiosity which

leads to exploratory behaviour, autonomy, time perspective, and self esteem. At the same

time they should expose pupils to a variety of adult roles (Brown et al, 1990: p243).

"Crites (1981) agrees, but adds that a broader, more inclusive goal of career

developmental counselling is to further both career and personal development, because

work is so central to a person's life (p128).

Super identifies the main characteristics of career development programmes, including

those for school pupilS. He claims that in any setting, three types of programmes are

needed: the designing and monitoring of a development- or growth-producing

environment, group activities designed to foster career development, and individual

counselling:

For students, an environment that fosters career development means a curriculum that

facilitates growth, exploration ofoneselfand the world (particularly the occupational world

and the educational world that leads to it), establishment in afield ofstudy leading to afield

ofwork, and maintenance of the role ofstudent (the role of learner or of worker in a learning

job). Such an environment requires teachers who are interested in human development, as

well as subject matter. It means a curriadum flexible enough to foster career development

and individual counseling. It will contain resources for exploration andfor learning that are

varied and attractive - libraries, laboratories, shops, and school-communiry programs (Herr

and Cramer in Brown et al, 1990: p258).
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Consideration of the application of the developmental theory as it is applied to group

guidance and assessment will follow. Individual counselling, even though it is one of the

central thnlsts of the application of Super's theory, because it has little bearing on the

research to be described.

It is the function of career development counselling to help pupils to anticipate career

development tasks to plan how to cope with them, and to evaluate them. A career

counsellor can play an important role at a number of junctures in the lifespan. Of

interest to this research are those aspects which impact on the Grade 11 Career

Education Programme.

Exploration in the broadest sense could begin in the middle school, perhaps grade 9,

when the pupils are making a subject choice. Exploration in more depth would be

appropriate when the pupil appears ready to focus on one or two groups of occupations,

and if this proved tmsuccessful he or she could go back to broad exploration again. Work

experience would be undertaken with a clear understanding that it is essentially in-depth

exploration.

Group guidance activities should include both self-exploration and occupational

exploration projects. An important objective is an orientation to career, in the sense of

life stages and developmental tasks. Too often career education deals only with

occupations and not with career development. Both, in fact, are needed. The group

activities should deal with the person (the individuals as related to occupation and to

career), with occupation, and with careers. Schedules should be arranged to guide and

evaluate career development, with time for monitoring needs and resource provision as

well as for counselling.

Because occupational decisions are similar to other life decisions and continue to be made

throughout life, group guidance for career development should focus on decision making

and learning and practising the skills of decision maldng. It should take into account the
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sequential nature of decision making and equip the pupils to anticipate and cope with

the mini-decisions which become the basis for maxi-decision making.

Assessment can be made of a pupil's relative level of career maturity because Super has

collected data regarding the skills, attitudes, and level of knowledge that characterise each

developmental level. Mer ascertaining the pupil's level of career maturity, the counsellor

can identify the next career relevant task to be accomplished. If pupils are career

immature, specific steps can be taken to make them aware of the stage related behaviours

they need to acquire and suggest potential ways for doing this.

The majority of high, school pupils are career immature, in that many have little

information about careers and occupations and lack the skills to plan ahead. Assessment

of career maturity then emerges as an early step in assessment for career counselling and

for counselling concerning further education. If a pupil scores low on scales that assess

planning and exploration, then counselling needs to concentrate on the arousal of interest

in careers and career planning. Exploring some field that appears to be of current interest

in such a way as to develop more awareness of the need to· plan may be more helpful than

trying to help the student narrow a choice to one occupational preparation programme

(Brown et aI, 1990: pp244-246).

In conclusion, the developmental theories are well suited for a career education

programme which is dependent on group guidance. The initial teaching relates to the

teacher identifying the developmental process of career decision-makIng and the

responsibility of each pupil for his or her own progress. The flexibility suits large classes 

they can be divided into groups of pupils who are at similar stages or have the same

needs. The cyclic progression means that pupils can fit in at whatever stage of

development they have reached.
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2.1.3 Holland's Personality Theory

John 1. Holland considers personality style to be the major determinant of vocational

decision-making and development. He proposes that personality develops as a result of

the interaction of environmental and genetic factors. From this interaction the individual

develops a preferred personal style, or 'modal personal orientation' as he calls it, which

can be classified in terms of six different personality types. According to Holland the

individual chooses a work environment which satisfies his particular personality style.

Work environments can be classified into categories similar in their requirements to the

six personality orientations. Since successful performance in each work environment rests

upon specific abilities, values, and attitudes, a direct relationship between personality

style and work environment is specified in Holland's theory. In addition, a hierarchy of

job levels within each occupational environment is developed in which levels of

intelligence and individual self-evaluation are the determinants.

The difference between Super's self concept theory and Holland's congruence theory is

that where Super claims his interest is in the nature, sequence, and determinants of the

choices that constitute a career over the life span, Holland is concerned with the

implementation of an occupational self concept which tends to be a single, matching

process.

2.1.3.1 Basic Assumptions

Four basic assumptions underlie Holland's (l985a) theory:

• occupational choice is an expression of personality;

• occupational stereotypes develop;

• the personalities of individuals in the same occupation correspond;

• individuals working in the same occupational environment, with the same
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personality traits, are inclined to react in a similar way to most situations (Gevers,

1992).

Holland thus proposed a strong link between interests and personality thus concluding

that measures of interest are in fact measures of personality (Gibson & Mitchell, 1986:

p29l ).

2.1.3.2 Principal Features

The first feature of Holland's theory is his claim that most people can be categorized as

being one of six types: realistic, investigative, artistic, social, enterprising or conventional.

The realistic type

The realistic individual prefers activities that involve the systematic manipulation of

machinery, tools, or animals, and shows a clear aversion to educational, intellectual, social

and creative activities. A lack of social, educational and verbal skills may be experienced.

A draughtsman is an example of this career.

The investigative type

This type is characterized by a preference for the systematic investigation of the physical,

biological and cultural phenomena. They often lack leadership skills. Careers include

physicist and chemist.

The artistic type

Artistic individuals tend to be expressive, nonconforming, original, and introspective and

lack clerical skills. Occupations relating to this type are interior decorator and journalist.
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The social type

The social type shows a definite preference for working vvith people, by fonning and

training them or by caring for them. These people tend to lack mechanical and scientific

ability. The choose careers involving people ego nursing.

The enterprising type

The enterprising person can be identified by his or her ability to motivate others to the

attainment of a common goal, often economic. What they lack is scientific ability.

Businessmen, lawyers and sales people fit into this type of occupation.

The conventional type

These people enjoy systematically manipulating data, filing records or reproducing

materials and avoid artistic activities. This type prefers occupations such as accountancy,

and business administration (Brown et aI, 1990: p42, Gevers, 1992: pp.6-7).

The hexagon graphically represents the relationships between the constructs in Holland's

theory (Crites, 1969: pp 14-116).

Figure 3 Holland's hexagonal model of interest (Gevers, 1992: p4).

I~ -= (I) Investigative

Conventional (C) ~----+---A------+--~(A) Artistic
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Holland suggests that, while one of the six types usually predominates in people, there

are also subtypes, or personality patterns, that provide more complete descriptions. Such

patterns profile individuals according to the typology. A person's complete profile would

include characteristics of all six types, but subtypes are developed on the basis of the

three most prevalent types to be found in the individual. The Holland profiles are called

three-letter codes and have become a kind of shorthand for characterizing people as well

as occupations (Brown et al , 1990: p41).

Another feature of Holland's theory are the unique work environments are created by the

interaction of the people who work there (Gibson & Mitchell, 1986: p291). Using the

same constructs which he used to define the personality types, Holland describes six

environment types (Gevers et aI, 1992: p7).

The realistic environment

This environment promotes technical skills. It is an environment for the orderly and

systematic use of tools and machinery.

The investigative environment

The predominant characteristic of this environment is the systematic and creative

investigation of physical, biological and cultural phenomena.

The artistic environment

This is a free, unsystematized and creative environment.

The social environment

A genial atmosphere in this environment generates social skills.

The enterprising environment

A competitive atmosphere and high levels of tension are not uncommon in this
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environment.

The conventional environment

In this environment individuals are expected to conform to set demands.

The interaction between personality and environment is the determinant of an

individual's behaviour. Career stereotypes have reliable and important psychological and

sociological meanings. Predictions about occupational choice can be made on the basis

of information about the personality type and the occupational environment (Gevers,

1992, pp.7-8 and Gibson and Mitchell, 1986: p291).

A third feature of Holland's theory is the identification of five key concepts. He uses the

spatial representation of the Hexagon to define the concepts: consistency, congruence,

differentiation, identity and calculus.

The concept of consistency applies to personality as well as to environment type and is

defined as the degree to which an occupational profile is internally consistent. A high

degree of consistency is an indication that the skills, interests and values relate well to

one another, the person and the environment and will thus be more predictable

(McDaniels & Gysbers, 1992: p40).

There is congruence when individuals live and work in an environment whose type is

identical or similar to their own types (Gevers et al, 1992: plO).

Differentiation is regarded as the degree to which the three highest scores of an

individual's interest profile or an occupation's profile differ from one another. Some

people and environments are very pure. In contraSt, a person who resembles many types

or an environment that is characterised by about equal numbers of the six types is

undifferentiated or poorly defined ( Mc Daniels & Gysbers, 1992: p40).
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The degree of an individual's occupational identity can be seen by the extent to which

he or she has a clear and stable vision of his or her goals, interests and talents. Similarly,

the occupational environment has a high level of identity when there are clear, consistent

and integrated objectives, tasks and rewards which remain stable over a long period

(Brown et al, 1990: p44).

The final concept is calculus and this explains the internal relationship of the theory as

well as providing a graphic representation of the degree of consistency within or between

a person or an environment (Brown et al, 1990: p46).

2.1.3.4 Practical Applications

Although there is criticism that Holland's theory does not suggest specific techniques

according to which career guidance can be conducted, it does describe testable constructs

and their functions which underlie occupational behaviour. His theory is also well

integrated with psychometric instruments: the Self Directed Search; a classification

system, namely the Dictionary of Holland Occupational Codes; as well as a computerised

career guidance system, The Discover Career Guidance System (Gevers, 1992: pIS).

Holland's theory provides a link between the individual and the world of work in the

form of Holland's Occupational Classification. This integrated, coordinated and

systematic cocling system is straightforward and easy to understand and use. Holland

suggests three ways:

• for organising occupational information

The library and career information material can be filed according to the

occupational classification system.

• for analysing work histories

As a class activity pupils, can analyse a working history classifying the jobs
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•

according to Holland's Hexagon. They can then predict future jobs

according to the past pattern.

developing a plan for occupational exploration

Pupils can use their three letter code as a start for exploring career

literature, work experience placernent\~; and interviews with working people.

They need to return to their code hetween each exploration to confiffil

which way they are tending.

The Self Directed Search is the most widely used r:leasure based on Holland's system in

South African schools. It is easy to complete and rdatively simple for pupils to score, and

accessible to teacher counsellors. In this study, Holland's coding system was used to

show the distribution of the pupils placements on their work experience.

Brown et al( 1990) have ~ligh praise for Holland's theory: Symmetry added to Simplicity

results in a theory with the greatest appeal and application (p39). Once a three letter code has

been established for each pupil, the South African Dictionary of Occupations (Taljaard

& von Mollendorf, 1987) and the Hexagon(Gevers, 1992) can enable a teacher

counsellor to generate many pupil directed activities.

2.1.4 Roe's Need Theory

Anne Roe's theory of occupational choice assumes a relationship between certain

childhood environments, need development, personality and, ultimately, job choice. She

claims that the inherited psycholOgical structure of a person interacts with environmental

conditions to create a need structure within each individual. The individual then seeks

to meet these needs in a work environment.
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2.1.4.1 Characteristics of the Theory

Roe has delineated a two-dimensional classification of occupations by field and level. She

divides occupations into eight groups and attributes six levels to each group. The groups

are differentiated by the primary focus of activity, and the levels are based on degree of

responsibility, capacity, and skill. Examples of groups are service, organization,

technology and general culture, and the levels "within each group are arranged in a

hierarchy from 'professional and managerial' down to 'unskilled'.

Figure 4 Three-dimensional conceptual model of occupation classification (Brown et aI, 1990: p82).

Skilled

Professional and managerial 2

Profession al an d m an agerial 1

Semi-professional and small business

Semi-skilled

Unskilled

7 68

Group 1
3

5

Level 1

Lavel2

Level 3

Level 4

Level 5

Level 6

Roe's theory is entitled a 'need' theory and contains five propositions on the origin of

needs. These are:

• Genetic inheritance sets limits on potential development.

• Socioeconomic factors, culture, sex and other environmental factors are also

influences.

• The relationship between personality and perception.

• Where attention is directed - this determines interest.
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• The intensity of needs and their satisfaction determines the degree of motivation

that leads to accomplishment (Brown et al, 1990: pp. 74-75).

Roe thus emphasises the complexity of factors which impact on each other and in their

interaction leads to the development of predominant needs which will seek expression

in career development. Roe considered the crucial influence of parental child rearing

style on the orientation of offspring toward or away from people in their occupational

choice:

there are relationships between psychic energy, genetic propensities, and childhood experiences

that shape individual styles of behaviour, and that the impulse to acquire opportunities to

express these individual styles is inherent in the choices made and the ensuing career

behaviour (Herr and Cramer, in Gibson and Mitchell (1986: p29l).

2.1.4.2 Applications

Since Roe's theory emphasises the interrelationship between both intrapsychic and

environmental factors, career counsellors have become more conscious of investigating

the various influences on the decision making process. The orientation toward or away

from working with others, the needs for or away from autonomy become important

considerations to bear in mind. Further applications of her framework are diverse and

widespread and include interest assessment, teaching and decision making strategies,

career development research, and the daily practice of career counselling.

Locl<.e, Super and Katz link values to needs, Super claims that .. values are objectives that one

seeks to attain to satisfy a need (Langley, 1992: p2). All see values and needs as having a

bearing on preferences for ideals and lifestyles. Roe's theory contributes to the

understanding of how values and needs are formed and how these stimulate the

individual to prefer one occupation to another (Crites, 1969: p93) In the study to be
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described, a values clarification exercise is included as preparation for work experience

2.1.5 Tiedeman's Career Decision-making Model

Tiedeman, together with other colleagues, among them O'Hara and Miller-Tiedeman, has

advanced some important ideas influencing the way career behaviour evolves. Many

other theorists have been concerned primarily about the exploration or anticipation of

choice but not with what happens when one tries to implement what has been chosen.

Tiedeman and O'Hara (1963) designed a model to fulfil an observation that educational

or occupational choice is related more to personality than to abilities and aptitudes. It

is a model of how people decide, not what they choose. They claim that abilities and

aptitudes do make a difference in how well a person does in an educational or

occupational group, but personality, values and interests, more than abilities and

aptitudes, influence what a person actually does. Their theory highlights the personal

processes involved in career development, particularly those of growth, choice,

willingness, capacity to adapt and change, and continued self-exploration and self-renewal

(Brown et al, 1990: p308). They advocate the complementary use of all the theories and

models of career decision making.

In his more recent work, Tiedeman with others, including Miller-Tiedeman have been

increasingly concerned with emphasising the power of the individual to create a career

and in advancing notions of autonomy, competence, and agency as major aspects of such

processes. In so doing, Tiedeman and his colleagues are increasingly emphasiSing the

holistic nature of the human career and the need to see career development as a whole.

32



2.1.5.1 Characteristics of the Theory

The main characteristic of this approach is that it is holistic and addresses the role and

process of personal choice and decision making in career development.

Tiedeman and O'Hara noted that:

career development grows out ofa continuouslY differentiating and reintegrating ego identity

as it Jonns and refonns from experience as a self-organizing system. Differentiating is a

matter of separating experiences; integrating is a matter of structuring them into a more

comprehensive whole (Brown et aI, 1990: p 312).

Differentiation originates in various ways. Experiencing the need for making a choice

triggers the onset of rational differentiation. The steps that follow are:

1 Anticipation or pre-occupation

• Exploration (developing awareness)

• Crystallization (organising of information, making distinctions between

alternatives)

• Choice (including consideration of consequences)

• Clarification (of issues that rise as a person moves towards implementing

a choice)

2 Implementation or accommodation

• Induction (in contact with reality of setting)

• Reformation (becoming more assertive and adaptation of identity)

• Integration (of personal identity with others in settings)

(Mc Daniels & Gysbers, 1992: pp 57-58).

The above steps make Ginzberg's (Chapter 2, ppll-13) analysis of occupational decision
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making more explicit. Each step in this paradigm represents a discrete change in

psychological state and the quality of each decision is different at each stage. The

changes are neither instantaneous nor irreversible (Lewis et aI, 1986: p192).

This model of differentiation and reintegration can be used to understand the

organisation of self and the environment. The constructs help a person to assess and

define career direction. They also help the individual understand the basis of this career

direction. This basis and its understanding are linked to the career identity. By

understanding the basis of how an individual defines his or her career, we locate the

degree of openness a person has toward change of career. The degree of openness is a

function of a person's belief system (Brown et aI, 1990, pp. 312-317).

The theory of Tiedeman and O'Hara is not one that allows another to predict the

behaviour of a subject, rather it is a value-functioning model that allows a person to put

his or her decision-making into perspective for himself or herself, in so doing it

distinguishes between common reality and personal reality. They differentiate between what

is commonly accepted and prescribed and what the individual feels and values. The aim

is to make the individual come to understand what occurs as he or she thinks, and how

decisions are influenced by the common reality. With this kind of awareness and

confidence, the personal reality will then reign over common reality.

2.1.5.2 Applications

This model has been used as the core design for computer programmes for career

decision-making. Programmes are designed to increase the 'I' power of the pupils by

helping them

assess their corefunctioning with regard to ego development, values development, and dedsion

development. In so doing, the learners have a choice. They can dedde to live the ''1'' power
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idea and go on to unite their ego and values developments through further comprehension of
their decision making, or thry can discard the idea (Brown et aI, 1990, p336).

Tiedeman and O'Hara hold that the aim of career counselling is to help people better

understand the dynamic process of career development (Brown et aI, 1990, p317).

Because decision making is related to personality and the development of values, an

important objective is to provide experiences to people that contribute to their emotional

maturity, self-concept, and values orientation (McDaniels & Gysbers, 1992: p59).

Personal development and individual responsibility for career decision-making are

stressed in this holistic model.' Making choices is the responsibility of the chooser. After

giving clients the necessary tools, guidance teachers should encourage them to make their

own decisions. (McDaniels & Gysbers, 1992: p60). Career decision-making is an

ongoing process and the search for resolutions will continue throughout the individual's

lifetime. There is no better place to begin to understand and learn this process than at

school. In a relationship that shares the responsibility for learning career related skills

the pupils will assume more and more responsibility for their decisions as they identify

their personal reality based on their value system.

2.1.6 Crites' Comprehensive Career Counselling

John Crites considers all the major approaches to career counselling and declares that not

one is sufficient in itself to address all the needs and challenges of present day career

decision making, but says that each method has something unique to offer to a

comprehensive approach. The most interesting aspect for this project is Crites's

formulation of a model of Comprehensive Group Counselling that has both conceptual

soundness and practical utility.
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2.1.6.1 Model

The difference is between content and process. Traditionally, the focus of group career

counselling has been upon content, usually scores of one sort or another. The difficulty

with this approach is that first, each group member's profile is different, and second, as

a consequence, the group process typically devolves into a dialogue between the

counsellor and each client separately. It is tantamount to doing individual career

counselling in a group context, which violates a common model for group interaction.

2.1.6.2 Methods

By concentrating on career choice process, rather than content, interaction among group

members can be facilitated by assessment methods that measure the critical attitudes

and competencies in career decision making.

Career choice attitudes are:

• Involvement in career decision making

• Independence in career decision making

• Orientation to career decision making

• Compromise in career decision making

• Decisiveness in career decision mald.ng

Career Choice Competencies are

• Self-appraisal

• Occupational information

• Goal selection

• Planning

• Problem solving
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Discussion of these attitudes and competencies is general, although each group member

has her or his own configuration of scores indicating areas of maturity and immaturity.

By outlining the process of career decision making each group member learns the ideal

way to make a career choice and, at the same time, to identify personal strengths and

weaknesses. These can discussed by the group and they can suggest ways of becoming

more career mature. Thus all group members are involved, along with the counsellor, in

what becomes the career choice process per se (Crites, 1981: pp. 218-219).

2.1.6.3 Materials

To make the discussion specific, scores can be interpreted to elucidate the career choice

process variables (attitudes and competences) and other tests and inventories which

measure career choice content can be taken when appropriate. Having gained some

group cohesiveness through discussion of the decision making process, career choice

content problems can now be introduced 'without the interpretation becoming a dialogue

between the counsellor and a particular client. Hoyte (in Crites, 1981: p219) has

reported that concurrent individual and group counselling is more effective than either

alone. This may be particularly true when the group deals with career choice process

issues and the individual interview with career choice content problems.
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Figure 5 Model for a comprehensive career development program in higher education. (Crites, 1981: p221)
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2.1.6.4 Programmatic Approaches

These are pen-and-paper tests such as the Self-Directed Search and a variety of computer

assisted approaches. Research shovvs that most of them produce some kind of change in

career development as a result of the intervention. There is evidence that programmatic

interventions can impact on the process of career development.

A variety of interventive methods can be used to implement a programmatic approach

to Comprehensive Career Counselling in schools. A typical plan is to begin with needs

assessment. Both measures of career content and process can be administered, but with

the focus upon the latter to identify areas of career immaturity in making decisions.

Interventions are then designed for both individual and group participation to facilitate

career development where it is needed. Activities are organised to correspond to each of

the dimensions of career maturity as measured.
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2.1.7 Conclusion

On reflecting on the theories and models discussed above there is evidence of movement

to a developmental frame of reference and to greater consideration of the contexts of

decision making. Previously, the primary task of guidance specialists had been seen as

being to diagnose the individual's attributes and to prescribe appropriate occupations.

Now, their tasks are increasingly seen as facilitating the individual's decision making

processes and developing decision-making skills. However, for the South Mrican situation

there is too much emphasis on the one-to-one counselling situation and the expertise of

the counsellor. Such counselling is a luxury most South Mrican schools cannot afford.

There have been some attempts in the theoretical literature to address the issue of group

counselling, for example Crites' comprehensive counselling and the programmatic

implementation of the theories of Super, Holland and Tiedeman do offer some solutions.

What is relevant to this research project, then, is that career development should be an

holistic, ongoing developmental process linked to the development and growth of the self

concept of the individual. Moreover, it should enable the pupils to clarify their personal

values and help them make decisions for themselves considering the impact of

environmental opportunities and constraints. Since career decision making is not a one

off event, but a series of decisions which continue throughout the lifespan, helping the

individual to develop ways of making decisions taking into account as many of the

variables as possible is an important aim. The work experience will enable the pupils to

challenge their fantasies about the world of work, to broaden their knowledge of

opportunities and limitations and to base their decision maldng in the realities of the

current situation.
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2.2 Work Experience Literature

Reflection on the theories above point to career development as a lifelong process

dependent on corresponding development in personal, social and educational areas.

Making a successful transition from school to the world of work is dependent on the

attitudes the pupils have about themselves, others and work and on their interpersonal

and decision-making skills.

Burns (Young & Burns, 1982) states that the emphasis is on a continuous process of

career education that:

• enables individuals to decide who they are and the kinds of lives they wish

to lead and can lead, and the clarifying of personal values;

• should cover not only what individuals could offer to their work, but also

what their work could offer to them in terms of their total personality and

lifestyle, an understanding of workplace values and the realistic constraints

on free choice of jobs;

• should be concerned with self concept development and growth;

• should be concerned not only with choice of occupational roles, but also the

interaction between such choices and the individual's evolving constellation

of leisure, study, family and community roles;

• should aim not to deploy expertise to make decisions for people, but rather

to use it to help people to make decisions for themselves (p96).

Burns thus emphasises the movement of people from a passive role in terms of career

decision making to an active role where they see themselves interacting both with work

and other needs and demands. The continuous process of career education cannot be

compartmentalised as belonging only to the secondary school. It ought to be projected

into the work place and the transition of the schoolleaver from school to work ought to
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be the common concern of both the education system and the working community.

Bride & Knights (1981) confirm these sentiments and claim that there are many ways

in which the transition from school to work can be eased by increased knowledge of the

world of work The first is the positive effect this knowledge will have on the self concept

of the pupil and the second is how it will impact of the decision making of the pupil.

One of the most important skills needed for smooth transition from school to work, is

that of decision making. This can only be exercised when the decision maker is well

informed, that means knowing both the positive and negative· aspects of the world of

work. Knowledge about the world outside school is needed, not at the moment when the

transition is imminent but when the young person is making the series of small decisions

at every stage in their educational progress. This is important because misunderstandings

about educational opportunities and the expectations of the working world, at a quite

early stage of schooling, can contribute to a troubled period when the young person

attempts to achieve the place he or she wants in the world outside the school. The final

point made by Bride and Knights (ibid.) is that insufficient information about the world

outside of school can leave a young person vulnerable to exploitation (p46).

Work experience provides the opportunity for learning to be transferred to the work

place. A report to the US Congress by the Office of Technology Assessment (1995)

notes five learning processes that can be used in work settings: experiential learning,

work-group learning, mentoring, workplace instruction, and technology-assisted learning.

Work experience programmes thus need to be examined in terms of the aims of the

programme, the learning processes involved and their value in terms of easing the school

work transition.

Further comment on learning processes involved in experiential learning and work-group

learning comes from Boud et al (1993). They claim while experience is the foundation

of, and the stimulus, for learning, it does not necessarily lead to it. Experience has to be
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arrested, examined, analysed, considered and negated to shift it to knowledge (Boud ibid.: p9).

Reflection plays a spedal role in dravving meaning from experience. Reflection is not just

an individual activity. Engaging in the process with another person can change the

meanings we draw from experience.

A second premise put forward by Boud and his colleagues is that learners actively

construct their own experience. The meaning of experience is not given, it is subject to

interpretation. Each experience is influenced by the unique past of the learner.

Experience is created in the transaction between the learner and the milieu in which he

or she operates - it is relational.

Learning is as Boud et al(1993) claims, a seamless whole (p12). One feature of learning

may be prominent at any particular time, but all learning involves the feelings and

emotions (affective), the intellectual and cerebral (cognitive) and action (conative).

Learning is not constrained by time or place. Bringing to bear appropriate experience is

one of the greatest challenges of learning. Openness to the possibility of learning from

any event facilitates learning.

Of particular interest to this research project is the claim by Boud and others (1993: p13)

that learning is socially and culturally constructed. While learners construct their own

experience they do so in the context of a particular social setting and range of cultural

values. Learners do not exist independently of their environment. It is not possible to

step beyond the influence of context and culture. However, their influence can. be

recognised if learners' experience is then subjected to critical reflection aimed at exposing

taken-for-granted assumptions (eriticos, in Boud et aI, 1993: ppI57-l68).

A further influence on learning is the sodo-emotional context in which it occurs.

Emotions and feelings are key pointers to both possibilities for, and barriers to, learning.

Denial of feelings is denial of a key constituent of learning. A major influence on
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learning from experience is confidence and self-esteem; unless learners believe themselves

capable, they will be continually handicapped in what they do. Engagement in a learning

task is related to belief in success.

eriticos (Boud et al, 1993: p 162) sums up the above statements by claiming that it is not

the quality of the experience but the quality given it by the learner that makes an

experience educative.

Watts (Miller et aI, 1991: p 22) makes another point which is particularly relevant to

this research project when he refers to the five curricular frames in which the work

experience is incorporated. The possible curricular frames for implementing these schemes

are: academic; personal and social education; world-of-work learning; careers education

and vocational course. All five of these frames make it possible to incorporate work

experience as part of the experiential learning cycle. Work experience can offer

opportunities both for concrete experience and for active experimentation, but its

learning potential will only be harnessed if it is integrated into a curriculum frame which

also provides opportunities for reflective observation and abstract conceptualization, and

for maintaining the momentum of the cycle.

Figure 6 Mapping of possible curricular frames on the 'work experience triangle' (Miller et al, 1991: p23)
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He refers to the learning cycle developed by Lewin and Kolb and claims that effective

learning occurs in a four state cycle of concrete experience, reflective observation,

abstract conceptualization, and active experimentation. However, its learning potential

will only be harnessed if it is integrated into a curriculum frame which also provides

opportunities for reflective observation and abstract conceptualization, and for

maintaining the momentum of the cycle.

Figure 7 The experiential learning cycle
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Miller et ai, 1991: p23

Work experience programmes are a regular part of career education in many countries

around the world. Evidence can be found of programmes being successfully pursued in

the USA (Glaser, 1982, Wright, 1991, Lynch et al, 1992, Smith and Rojewski, 1993,

Children's Aid Society, 1994, Churchill, 1994, Strumpf and Mains, 1994, Goldberger

et aI, 1994, Bailey, 1995, MacAllum and Ma, 1995);, Canada (King, 1986, Sankey,

1985, Studd, 1994); England (Watts, 1983), Scotland (MaIcolm and Johnstone, 1991);

Australia (Miller, 1991); The Netherlands (Hofmeister, 1994, Miller, 1991); France

(Miller, 1991), USSR (Miller, 1991); the former West Germany (Riehl, 1989-1990);

the former East Germany (Miller 1991); Sweden (Watts, 1983, Miller, 1991); Denmark

(Miller, 1991); Cuba (Miller, 1991); Kenya, Tanzania, Ethiopia, Zambia (Hoopers and
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Zambia (Hoopers and Komba, 1995); and Nigeria (Nwoke, 1994). Smith and Rojewski

(1993) comment on the quality of the transition supports established in European and

Asian countries. They claim that these young people move directly into the primary

labour market by the age of 20 or 21, normally 'with a set of job skills that are in demand.

For instance, Japanese school leavers typically obtain employment through well

established school-business connections and over two thirds of German youth participate

in apprenticeship programmes (p225).

What is also evident is the sophisticated level of cooperation between the education

departments and counties (Watts, 1983, pp36-50), trade unions (Watts, 1983, p69),

local government (Ingham Intermediate School District, 1995), national government,

(Watts, 1983, p97, OTA-EHR-637, 1995) and Commerce and Industry (Goldberger,

1994).

2.2.1 The principles, desired outcomes and
objectives of work experience

A blueprint for a school-to-work system, issued by the Department of Education in

Washington (1992) claims that every work experience programme must be guided by

four principles: the pupils should be encouraged to attain high academic standards and

to stay at school, the classroom curriculum should link to the work-site experience,

lifelong learning should be emphasized; and finally students' prospects for employment

should be enhanced.

Smith and Rojewski (1993) describe what they consider to be the desired outcomes of

work experience programmes: to connect theory with practice, to develop personal and

career maturity, to gain personal awareness, and to attain professional insight.

Moving from a general framework such as those described above, Watts (1983) becomes
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more specific as he considers the declared and latent objectives of work experience as it

is applied in the United IGngdom (pp6-8). Later in (Miller et aI, 1991) Watts suggests

that work-experience schemes have a variety of aims: some declared, and some latent,

some highly respectable, and some dubious in character. The aims can be labelled

enhancing, motivational, maturational, investigative, expansive, sampling, preparatory,

anticipatory, placing and custodial.

Enhancing - to enable students to deepen their understanding of concepts learned in

classroom settings, and to apply skills learned in such settings.

Motivational . to make a school curriculum more meaningful and significant to

students, so improving their levels of academic attainment.

Maturational - to facilitate students' personal and social development.

Investigative - to enable students to develop their knowledge and understanding of the

world of work.

Expansive - to broaden the range of occupations that students are prepared to consider

in terms of their personal career planning.

Sampling - to enable students to test their vocational preference before committing

themselves to it.

Preparatory - to help students to acquire skills and knowledge related to their particular

occupational area, which they will be able to apply if they wish to enter

employment in that area.

Anticipatory - to enable students to e...xperience some of the strains of work so that they

will be able to manage the transition to work more comfortably.

Placing - to enable students to establish a relationship with a particular employer which

may lead to the offer of a full-time job.

Custodial - to transfer some of the responsibility for particular students for a period

(Miller et aI, 1991: p18).

Watts' (ibid) definition of work experience applies to schemes in which pupils experience
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work tasks in work environments. However, he claims that these objectives can be

equally achieved with alternatives to work experience. For example, Work Simulation

provides an opportunity for the pupils to experience work tasks such as career training

and business games while remaining at school. Work Observation allows the pupils to

experience the work environment but only allows them to observe the tasks. The schools'

association with adults in the working world can create the opportunity for pupils to

vicariously experience work tasks and the work environment. Part time jobs are a very

good instance where the pupils experience the work environment and work tasks and

even take on the identity of a worker (pp.11-14).

Further alternatives to work experience posed by Smith and Rojewski, (1993) are

apprenticeships, internships, and work-site modelling.

2.2.2 Who is Involved in Work Experience ?

The three most important partners in a work experience programme are the employers,

the pupils and the teacher/coordinator.

2.2.2.1 Employers

Why become involved in activities whose rewards are rarelY immediate and often intangible?

INICE ( rUnion des Confederations de l'Industrie et des Employeurs d'Europe) answers

straightforwardlY, declaring upfront; UWhat we're about is about creating wealth."

Industries and services, as wealth creators, see valuefor-money in Education-Industry

Programmes that encourageyoung people to join industry as workers, to support industry,

and to buy Industry's products and services (Quin, 1993) .

Whatever their motive, large numbers of employers must be willing and able to provide
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high quality learning experiences for pupils in the work place for work experience

programmes to be successful. The form the experience takes is determined at least as

much by the employer as by the school or the student. Traditionally teaching has been

the domain of educationalists, so expecting employers to share some of the responsibility,

requires a change of perception. Watts (Miller et aI, 1991), examines the motivations

of employers taking part in work experience and some issues related to these motivations

and the roles employers can play in work-experience schemes. Goldberger (1994)

describes how to target employers most likely to participate in work experience and how

to clarify their roles and responsibilities. In his publication, Learning to Work. Employer

Involvement in school to work transition programmes, Bailey (1995), considers employer

participation in work transition programmes both in America and Europe, the options

that employers have and the incentives for employer participation in school-to-work

programmes.

In some cases the employers are involved from the inception, as in Project Trident

(Watts, 1983, pp.23-35) and can even be financially responsible for the secondment of

a coordinator for the project (ibid, p27). The Industry Project (ibid, p69) was run in

conjunction with two powerful national bodies, the Confederation of British Industry and

the Trade Union Congress.
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The follmving tables indicate the potential benefits to, and roles of employers.

Table I Potential benefits to employers (Miller et al, 1991, P 138)

1 Social contribution: helping to build a national 'climate of assent'.

2 Community involvement: helping to build a local 'climate of assent'.

3 Employee satisfaction: giving individual employees a 'warm glow'.

4 Educational influence: stimulating educational provision to meet employer needs.

5 Publicity: advertising the company and its products or services.

6 Recruitment: screening potential recruits.

7 Labour power: providing additional staff resources.

Table 2 Employer roles (Miller et aI, 1991: p144)

Recruitetjselector: helping to choose which students are to fill the placements.

2 Job designer: determining which tasks and responsibilities are to be given to the students.

3 Trainer: inducting the students into the work organisation, and showing them how to carry out the

tasks allocated to them.

4 Supervisor: ensuring that students are coping with the tasks that have been given, and carrying

them out competently.

5 'Godparent': providing personal and emotional support.

6 Model: modelling what it is like to be an adult in the working world.

7 Assessor: evaluating students' performance in their work role.

8 Debriefer: helping students to review their progress and to reflect on what they have learned from

the experience.

From Australia, Bride and Knights (1981) report that the most commonly expressed

expectation of employers is for young people to enter their organisations with a positive

attitude to work. The second expectation of young people by employers is that they are

flexible and are able to use their initiative (p 56).

49



Watts' (1983) conclusion is that work experience can in some respects loosen the

structures of the work-place and of the employer-education interface, in ways which allow

new forms and new understandings to emerge.

2.2.2.2 Pupils

From the literature on work experience around the world, two types of programmes seem

to emerge; one for the pupils who will study further, and a second for the less

academically inclined pupils.

Pupils who wish to follow a professional career will most probably go on a work

observation or shadow-a-worker trip. They will not experience work so much as find out

about the work environment and the relevant tasks and the required levels of admission

and training.

The work programmes for the academically less able pupils are arranged on a different

basis. There is documentation of programmes from America, Britain, Canada and the

Netherlands and what they have in common is that they are school based and operate

throughout the year, usually with two to three week periods of work experience occurring

three to four times during the year. Watts (1983) explains how the syllabus is adjusted

for these pupils to complement the work experience (pp54-56). Project Live is a

rnentoring, tutorial, and a world of work programme that matches an American junior

high school student with a corporate volunteer (Project Live, 1994).

A third category of pupil is the potential dropout. Ohio's Occupational Work

Adjustment programme is a one- to two-year ungraded career programme for fourteen

and fifteen-year-olds who have been identified as potential dropouts from the regular

educational programme. In the 1981-1982 school year, it served over 80,000 students
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in 499 programmes. The goal of OWA, which finds its legal base in the US Department

of Labor's Work Experience and Career Exploration Program, is to reorient these

students toward successful completion of a career or academic high school programme.

Students staying in school in order to participate in the programme are assisted in finding

job placements in the school or in the community, working during two consecutive class

periods each school day and up to 23 hours each week. Pupils have special classes

together dealing with job and social skills and with Mathematics and English, as well as

taking classes in the regular school curriculum. Certified teachers with specialised

training act as programme coordinators, diagnosing the student's academic needs,

developing appropriate individual educational plans, and leading career exploration

activities.

2.2.2.3 Teacher / Co-ordinator / Liaison Officer

These can be one and the same person or three separate people depending on their

location. Watts (1983) describes three different approaches to work experience each

having a different sort of coordinator.

• the Trident Trust operates in many areas of England and has a manager seconded

from industry and an assistant provided by the education authorities who liaise with

the employers and the schools to provide a three week work experience placement

for hundreds of pupils from many schools (Watts, 1983, pp.23-50).

• a local authority approach describes a county-centred organisation of school-based

work experience. An Industrial Uaison Officer employed by the cOlmty of Cleveland

places over 4000 pupils a year in factories, workshops, offices, banks, service and

public-utility organisations, hospital and shops (Watts, 1983, pp 36-50).
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• a school-based approach - here it is a teacher who is responsible for contacting the

employers and liaising 'with the pupils.

2.2.3 Work Experience in Operation

There are various ways in which work-based learning programmes can be structured.

What is important to consider when planning a programme is:

• the type of pupil to be served

• the programme's objectives

• the coordination with schooling

• the timing i.e. the intensity, duration, and progression of the work-based experiences

• the settings of the work experiences

• the issue of non payment for the pupils

A variety of school-to-work transition programmes have been developed in Canada and

America including cooperative education, youth apprenticeships, school-to-apprenticeship

programmes and school-based enterprises. Watts (1983) explores work experience in

operation in Britain and he explains and compares the aims and strategies of four

different approaches. Of relevance to this research project is the school-based programme

described by Montgomery (ibid., 1983: pp51-68) and Miller's (Miller et aI, 1991: pp85

105) thorough investigation of the school-based organization. Both of these will be

considered in more detail.

2.2.4 .The School-based Approach to Work Experience

Stmvmarket High School is a co-educational school of 1000 pupils serving an agricultural

and an industrial area. The aim was that the work experience should be available to all

pupils but this meant offering two different patterns of activities.
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The first scheme places pupils, after their final GSE and O-Level examinations, into a

variety of jobs ranging from those in retail and factory positions to professional

placements. The duration varies from one to two weeks.

The second work experience scheme for the less academically inclined pupils is arranged

on a different basis. The identified pupils spend three week periods in local unpaid

employment at six-week intervals throughout their fifth year. A very practical course is

followed while they are at school including basic Mathematics and English.

Both schemes include thorough preparation for and debriefing after the work experience.

Great emphasis is laid on the feedback from the employers.

2.2.4.1 School-based organization

The first advantage of a school organising it's own work experience is the opportunity of

marketing the school to the parents and employers. A second is that schools can build

closer links with particular employers. A third advantage is that schools are able to devise

their own work-experience aims and to organise them in such a way that the likelihood

of achieving the aims will be maximized. A fourth advantage is the greater control which

schools have over the phasing of the organisational tasks and, in particular, over the

timing of when particular groups of students go out on work experience so as to minimize

disruption and to be timed to permit optimal curricular framing. A final advantage is the

greater flexibility which schools have over the duration of the work placements.

These potential benefits are set alongside the possible drawbacks of school-based

organization. The first concerns the resourcing of work experience. It requires an

inordinate amount of time and access to secretarial support. A second drawback concerns

the demands on the expertise of the staff responsible for vetting placements for health
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and safety.

Miller( 1991) claims that the organizational systems that have evolved over time for most

schools should be examined against the four main elements that comprise the scheme.

The first is the school's policy: such a policy may be written up or it may be implicit and

based on custom and practice. The second is the resources used in the operating system.

The third is the set of tasks involved in the administration. The fourth is the allocation

of roles and associated responsibilities for managing the system.

Table 3 gives an example of a policy statement which ensures that all the parties involved

- teachers, employers, students, and parents - share a common understanding of the main

aims of the programme and of how they are to be achieved. Is work experience an

entitlement for all students? How does the organization of work experience relate to the

school's equal-opportunities policy, if it has one? In what ways is work experience linked

to the whole curriculum of the school? What is the philosophy regarding parental and

employers' involvement in the scheme? Who is responsible for planning, implementing

and monitoring the programme? What resources are available to support it? vv'hat is

the procedure for keeping the programme under review?
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Table 3 A School-Industry policy statement including work experience (Miller et al, 1991: p. 88)

• All students must select an activity which will give them experience of industry and/or enterprise.

• Equal access available to all activities irrespective of students' gender, race or physical ability

• Students are actively encouraged to consider activities beyond the limits of traditional gender roles.

• All members of the teaching staff are involved in the delivery of the programme.

• Local industry and commerce is given every opportunity to be involved in the planning of the

programme, the preparation of the students, and the evaluation of the whole programme and the

students' individual achievements.

• A wide variety of work-related activities is offered to students to cater for all interests and the full

ability range within the college.

• All aspects of the programme are centred 'within the academic curriculum and work undertaken

within the programme can be assessed as GCSE course work.

• The students' experiences are closely linked to the pastoral and profiling curriculum of the college.

• All students are encouraged to build upon the experiences gained 'within the programme with

further work related activities.

• The programme is to be seen as only one part of a 'whole-school' commitment to partnership

between education and industry.

A policy document might also include targets and performance indicators or it could

incorporate aspects such as the resources available, the roles and responsibilities of the

people involved and a critical path for the main tasks involved (Miller et aI, 1991: pp8?

88).

The duration of work experience is an organizational issue which can have a profound

influence on the quality of curricular integration. The most common periods are one

week, two weeks and three weeks (Miller et aI, 1991: plO1). Above is a summary of the

opinion of Miller as to the optimum use of time in the implementation of a work

experience programme.
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Table 4 Optimum duration of placements, by aim. (Miller et al, 1991, P 102)

One Week Two Weeks Three Weeks

Enhancing -----> <------ Maturational
Motivational ----->

<------ Sampling
Investigative -----> <------ Preparatory
Expansive -----> <------ Anticipatory

<------ Placing
<------ Custodial

2.2.5 The Effectiveness of Work Experience

Much work experience in schools has been based on an intuitive sense of its value rather

than in research. Petherbridge (1996) expresses alarm at how rapidly the expansion of

work experience has taken place without the proper debate about its purpose, its

potential or its learning structure (p255). She suggests that it is dependent for its

success on a model of learning which it may be unrealistic to expect schools to afford or

to carry out. Watts (1983) divides his evaluative evidence into two categories. The

first is objective data or quantitative measures of attitudes or knowledge. The second

category comprises subjective data, based on direct questions about participation in the

work experience programme (p84).

Objective data

There is very limited data available which systematically examines the influence of work

experience using more formal research methods. Watts (1983) remarks that a part of

this is due to difficulties in controlling the variables impacting on work experience and

the vast range ofpupil characteristics is likely to be more complex than any research design will be

able to handle (p85).

Of interest to this project is the study by Pumfrey and Schofield. They found that pupils
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that pupils who had been on work experience schemes scored significantly higher on

three out of six measures of 'career maturity' (attitudes towards work and career decision

making, self-appraisal, and occupational knowledge) than did those who had not. On

goal selection, planning and problem-solving competencies, however, the differences were

not significant (ibid.: p85).

A further objective study of personal skills development of pupils on a co-operative

education programme is described by Shaughnessy (1986). The instrument of

measurement is the PSM - the Personal Skills Map - which is designed to provide a

framework for the self-assessment of personal skills, including intra personal,

interpersonal and career and life management skills. The reliability and co-efficient for

the PSM scales are well within acceptable limits for behavioural science research. The

students were tested before and at the conclusion of their placements. A control group

was established for comparison purposes. The results showed an overall increase in the

. skills in the experimental group, while the control group showed no significant change.

Subjective data

This includes the retrospective opinions of schoolleavers and the comments of pupils on

return from work experience. Watts (1983) arranged these data under the headings of:

motivational,

social-educational,

knowledge and understanding of self,

knowledge and understanding of society, and

career effects.

The motivational effects were reflected by the comments from the pupils relating how the

work experience had changed their attitude to school. They had come to realise the

purpose of a school education in relation to job prospects. However, for 62% of the

pupils the motivation was to leave school and start work immediately.

57



The social-educational category includes life-skills, self-knowledge and job knowledge.

A fair number of pupils mentioned the specific skills they had acquired; for example, how

to communicate with people. With regard to self-knowledge for some pupils it was the

first time that they had assessed themselves in an environment other than school, and

they liked what they discovered. But fewer pupils commented on the aspect of acquiring

job knowledge.

The majority of replies included some reference to the vocational aspect of the work

experience, the responses ranging from terms of broad orientation to anticipatory effects.

For some pupils it identified the job they would like to do, for others it was a clear

indication of what they did not want to do.

On discussion of the results Watts (1983) says:

On balance, the available evidence is reasonably positive. The objective evidence, though thin,

tends to indicate that the measurable outcomes ofwork experience are pOSitive, ifmodest. The

subjective evidence shows, that in general, young people enjoy it andfeel they get something out

of it - though what that 'something' is can be many-sided and varies considerably from

individual to individual. Overall the vocational, antidpatory, and pladng effects appear to be

more valued byyoung people than the social-educational effects emphasized by the poliry-makers

(p 96).

.He goes on to conclude that if helping pupils in their career decisions is an educational

matter, then work experience should be offered to all pupils and it should be introduced

earlier in their school lives.

Bride and Knights (1981) present a comprehensive analysis of the findings of their

report. They conclude by stating that the majority of young people believed, whether

they did it or not, that work experience eased the transition form school to work (p52).
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In an assessment of work experience in Canada, King (1986) makes a plea for co

operative education in which pupils spend 60 days of their school year in a work

placement. This enables the pupils to observe and test a variety of roles in the work place

and allows them to increase their range of skills. King adds the additional advantages as

being a renewed relationship between education and business and industry.

In the USA, a study by Stem et al (1990) examined the effects of school-supervised work

experiences on the work attitudes of high school students and found that the students

who reported less conflict between their jobs and their academic achievement expressed

more motivation and less cynicism.

A survey of 182 Nigerian vocational teacher trainees and their employers who provided

unpaid work experience, received 122 and 148 usable responses respectively. Students

were generally positive about the experience and over 60% of the employers rated

students highly on willingness and ability to learn. Many Nigerian employers cannot

provide paid work experience, and money does not seem to be a prime factor in a

successful experience.

The work experience module used in secondary schools in Lothian, Scotland was

evaluated by soliciting the opinions of the teachers and career officers who organise it,

the students who participate, and the employers who provide work experience

placements. Data was gathered between October 1990 and March 1991 from 699

students in 38 schools, 151 of their teachers, and 18 career officers using a questionnaire,

and from 40 employers by telephone. Some of the findings are the following:

• both teacher and pupil groups felt that the work experience outcome had

helped pupils become more confident;

• more than half the students thought that the experience had made them

want to work harder at school;

• more effort should be given to matching students with placements in which
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•

•

they could do well;

more effort should be made in helping develop realistic expectations about

the work experience; and

teachers found the data base used in the project useful for making

placements, but felt they needed more training and did not rely on it for all

the placements (Malcolm & Johnstone, 1991).

Jamieson,( in Miller, 1991: pp260-274) comments that there is strong positive evidence

for work experience if it is embedded in a curriculum framework and if there is adequate

preparation, briefing, debriefing and follow up. Petherbridge (1996) argues that if work

experience is to become more than a work transition exercise, then debriefing becomes

central to its success. Her spotlight is on the teacher and the deeper educational aims of

work experience. It is realistic to expect schools to maximise the learning gains from this

experience and so prepare the pupils for lifelong learning. Debriefing must form part of

a continuous mentoring process. It has to be perceived as the starting point of learning

from experience, enabling pupils to recognise that their feelings are vital to real personal

change and that learning is neither objective or passive (pp243-257).

Boud and Wall(er (Boud et al, 1993: pp73-86) tal(e a close look at learners reflecting on

their experience. They identify three key factors in this process: return to the

experience, attend to the feelings that arose out of the revisit and re-evaluate the

experience. They stress the role of 'others' in learning by reflection, and the need for

mutual cooperation and generosity to provide a creative learning milieu.

Miller (1991: pp278-280) claims that there is little research on work experience which

operates with anything like an adequate research design, and there is far too much

questionnaire research which goes little beyond eliciting the general satisfaction or

otherwise of students with their placements. However, he goes on to say that, despite

these failings, there is enough evidence, both from researchers and from teachers as
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researchers, to support the contention that work experience can be a potent source of

learning in a number of different areas. It will, however, only deliver if it is carefully

prepared for and followed up. Miller concludes that if work-experience can help schools

change by giving pupils more responsibility and by making schools more business like,

then their educational potential will have been richly fulfilled.

2.2.6 South Mrican Research

Reflection on work experience in the South African situation reveals a different picture.

Young people find it difficult to make informed decisions about the future without

relevant past experiences. For a student to make an appropriate career decision he or she

needs to be exposed to as many different careers and work environments as possible.

Children from more privileged backgrounds are given this opportunity through their daily

interactions. However in South Africa the majority of school children do not have this

opportunity due to the lack of a variety of role models in the home and school

environment.

There is no educational policy which decrees that work experience be part of the

secondary school syllabus. The schools that do nm these programmes do so

independently without having either to seek permission or receive any assistance from

the education departments. The driving force behind such programmes is the

motivation and enthusiasm of the teacher-coordinators responsible for the organisation.

Looking at work experience programmes running in South Africa, there will be a highlight

on some of the strategies used by PROTEC College. PROTEC is a non-formal education

enrichment programme which aims to prepare Maths and Science students from

disadvantaged communities for successful entry into technological careers. The
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programme is broad-based, combining academic support 'with career counselling and a

variety of practical applied activities of which work experience forms an integral part.

The objectives of the programme are:

• to enable students to develop an understanding of the work environment and how

different activities are inter-related.

• to promote realistic and informed career choices by students.

• to provide exposure to technology as it manifests as work.

• to expose students to specific and relevant career information.

• to facilitate discussion of expectations and problems encountered in the world of

work.

• to enable students to set realistic school and career goals through mentor

relationships and discussions with role models in the work place.

• to facilitate student sponsorship by placement in companies.

• to enable companies to have first hand experience of PROTEC students and the work

in which PROTEC is involved.

• to allow students to explore issues relating to work culture, norms and social systems.

• to enhance personal and social development, especially communication skills

(Mosupye & Sakalis, 1994).

PROTEC claims that work experience provides the student with a realistic experience of

the world of work and its norms and values and helps bridge the gap between the school

and work environment. It also encourages students to set realistic goals for themselves

and make informed career choices. Most importantly work experience provides exposure

to successful role models.

Companies also gain by being involved in work-experience schemes, not only do they

have a chance to realistically asses recruits but their company's image benefits by being

seen as involved with development of students from the community from which their
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work force comes.

These strategies are aimed at Grade 11 and 12 students and are divided into three stages:

• Preparation - of pupil

- of company

• The activity (work experience or alternative)

• The follow-up - of the pupil

- of the company

The preparation of the student should ideally include: conceptual preparation, eg

understanding of the work culture, hierarchies in industries etc.; and practical preparation

eg ptmctuality, dress and behaviour. Preparation meetings with employers should: clarify

the objectives for the work experience and of the individual students and clarify their

expectations of the students; it should also assist them in planning a programme of work

activities for the students. During the work experience it is the co-ordinator's

responsibility to check that all students have arrived safely and that everything is going

well. There will be a need to visit any employer where there is a problem. The

supervisors must be reminded to fill in Student Appraisal Forms.

Student feedback programmes should offer feedback to the students, particularly from

employers, as well as record both negative and positive responses from students, so that

these can be conveyed to the employers in future meetings. Organisational feedback

meetings should encourage both negative and positive responses so that these can be

addressed in future student or employer preparation workshops.

The first work experience projects in KwaZulu Natal were conducted in the late 1980s

by a small number of teacher counsellors. Most of these projects involved the exposure

of senior pupils - usually Grade lIs - to miscellaneous work situations for short periods

during the school holidays. Since then a number of private and 'Model C' High Schools
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have embarked on various forms of work experience, shadow-a-worker or work exposure

programmes (Natal Education Department, 1992).

2.1 Life Skills Teaching

The world is changing, and we must change with it. In the past two decades many of the

comfortable certainties of post-war life have disappeared: full employment, a job for life,

traditional industries, and the State as a major provider in our lives. IncreasinglY individuals

will have to make it on their own, taking ownership of their own futures. Yet ownership means

little without empowerment, and empowerment requires real choices and real opportunities

(Farrow, 1995).

Ultimately self empowerment and not skills development is the aim of life skills training.

Self empowerment is not an event, it is a process by which one increasinglY takes charge of
oneselfand one's life (Hopson and Scally, 1981: p 57). The key dimensions of this concept

are that people with an internal locus of control feel more in control of their lives and

react more positively to people and situations around them. Those with an external locus

of control tend to feel victimised and helpless. The relationship between self esteem and

academic success is well documented and high self-esteem has been correlated

consistently with good physical and mental and sodal health. The main assumption

behind the concept of self-empowerment is that human beings can change and learn to

exercise more and more control over themselves; and that raising awareness of

alternatives and individual's roles in maldng choices leads to development of a state of

empowerment.
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2.3.1 Criteria for Self-empowered Behaviour

Criteria for self-empowered behaviour include:

• awareness

• goals

• values

• skills

• information

Awareness of self, others, and systems implies a determined intellectual and active

appreciation: of self, both objectively and subjectively; of others, their feelings and values;

and of systems and their influence on individuals and vice versa.

Goals need to be based on the individual's personal value system and need to have

specified outcomes.

Values must be actively chosen from among alternatives and prized, cherished and

publicly affirmed. They must be part of a pattern that is a repeated action.

The greater the range of skills a person possesses, the greater the range of alternatives

available to him or her. Hopson and Scally (1981) identify the skills they believe to be

vital for the development of self-empowerment and divide them into four subsections:

the skills for personal sUIVival and growth; the skills to relate effectively one-on-one; the

skills to relate effectively to others; and skills related to specific tasks.

Of specific relevance to this research project are the skills which work experience seeks

to develop: those of career management, seeking a job, discovering interests, values and

skills and being proactive and positive about oneself (Brownell et aI, 1996: pp1-2). The
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need to facilitate the development of these skills was referred to on page 39

To acquire information about oneself, others and the world is to acquire power. One of

the purposes of work experience is for the pupils to increase the information they have

about themselves by testing themselves in new situations and to find out more about the

opportunities and challenges of the world of work.

2.3.2 The School Environment

Hobson and Scally (1981: p83) put the teaching and learning of life skills into context

when they describe the environment of the school that empowers teachers and pupils to

engage in a programme of personal growth. In writing about a facilitative school

environment, Hopson and Scally paint a picture of a school in which teachers are aware

of, and able to reflect on such issues as power, strengths and weaknesses, functioning of

the system, relations between and the wider society. Furthermore they write about such

a school having clear goals formulated in a democratic way, leading to both self

development and social commitments. Life skills training ought to be provided in order

to achieve these values. Teaching life skills needs to be done by teachers who know

about people and how to create a favourable learning climate. As a great deal of learning

occurs through modelling, the teachers involved in teaching life skills should be

undertaking their own personal development and skills acquisition. Hopson and Scally

(1986) have worked on a number of ways ofcategorizing life skills. In their most recent

scheme, life skills are grouped under four headings: learning, relating, working and

playing, developing self and others.
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2.3.3 Life Skills Teaching Methods

Hobson and Scally (1981) call for teaching techniques that develop the role of the

teacher more as a facilitator of others' learning, than as an expert passing on knowledge

of a subject that has been acquired by specialist study. In fact, they advocate a shift of

approach from formal teaching to experiential learning, with emphasis being placed on

learning rather than teaching, and with each pupil being given more responsibility for his

own direction and responsibility. Further, they suggest that small group work has distinct

advantages for the individuals participating in learning alongside their peers and teachers

and claim that this learning mode is central to the most effective use of the life skills

programmes (Refer page 37). Central to the concept of life skills learning is the belief

that each of us will benefit from 'owning' our own development, and small group work

offers that opportunity much more than formal classroom teaching.

To work effectively, the teacher will require skills in contracting, designing, preparing for,

managing, following up and evaluating the small group work in· the classroom. In

addition, Pickworth (1989) cautions that the teacher be aware of the developmental

stage of the pupils before implementing a programme. The life skills training

programmes must be tailored to the needs and stage of the target population ( pSI).

Lindhart and Dlamini (1990) describe the role of the facilitator as an 'animator' because

he or she brings the students to life, is responsible for equipping the pupils with study

skills, decision making, time and stress management and relationship skills. Two of the

most important sldlls for a South African schoolleaver to acquire are how to choose a

career and how to cope with unemployment.
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2.4 Career Guidance and the World of Work

On a world vvide scale there is a fundamental shift in national economies.

Unemployment and changing job patterns are becoming much more conunon as we move

from the industrial era to the information era. In South Africa we have the added

challenges of adjusting to a new political and social order which particularly effects the

job market. Burns (Young & Burns, 1982) comments:

A whole new economy is emerging which is based on relationships rather than bureaucral)l; on

self-help, self-employment and part-time work rather than full-time jobs. It builds networks

rather than organisations, and requires skills and expertise rather than qualifications. It thrives

on personal energy and initiative. In thefuture it is likelY to be large organisations, via the new

technology, which will produce the profits, but the small set ups will produce the chance to work.

The need will befor proactive creative individuals who will refuse to accept that being jobless is

the same as being hopeless. TIle alternative to being emplC?yed by someone is not necessarilY

unemplC?yment (p102).

It is important to note that this was written almost fifteen years ago, yet there is little

evidence of change in schools to acconunodate these shifts. Euvarard (1996) calls for the

formation of a new school guidance programme more relevant to the daily and future

lives of South African scholars. His research looks at the career needs of high school

pupils in the Eastern Cape and he considers the implications this has for curriculum

development as the new South Mrica moves away from the 17 education departments

created by apartheid toward one national educational system. He researched the

expressed needs of these pupils. Over 52% wanted to discuss career matters. They

showed relatively little interest in gaining more self knowledge as a means towards

making a wise choice, although some attention was given to abilities, interests, personal

suitability and priorities. The major focus was on learning about careers themselves in

greater depth and breadth, particularly those in which they had a special interest. They
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wanted to know about the availability of certain careers as well as the educational

requirements. A number seemed to have made a career choice although the quality of

their comments reflects a level of career immaturity related to coming to decisions.

Some were interested in finding out more about applying for jobs and handling job

interviews (p126).

Work experience is not the panacea for all the ills of society, but it offers the pupils the

opportunity to develop decision making skills and to try out adult roles. It also has the

broader educational justification of motivating pupils and teaching them social and career

related skills.

It would seem as if the concept of 'work' also needs to be addressed. High levels of youth

unemployment in Britain has led Watts (Miller et al, 1991) to explore the link between

work experience and a wider concept of work:

Preparation for working life presupposes that pupils will be encouraged to interpret the concept

ofwork in relation to a series ofdefinitions: these range from work seen as paid employment to

work viewed as the tasks to which human creative energies can be focussed. Work experience

helps in this process (p30).

Watts (ibid., 1991) suggests that the concept of work be extended to cover voluntary

work of various kinds: paid employment and that associated with work at home or

within the community from which no income is derived. He also suggests that the

concept of work experience should cover self-employment, and setting up small businesses

and cooperatives (pp 30-31).

Hopson and Scally (1983) differentiate between employment, as we have traditionally

known it and work as an activity; something which provides a sense of purpose and

direction, a structure for living, a personal sense of identity and self-respect, and

companions and friends. Work can influence how other people see and feel about us
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and can provide us with money if someone wants to buy what we can do. We will work

in the process of planning and implementing any of our life roles - child, homemaker,

consumer, citizen, student, employee, spouse, parent, leisure-user, friend (p7).

Although this is a comment on the broader concept of work experience, including work

shadowing, work visits and work simulations, Chapter 4 will concentrate on the

application of the narrow definition of work experience. Watts (Miller et al, 1991)

cautions, hmvever, that work experience defined in the narrow sense should be viewed

in the broader context of all the areas discussed above (p31).

If part of the function of work experience is to develop students' concepts of work, it is

impOltant that it is not seen in a vacuum, there is a need to recognise the experiences of

work the pupils may already have had. A structured programme in the curriculum,

enabling the pupils to draw on and explore their prior experiences 'will have the greatest

impact on the participants.

In conclusion reference is made to Watts (1983) who comments that:

Just as the relationships between 'work' and 'paid employment' are changing, so too are the

relationships between 'education' and 'schooling'. IncreasinglY, it has been recognised that much

learning takes place tifter the period offormal schooling, and outside education institutions.

Indeed, educational institutions are being urged to regard themselves less as alstodial institutions

for partiatlar age-groups, and more as resources which should be available to people throughout

their lives when thty want to learn things which can best be taught within such institutions.

The inc.orporation ofwork experience within and btyond the period ofcompulsor:y schooling can

pIa)! the role ofestablishing such a conception.
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2.5 Conclusion

The concepts described in this chapter serve to influence, in one way or another, the

various aspects of the work experience programme to be described in Chapter 4. The

pupils are at the appropriate age and stage, as identified by Super, to begin identifying

their career aspirations (Roe) and matching them "vith career fields (Holland). Tiedeman

provides an explanation of how these decisions are made and Crites, the framework for

the implementation of the career education group guidance lessons. A review of the

literature on work experience programmes being run in South Africa and other parts of

the world will provide valuable information for the planning and measurement of this

local programme. While, the responsibility for teaching and learning 'will be enhanced

by the life skills teaching approach adopted by the teacher. The next chapter outlines the

methodology and research design of this study.
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Chapter

3
METHODOLOGY

In Chapter 2, certain concepts were identified which have particular significance to this

research project. These include:

• the importance of developmental career guidance;

• the acquisition of skills to sustain personal and social development and lifelong

learning;

• work experience as a means of assisting the transition of pupils from school to

work and

• the relevance of all of these in the South Mrican context.

Collin (1996) explores the intimate relationship between theory and practice in the

changing field of career development and suggests that if, or when, practitioners'

'heuristic and cognitive' maps become unable to deal with their changing world, a!1d

their improvisation falters, they will need to get into 'reflective conversation' with their

clients and the situation they present. They will be able to do this more effectively if

they pay critical attention to their practice and 'theories-in-use', and if they consciously

adopt reflective practice (p77). To achieve this, Collin (ibid.) suggests that teacher

counsellors adopt the role of 'jazz players':

Jazz players improvise but are not anarchic. Th~y are disciplined, skilled, creative and

intuitive. Thry make music in relational, collaborative and non-heirarchical ways. For

counsellors to 'play jazz' would call for a significant shift in their role and its relationship

with those of researchers and theorists (p72).
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Recognising that it is critically important that the roles of researcher and practitioner are

not rigidly separated and that some practitioners are encouraged to take on the role of

researcher, Collin (ibid) identifies action research as a particularly appropriate form of

research.

The interests and experience of this researcher, who as a teacher-counsellor had

implemented a work experience programme for many years, influenced the subject and

design of this study.

3.1 Aims of this Research Project

The primary purpose of this research project was to reflect on the current Grade 11 work

experience programme and identify those aspects where change and improvement could

better enable the schoolleaver to make relevant and pertinent decisions regarding his or

her career choice. This relates to the pupils' abilities to identify the skills and

qualifications, values and personality types required or preferred in particular career

fields, and to ascertain what they already possess and what they need to develop to be

able to work in that field. The purpose of this chapter is to identify the various aims

which are associated with this research project. These specific aims are to describe,

evaluate and optimise the work experience programme described in Chapter 4

3.1.1 Describe

The initial, principal aim of this research project is to describe the process of the grade

11 work experience programme as implemented by the researcher. To facilitate the

description the programme is divided into four phases in Chapter 4. Four illustrative case

studies provided an overview of the whole process and give examples of the varied
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experiences of the pupils. The descriptive nature of this project elucidates the progress

of the programme and this may facilitate replication by other teachers.

3.1.2 Evaluate

The second aim of this project is the evaluation of the process described above. This will

be done in the light of current theory and trends and within the context of our unique

South African setting. There will be consideration on how the experiential learning

impacted on the career decision making of the pupils. Reason and Rowan (1981)

describe the basic emphasis in evaluation as:

interpreting, in each stu4Y, a variety of educational practices, participants' experiences,

institutional procedures, and management problems in ways that are recognisable and useful

to those for whom the stu4Y is made. The illuminative evaluator contributes to decision

making ly providing infonnation, comment, and anarysis designed to increase knowledge and

understanding of the programme under review (p2l9).

They (ibid.) also state the need for:

a fleXible methodology that capitalises on available resources and opportunities and draws

upon different techniques to fit the total circumstances of each stu4Y (p2 19).

3.1.3 Optimise

An enormous amount of time and energy is invested, by so many people, in the

implementation of the Grade 11 work experience programme. There is, thus, a

responsibility by the researcher to identify the most efficient and beneficial ways in which

to operate.
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3.2 Choice of Design and Method

Traditionally, research is characterised as being objective, implying that it should be

reliable, valid, generalizable and credible. Scientific research emphasises the classifying

and measuring of quantitative data. This style of research implies that an investigation

has an hypothesis, which is testable and replicable, which provides an explanation and

is generalizable. This methodology has always been applied to the natural sciences, but

its suitability for sodal enquiry is questioned. The social world is seen as having 'multiple

reality' which can be understood only through the perceptions and understandings of the

participants themselves. (Deakin University Paper, 1984: p26). This research project is

concerned with the opinions and perceptions of the pupils participating in work

experience, and so the alternative methodology of interpretive or qualitative research

proved more helpful.

It would have been possible to use more 'objective' measures in this research design. Pre

and post work experience measures of career maturity may have yielded results and

questionnaires with regard to career interest and field-specific knowledge may have been

of some value. However, such measures yield other data which is categorised or

numerical, and give very little information of the pupils' experience per se. As Hopkins

(1988) says:

as teachers we are concerned with the individual progress of students rather than the

aggregated scores from the class or the school. Our emphasiS is on varying teaching methods

to suit individual pupils in order to help them achieve to the limit of their potential (p28).

Furthermore, the researcher was interested in explicating the whole process, and such

measures would not have enabled her to do so. Thus, though the pupils did complete the

Career Development Questionnaire (CDQ) and other measures at the beginning of Grade

11 and some repeated the CDQ later in the year, this data has not been included, other
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than in the illustrative case studies, since so much influences career development that

changes in such a measure may not have reflected the impact of the work experience

itself.

Associated with the qualitative or interpretive paradigm is the approach of educational

action research. Carr and Kemmis (1986) claim that educational action research has as

its aim - transforming education. The aims of 'explanation', which is the characteristic

of the positivist view of education, and 'understanding', which is the characteristic of the

interpretive view of education, are both included in this transformative process (p 156).

3.3 Advantages of a Qualitative Approach

The editor of The School Counsellor (1995) states that qualitative research has a place in

the school counselling literature. Qualitative research is supposed to inform us

descriptively and in depth, providing rich, detailed information in the language of the

phenomena being studied. The information is to be used constructively, that is, as a

foundation to formulate ideas, develop hypotheses and generate responses based on a

better understanding of the phenomena in question.

One of the greatest advantages of the qualitative research is that it presents a flexible

approach to the interactive, participatory nature of a classroom project. It is more

responsive to the unpredictable and changing nature which is the reality of teaching

(Keeves, 1988: p514).

A further advantage of this approach is that it can provide the opportunity for the

researcher to gain an understanding of the pupils' worlds and the factors influencing their

career decision making. The researcher strives to identify the factors which impact on

pupils' thinking and behaviour in the context of career decisions (H6pkins, 1988: p28).
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Yet another advantage of this interpretive approach is that the methodology includes the

'case study' with its emphasis on the language of the participants themselves. The aim

is to understand how things are from the point of view of participants and to build a

picture of events which takes account of the multiplicity of perspectives in the situation.

The accounts of all the participants engaged in the educational programme is seen as

significant. Furthermore, the unfolding of the process over time can be described

(Reason and Rowan, 1981: pp186-189).

Gillies (1993) claims that school counsellors are increasingly being required to implement

a range of programmes in school with different foci and different target populations.

There is a growing demand for accountability flowing from two sources: the professional

responsibility many school counsellors accept for evaluating the services they provide and

the demands of the employing authority and general public at large in terms of their

perceptions of pupil needs.

To sum up the advantages of using a qualitative approach, I would like to echo the words

of Petherbridge (1996):

I have chosen to use an interpretative research method. I am interested in describing the

situations and events observed but also in seeing the experience as far as possible as it is

understood by those who were part of it. The experience itself, in my view, is unique to the

individual, who construsts it in relation to his or her personal values, culture and history.

It is not adequate, therefore for me to attempt to define the experience from observing it,

although inevitablY that will emerge from any discussion about it in rrry reconstruction of
their perception of social rea;ity. A stu4J of this sort aims to capture the indiViduality of
each's participant's experience rather than the different values of theoreticallY-controlled

variables, for which a quantitative methodology might be more appropriate. As a

consequence, I make no pretense to generalise findings from this small sample to other

situations. On the whole the methodology I have chosen has much in common with the

adventure of learningfrom experience, acknowledging the uniqueness of the meaning each of
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us accords to events (p245).

3.4 Limitations· of Qualitative Research

Keeves (1988) claims that while qu.ilitative data are rich, personal, close to the real world

and contain considerable depth of meaning, substantial difficulties arise in educational

research in the collection and use of this form of data. The first is that the collection of

the data is labour intensive and the analysis thereof is time consuming and sometimes

very difficult because the evidence has been collected without a recognisable structure.

Specifically this effects the generalizability of the findings derived from qualitative

research and with the replicability of analyses of qualitative data (p513). This researcher

became increasingly aware of both these problems as the research progressed and sought

to heed the words of Sowden and Keeves (Keeves 1988) that: it is essentialfor the researcher

to accept the responsibility ofbeing accountable, and to present clearlY a statement on analYtical

procedures employed (p514).

Another limitation of qualitative research is that all enquiry into educational questions

is, at least to some extent, value-laden. Kaplan in Keeves (1988: p514) suggests that

only way to avoid subjective relativism is to face the valuations and to introduce them as

explicitlY stated, specific and sufficientlY concretised value premises (p514).

A criticism by traditional researchers is that the methods used by qualitative researchers

lack methodological rigour and validity. This researcher is aware that the validity of

qualitative research rests on criteria such as truth and accuracy of statements, authentic

insights and prudent decisions (Kemmis in Keeves, 1988: p46) and made every effort to

meet these requirements.

Further criticism is that such research is biased because it involves the researcher in her
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own practice. (Carr and Kemmis, 1986: p192). This study is based on the responses and

perceptions of the researcher, the pupils and employers involved in the work experience

programme. In order to justify the approach chosen, attenion was paid to the criteria

suggested by Carr and Kemmis (1986) that the very purpose of critical self-reflection is

to expose self-interest and ideological distortions:

The praetioner sets out deliberatery to examine where his or her own practice is distorted by

takenfor-granted assumptions, habits, custom, precedent, coercion or ideology (ibid.: p 192).

Finally, this researcher took note of the warning of Hopkins (1980) that qualitative data

be logically organised and carefully presented for the study to make sense. Without this

organisation and presentation, any contribution might be hidden and not be apparent

to anyone including the researcher (p150).

3.5 What is Action Research?

Applied to classrooms, action research is an approach to improving education through change,

l!J7 encouraging teachers to be aware of their own practice, to be critical of that practice, and

to be prepared to change it. It is participato1J', in that it involves the teacher in his own

enquiry, and collaborative, in that it involves other people as part ofa shared enquiry. It

is research WITH rather than ON (McNiff, 1988: p4).

Mc Niff (1988: pS) claims that action research is more than just good teaching. It is

itself a vehicle for enhancing the teaching-learning situation. It encourages teachers to

become aware and critical in their thinking, to use this self-critical awareness to develop

theories and rationales for improved and changed practice, and to give reasoned

justification for their public claims to professional knowledge.

KOO Lewin, who coined the phrase, 'action research' in about 1944, described the process

in terms of planning, fact finding and execution. Although Lewin's early work was
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concerned vvith changes in attitude and conduct in areas of social concern, his ideas were

carried into education. Educational action research flourished in the United Kingdom

from 1973-1976 when the Ford Teaching Project (Hopkins, 1988: p2), under the

direction of Elliot and Adelman, involved teachers in collaborative action research in their

own practices. John Eillot has continued to develop action research theory and practice,

and interest in action research is grovving in developed and developing countries around

the world (Elliott, 1991).

Action research enables school counsellors to use a variety of methods to evaluate the

diversity of counselling programmes. It enables them to make decisions about the

development, improvement and continuation of specific programmes in schools. The

emphasis in action research is to provide information that has an impact on the school

community leading to change. Carr and Kemmis (1986) state:

The action researcher sets out to improve particular practices, understandings and situations

by acting in a deliberate and considered way in which understandings and values are

consdous!y expressed in praxis. Moreover, by observing the action taken and the consequences

of the action, the action researcher deliberatelY arranges things so that these understandings

and commitments can be critically examined (pI92).

Mc Niff (1988: p2) claims there are two perspectives to educational action research: the

first describes the outcome when a teacher decides to intervene in her own practice and

the second attempts to identify the criteria of these activities. In this sense the term

action research is a term used to describe methods and techniques.

Action research has been criticised by some writers. The subjective nature of the

endeavour must be taken into account. Another limitation of action research, suggested

by Hopkins (1988) is that it can be prescriptive. He suggests that the tight specification

of process and the steps and cycles may inhibit the independent action of teachers (p40).

A further concern of Hopkins (ibid.) is that action research may impinge on valuable
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teaching time and is unethical (p41).

Kemmis (1988) defines action research as:

afoml ofselfriflective enquiry undertaken by participants in social (including educational)

situations in order to improve the rationali!:y and justice of (a) their own social or

educational practices, (b) their understanding of these practices, and (c) the situations in

which these practices are carried out. It is most rationally empowering when undertaken by

individuals, and sometimes in cooperation with 'outsiders' (p42).

Three important aspects of action research are identified by this definition.

Firstly, that it is concerned with the improvement of educational practice.

Davidoff and van den Berg (1990) claim that:

Action research is a wtry of trying out ideas in action, understanding these actions, and then

attempting to make some improvements or changes in the classroom or school setting. It is

a way of taking a systematic, close, critical look at the way in which we teach, with a view

to changing it so that the classroom experience becomes a more meaningful onefor all those

involved (p28).

Secondly, action research is about individuals concerned about their own practice and

who are actively involved in all aspects of the research process. Hence action research has

an important role to play in one's professional development as an educational

practitioner.

According to Mc Niff (1988):

Action research goes further than good teaching. It is being aware and critical of that

teaching, and using this self critical awareness to be open to a process of change and

improvement ofpractice. It encourages teachers to become adventurous and critical in their

th inking, to develop theories and rationales for their practice and to give reasoned

justifications for their public claims to profeSSional knowledge. It is the systematic enquiry
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made public which distinguishes the enquiry as research (pp5-6).

The third aspect identified by Kemmis (1988) relates to the methodology, in that action

research is about actions and reflections on the consequences of· those actions for

educational practice. According to Elliott (1991) it is:

a process in which ideas are tested and developed in action. Its focus is on the process rather

than the product of learning. It is directed towards activating, engaging, challenging and

stretching the natural powers of the human mind (pI 0).

Running through these definitions and descriptions are some key criteria which need to

be satisfied in order that a particular study might qualify as educational action research.

These criteria relate to:

• the objectives of the research

• who is responsible for the research

• the research methodology and

• how the research will be reported.

Each of these criteria is explored below as they relate to the study described in this

dissertation.

3.6 The Objectives of the Research

The objectives include aims to improve action within one's own practice. These may be

achieved through improvement in understanding of both process and situation.

According to Elliot (1991) the primary objective of action research, is:

the stutfy of a social situation with a view to improving the quality of the action within it

(p49).
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Based on the Kemmis definition, on page 81 in this chapter, the objectives of the

researcher, as a teacher, in this research project are to improve:

• her own educational practices

• her understanding of these practices

• the situations in which these practices are carried out.

as they are related to the Grade 11 career education programme. The experiential nature

of this section of the career deciding process seemed to the researcher to have great

potential, but was she using it to it's full advantage? To bring about meaningful change

required consideration of many sources: the theory on developmental psychology;

literature on work experience both from around the world and from South Mrica;

literature on life skills development and feedback from pupils and employers.

3.7 Who is Responsible for the Research ?

Practice (of career counsellors) is improvisatory, and is refined by frameworks provided by

theory, critical thinking and 'reflective practice'. However, theories are often tar4J or

irrelevant, and practitioners also need to be able to carry out their own research, including

action research (Collin, 1996: p67).

Hopkins (1988: pp23-30) discusses two themes that justify the concept of teacher-based

research: the first is to do vvith the inappropriateness of the traditional research paradigm

for helping· teachers improve their teaching and the second. ,vith the nature of

professionalism in teachers. He claims that the experimental process is liberating

because it encourages independence of thought and argument on the part of the pupil,

and experimentation and the use of judgement on the part of the teacher. This attitude

encourages not only new pedagogic roles for the teacher, but implies' a different way of
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viewing knowledge. In this situation, no longer is knowledge given or absolute. The

teacher treats it hypothetically and the pupils enhance their own authority through its

use.

Davidoff and van den Berg (1990) make the claim that:

Many of the things we teach our students - attitudes, values, knowledge, skills - are 'hidden'

because we are so used to working that way that we don't even realize the consequences of

what we are dOing. As we become more reflective of ourselves as teachers, we should become

more aware of the values which we are communicating to our students every day (p7).

Jamieson (Miller et aI, 1991: pp274-280) comments on the increasing trend of self

evaluation by teachers particularly, teacher- researchers involved in action research. He

claims that the traditional evaluation compared intentions of the work experience with

the outcomes, but self-evaluation relies on performance indicators which highlight the

process of work experience - that is, indicators which show whether the appropriate

processes have been transacted at various stages - and that this is particularly valuable in

activities like work experience, where immediate outcomes are difficult to observe and

evaluate.

Educational action research involves the teacher in her own enquiry by encouraging her

to be aware of her practice, to be critical of it and to be prepared to change that practice.

As the practitioner the writer was involved in all stages of the research process, from the

research questions, through data collection, to the final reflection leading to the reactions.

She was guided by a supervisor and assisted by an observer in some aspects of the

research.

3.8 The Research Methodology
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The method of action research is elegant. It involves a self- reflective spiral of planning,

acting, observing, reflecting and replanning. It requires teachers to be acute[y aware of a

sense of process, and to refine their perceptions to accountfor that process. Far from being

ad hoc and woollY, action research raises to a conscious level much of what is already being

done by good teachers on an intuitive level. It enables teachers to identify and to come to

grips lNith their practice in a humane wC9l which is at once supportive and critical (McNiff,

1988: p7).

This excerpt from McNiff proved to be very important in guiding the approach to the

research. The first point made by McNiff relates to the 'self-reflective spiral'. Keeves

(1988) notes that:

"What distinguishes action research is its method, rather than particular research techniques.

The method is based on the notion ofa spiral ofself-reflection. It is essentially participatory

in the sense that it involves participants in reflection on practices (p46) .

The process is a spiral because each phase leads on to the next, drawing from a former

phase and influencing the next. It is thus an ongoing rather than a static process. The

self-reflective nature of action research means that perceptions, thoughts and discussions

which were previously at a subconscious level are brought to consciousness, and the

researcher thinks through far more carefully what she may previously have acted on

intuitively.
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The stages of the spiral include the following:

PLAN

• The 'plan' stage involving problem

analysis, how to enhance the career

decision making skills of the school

leaver.

Y
~ eJEVlSED

. r- PLAN
m
n
-i

O~~b

•

•

The 'act' stage involved the

implementation of the Grade 11

work experience programme.

The 'observe' stage in which there

was an evaluation of the programme

which led to a critical reflection of

the results of the evaluation. The

elicited from pupils, parents,

employers and teachers.

questionnaires, interviews, report

backs, evaluations and a selection of

lessons on video. Comment wasFigure 8 The Action Research Cycle
(Miller et aI, 1991: p279)

data collected included

• The last 'reflective' stage which should also ideally identify new problems and in

turn generate the next cycle of plan, act, observe and reflect. Davidoff and van den

Berg (1990) state that:
Reflection involves looking back criticallY at what has happened in your classroom

activity to see what it can teach you about future action. It means trying to

understand what has taken place in the light of whatyou had planned (p45).
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In this case the following annual programme was implemented with conscious change for

improvement.

3.8.1 The Participants

The participants include especially the teacher/researcher and the pupils. Of the

teacher/researcher McNiff (1988) noted that an attitude of being more aware of practice

in a way that is both sympathetic and critical, is necessary.

It liberates teachers from their prejudices and allows their instincts to blossom. The elegance

of action research is that it possesses within itself the ability to incorporate previous

approaches, simpry because its focus rests on the enquirer rather than his methodology. It

is primarily his insights and understandings that are movedforward by his own involvement

in his enquiry (p7).

Evaluation of the above shows that much depends on the teacher's ability to reflect, gain

insight, incorporate aspects which have succeeded in the past, and to adapt approaches.

The pupils are of primary importance in educational action research and here Elliott's

(1991) comment is relevant:

It is process rather than product data which forms the basis ofevaluations of teaching. And

a major source of that data will be the students themselves: their accounts of the respects in

which teaching enables or constrains the development of their powers in relation to the things

which matter (p 10).

For the researcher this was a very important. Pupil opinion is indeed a powerful and

relevant resource. It is not only essential to the research at hand, but to elicit it and act

on it enhances the relationship between the teacher and pupils. Pupils need to regard
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themselves as active partners in their education and this is a way to increase their

responsibility. As the action research cycle gives more responsibility and power to the

teacher so the teacher can empower the pupils by involving them in research on them.

Work experience confronts the learner with a large-scale problem-solving activiry. The

problem is to find the wC97 through an unfamiliar sodal maze and to discover how the learner

relates to it. As with the research process, the pupils engage in personal reflection to

understand their relationship to the world and to deliberate about or reconstruct their values

in relation to elleryday situations, which constantly demand their judgements and their action

Petherbridge (1996: p250).

The parents and the employers of the pupils are also directly or indirectly effected by

their decisions. The relationship between the school and the home is in reciprocal

balance and the programme of work experience, which relates directly to career choice

is perhaps one of the greatest areas in which parents do become involved in their child's

choice. Employers, too are involved and effected by this project. As McNiff (1988)

explains:

The action of action research, whether on a small or large scale, implies change in people's

lives, and therefore in the system in which they live (p3).

3.8.2 The Programme

The scheduled timetable for the Grade 11 career guidance is a 45 minute period once

every second six-day cycle. During that time the work experience programme, consisting

of a preparation and briefing phase, the implementation and debriefing, was implemented.

These phases are described in detail in Chapter 4. The project described in this

dissertation took place over a period of eight months and was implemented between

January and August. The time frame of the programme is deatiled at the beginning of

Chapter 4.

88



Two research questions evolved from consideration of the Grade 11 work experience

described above, one on a macro and the other on a micro level.

The first and more general research question is:

How relevant is the Grade 11 Career Guidance programme as a whole?

• is the material appropriate to their level of development ?

• does it prepare the pupils to make the transition from school to work?

The second, more targeted question, focuses specifically on the work experience within

that programme:

How relevant is the work experience programme to the development of the pupils'

career decision making skills ?

This is a time intensive programme. It is important to consider if this practical

experience better prepares the pupils to be able to able to project themselves into the

working world and so make more realistic career decisions.

3.8.3 Collecting the Data

According to Watts, (1983) the collected data related to work experience can be divided

into two sections:

The first is 'objective' data, using either behavioural measures, or measures of attitudes,

knowledge etc., which were administered without reference to work experience and on!J7

subsequent!J7 ana!J7sed according to whether or not the individuals concerned had participated

in work experience schemes. TIle second category comprises 'subjective' data, based on direct

questions about participation in the programme (p84).
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The objective data collected includes the Career Development Questionnaires

administered to all the pupils at the beginning of the year, and again to some pupils after

their work experience. This information will only be used in the four illustrated case

studies presented in Phase 4 of Chapter 4. The balance of the data collected will fall into

the second category 'subjective data'.

Because there are no fixed rules regarding the methods employed in action research, the

factor determining the particular methods used in any study appears to be the type of

research questions being investigated. Mc Niff (1988) states there are two different,

though related, perspectives to be considered;

which techniques are available for classroom data collection

ii which techniques are appropriate for which reason (p76).

In answer to (i) above Mc Niff (1988) explains that techniques available for classroom

data collection fall into three broad categories:

• Paper and Pen methods; which include questionnaires,

• 'Live' methods; which include interviews and discussions, and

• Ostensive methods (pp76-80).

Referring to (ii) above, and the research questions generated, data was collected by the

Pen and Paper and Live methods. Included in the former category were personal field

notes, questionnaires, and the structured measures of the CDQ and the Hopson and

Scally Work Shuffle. While the Live methods included interviews and lesson

observations. No ostensive methods were employed.
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3.8.3.1 Pen and Paper Methods

o Personal Field Notes

During the course of phases 1,2 and 3, personal field notes kept by the researcher reflect

the ongoing process of the lessons, the general impressions of events and the specific

issues that arose. The pupils were aware of the role of the teacher as researcher. Keeping

a diary is a relatively simple technique and is a good memory aide but it does require

practice and can be subjective. (Hopkins, 1995: pp58-61)

o Questionnaires

Mc Niff (1988) claims that questionnaires are:

notoriouslY diffial1t to create in order to get the information desired, ... EnqUiries conducted

in an action research mode are usualry to do with values and it is very diffiatlt to capture

nuances of opinion associated with questions of value through the precise formulation of

questionnaires (p78).

Questionnaires provide a quick, simple way of obtaining rich information from pupils.

Questions ranged from fairly structured questions to more open-ended questions in an

effort to gain as wide a variety of responses as possible. The questionnaires were

formulated by the researcher and the supervisor in consultation with one another. In this

project, two sets of questionnaires were used: the first set were used by the pupils during

and after work experience, the one to acquire career related information from their place

of work and the second to capture their evaluation of the work experience; and the

second set of questionnaires was aimed at the employers and their opinion of the pupil

and the exercise. The questionnaires provided a more formal way of consulting with the

pupils and the employers and the information gained was used to guide and feed into the
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following set of activities.

As the research design reflected the principles of 'share, describe and reflect' and the

attitude was to work vvith and for the pupils rather than on them, the researcher needed

to gain some idea of the pupils' opinions of the process. Flanagan et al (1984) point out

that, because educational action research is social action, the participatory element of

action research extends beyond individual participation in the process to collaborative

involvement. They claim:

It requires a spedal kind ofcommunication, which recognises distinctive points of view, and

engages them in practical and political deliberation about practice (with a corresponding

political consdousness (p10).

emphasising the importance attached to the subjective experiences of all the people in the

research experience.

o Structured Measures

The Career Development Questionnaire

This was used only in the illustrated case studies of Phase 4. The Career Development

Questionnaire was developed by Langley (1992) as a means of integrating the existing

theories of Crites (1978), Super (1984) and Westbrook et al to determine the readiness

of adolescents to make decisions on their careers. The test is based on the developmental

approach - the domain of the theorists Super and Tiedemen. The five dimensions that

the test covers are summarised by Langley (1992) as follows:

• obtaining information by the person on himself and converting the information

to self-knowledge.

• acquiring decision-making skills and applying them in effective decision making.

• gathering career information and converting it into knowledge of the occupational

world.
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•
•

integration of self-knowledge and knowledge of the occupational world.

implementation of knowledge in career (p3) .

The CDQ identifies. for the users where they are in their career 'growing up' process. The

questionnaire consists of a 100 true-false inventory of items covering five career

development fields each of which is related to one or more career development tasks

which have to be mastered during different stages in a person's life.

The five career development fields are:

• Self-information;

• Decision-making;

• Career information;

• Matching of self-information with career information;

• Career planning

The inventory was standardized by Langley, (1992) for use on all population groups in

South Africa through administration to White, Asian, and Black Grade 10 and 12 pupils

as well as first year university students.

Reliability

The reliability coefficient measures that characteristic of a measuring instrument

that makes it possible to obtain the same result if it were administ~red repeatedly

to the same person. Langley (1990) reports that the reliability coefficients of the

scales for the three groups are satisfactory if they are used for guidance purposes.

Validity

The term validity refers to the extent to which an instrument measures that which

it is supposed to measure. The degree of validity which a measuring instrument

has, is of particular importance in the practical use that is made of it. Langley
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reports that only the content validity of the CDQ was addressed by examining:

• the items for face validity

• the wording of the items

• the item scale correlations

Hopson and Scally Work Shuffle

The Work Shuffle is a programme designed to help to broaden the concept of work for

young people. It helps the pupils clarify what is important for them and relate that to

their ideas about work. It considers the options for finding expression for these values

either through a job, or in activities outside of a job.

The Values Card Sort is an exercise that involves each pupil individually, with his or own

set of cards and the task of sorting 100 cards under 5 headings ranging from 'Very

Important' to 'Not Important'.

3.8.3.2 Live Methods

o ' Interviews

These are extremely valuable sources of data, but very time consuming. Thry are crucial in the

validation of the resean-ner's claim that an improvement has taken place (McNiff, 1988: p79).

The interviews used in this dissertation include: personal interviews with certain pupils

and a record of infonnal teacher-parent interviews.
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o Lesson Observation by Others

In the planning stage of the preparation lessons, it was decided that two observers would

be present at all four of the preparation-for-work-experience lessons. A trial run in March

revealed how much was involved in terms of pre-discussion, obsexvation of the process

and post discussion.

There was obsexvation of one lesson, to two separate classes in April - this was a lesson

on identifying work values, using the Hopson and Scally Work Shuffle. However

physical problems arose as a result of the two observers working in Pietermaritzburg and

Balgowan, and timetable restrictions. Although it is recognised that the scheme is

inclusive of the preparation, the implementation and the debriefing stages, a discussion

by the researcher and the observers on the emphasis of the research identified the work

experience itself as the main focus and the lesson observation was discontinued.

This decision to abort the 'observation by others' part of the programme was a valuable

part of the researcher's research training because it implemented the pragmatic difficulties

of implementing the action research cycle. At face value, the term 'observation' seems

easy to implement. However in reality this was not found to be so.

In Chapter 4, observer's comments on the Work Shuffle exercise are included, but the

use of the other observers was abandoned due to the physical difficulty related to the

location of the school and the time it would have taken to train and include other

members of staff as observers (particularly bearing in mind the vagaries of the timetable

and their full teaching schedules).

It was thus decided that the method of 'participant observation' should be followed.

Jorgenson (1989) addresses issues related to participant observation and gives the
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following two advantages of this methodology:

1 it provides direct experiential and observational access to the insiders' world of meaning

(p 15). In other words, it provides access to the thoughts and decisions of the

participant, rooted in the day to day realities of experience; and

ii since the researcher is a participant, he or she will not be intrusive as an 'outsider'

and the resultant concepts, generalizations and interpretations.... are useful for making

practical dedsions (ibid.: pI6).

3.8.4 Case Studies

Jorgenson (1989) claims that case studies .,. attempt to describe comprehensivelY and

exhaustivelY a phenomenon. Keeves (1988) explains the strong association between action

research and the case study. He says that the case studies produce ordered reports of

experience which offer evidence to which judgement can appeal. This then provides an

understanding of educational action sought by action researchers (p50). Of particular

relevance to this research, is Rowan's (Reason and Rowan, 1981) support of the case

study in conjunction with participant observation and the holistic approach. His opinion

is that this combination constitutes a logic which is most suitable for the study of whole

human situations in their natural contexts (p189). However, there is a need to take note

of the warning by Hopkins (1988) that there are two disadvantages of case study and

they are both related to time: it is time consuming in its preparation and there is a

considerable time lapse before any feedback is available (p8I).

According to Keeves (1988), the conduct of case studies falls naturally into four phases:

selecting cases and negotiating access, fieldwork, the organization of records and the

writing of a report (p50). In this study, the pupils' selection was not strictly random.

However, two girls and two boys were chosen from two 'middle' of the six ranked classes.
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documentation, observation and test results which is discussed in 3.8.3. above. Keeves

(ibid.) comments on the participant observer role of the teacher-researcher in educational

case studies warning of the problem of becoming too involved in the process. However,

Rowan (Reason and Rowan, 1981) claims the role: exhibits the most respectfor human dignity

and freedom because it enables a person to work with, not on, his case, to treat him (or them) as

fellow human beings rather than things (p189). Two strategies for record keeping are

progressive reduction of the records and indexing. Presentation of the case study can be

through narrative, portrayal, vignette or analysis. The choice of the researcher in this

study will reflect more of the vignette style than any of the others.

Hopkins (1980) makes special reference to educational case studies and ethical

considerations. In order to assure that the rights ofhuman subjects are protected, the researcher

should be certain that any risk to an individual is outweighed by potential benefits to that person

(p 149). Not only do moral and ethical restraints bear on this question of risk, but

schools also provide frameworks within which to work. The researcher continued to

remind herself of her responsibilities in this regard throughout the research project.

3.9 How the Research Will Be Reported

If, as McNiff (1988) claims, It is the systematic enquiry made public which distinguishes the

enquiry as research (p6), then the reporting on the research is of paramount importance.

The aim of Chapter 4 is to describe and analyse the data gathered in the course of this

study.

To summarise both parent occupations and the 'occupations' chosen by the pupils,

various graphs have been used. The graph reflects occupations ranked on a nine point

scale based on South Africa's Population Census figures (van der Merwe, 1993: p50).

The first graph, at the beginning of the Chapter 4, gives an indication of the socio-
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The first graph, at the beginning of the Chapter 4, gives an indication of the socio

economic level of the respondents as reflected by the parents' occupations. The second

graph, using the same criteria and found in Phase 3 of Chapter 4, is a reflection of the

pupils' placements. Since the reflections of the researcher as participant-observer are

important in the process of action research, these are included in each phase. Various

comments made by the researcher in the logbook entries are used to illustrate aspects to

be reported.

Questionnaires and interview responses from pupils and employers are grouped in ways

to lead us to some coherence and to illustrate points made.

The researcher became aware that she was practising the self reflective spiral of planning,

acting, observing, reflecting and replanning, - her evaluation report of the programme to

the Principal each year was proof of that - but, was she working on an intuitive rather

than a conscious level? Ebbutt (Burgess, 1985) has further demands that qualify action

research:

If action research is to be considered legitimately as research, then participants in it must,

it seems to me, be prepared to produce written reports of their activities. Moreover these

reports ought to be availablefor somefonn of publiC critique (pIS?).

This dissertation is thus a response to the above and, follOwing its examination, the

researcher would like to publish the results of this project.

98



Chapter

4

4.1 Introduction

DATA ANALYSIS

The action cycle of action research is an on-going process. It is in the very nature of

action research to repeat the spiral of action and reflection over again, always refining and

amending activities in the classroom. The difference between what is done as a part of

teaching, and research, is that when doing research the researcher makes explicit what

might be done intuitively in other circumstances.

This chapter describes how the work experience came about and how it was conducted.

The researcher documents how and when the data for the study was collected, and

interprets it holistically within the framework of an action research design as described

in chapter three. Impressions gained throughout the study are recorded and the data is

interpreted at each stage. Simultaneously, an analysis of the issues central to the research

questions is attempted.

Demographic Data

The subjects in this study are158 Grade 11 pupils, 104 girls and 54 boys, from a multi

cultural, co-educational high school.
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The occupations of their parents are classified on a nine point occupational scale (figure

9). This scale is one used by the Department of Labour (van der Merwe in de Haas,

1991) and it gives an indication of the soda-economic level of the respondents by

considering their parents' occupations. The graph shows that the parents are in the

middle to upper socioeconomic group. The sample thus \'vill not be representative of the

population. It also shows that the majority are employed in the upper four categories,

with the exception of those 'not economically active'. It is worth noting that 90% of that

categOlY are housewives, and the other 10% are pensioners.

FIGURE 9 Occupational Classification of the Parents of the Subjects of the Study

OCClJPATIONAI" CLASSIFICATION OF PARJ;NTS

o 5 10 15 20 25 30 35 40 45 50
NUMBER OF PARENT RESPONSESS

Not economically active I productive

Uiiskilied prooUctioii &MaiiUal Workers

Semi-skilled production & Manual Workers

Routine Clerical &Admin, Services &Sales

Artisan & Skilled Worker with Trade Quaiiiication

Spouse

~.'<'
~
Breadwinner•

Lower grade admin, Tech'l &Cleric'l with Itd superv'y &admin responsibility ~r,~~,.~::""~;;;

Zo

~
::J
U
g

Top Professional, Executive, Admin &Technical

Proiessional,Admin and Managerial Workers

Aims of this work experience programme

Consideration of the literature on \vork experience (Chapter 2) shmvs that the

programme to be described has the follovving aims: maturational; investigative; expansive;

sampling; and anticipatory (Miller et al, 1991: p22). Work experience can offer

opportunities both for concrete ex..-perience and for active experimentation, but its
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learning potential will only be harnessed if it is integrated into a curriculum frame which

also provides opportunities for reflective observation and abstract conceptualization, and

for maintaining the momentum of the cycle.

The work-experience offered in this research project is presented as an integrated

programme which includes the phases of: preparation and briefing; the experience; and

debriefing and follow-up. The dominant curricular frame is careers education with the

associated aims of expansive, sampling and anticipatory. A second curricular frame, of almost

as much importance, is that of personal and social education and here the related aim is

maturational. A third, but less significant curricular frame is that of the world-of-work

whose aim is investigative.

The format

The research project was divided into four interlinked phases and implemented over an

eight month period It was most intense over May and June, when most of the work was

done.

Time frame:

-- January 28

January 28

April 9

May 7- 21

May 21- June 5

June 06 -20

June 21-28

June 28 &29

June 30 - July 1

June 30 - July 1

the initial CDQ test

the first work placement choice

work experience letters sent home

work experience preparation lesson 1

work experience preparation lesson 2

work experience preparation lesson 3

work experience preparation lesson 4

the work experience placement

pupils' initial feedback and evaluation of the programme

employers' evaluation of pupils and programme
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July 25 - August 31

August 15

debriefing lessons

the second CDQ test

The four phases are:

Phase 1 Preparation for work experience

Phase 2 The work experience exercise

Phase 3 Post work experience programme

Phase 4 Illustrative case studies
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The cycles encompassed in each of these phases is shown diagrammatically on the data

analysis flow chart which follows:

DATA ANALYSIS
PROCESS

PHASE

The Lesson

PHASE 2
The Work
Experience

PHASE 3
Post Work

Experience Lesson

PHASE 4
Illustrative

Case Studies

The General Plan The General Plan The General Plan Case Study 1

formatti~ the formatti~ the formatti~ the
general i ea 'general i ea general i ea Case Study 2
doing doing doing .
reconnaissance reconnaissance reconnaissance

n~otiation with negotiation with negotiation with
Case Study 3relevant parties relevant parties relevant parties

assess~ assess~ assess~
physi resources physi resources physi resources

sense of time sense of time sense of time Case Study 4
plannidihow to planni~ how to planni~ how to
gather ta gather ata gather ata

Implementation Implementation Implementation

taking the taking the taking the
general plan general plan general plan

designing designing designi.ng
the action the action the action

putting the putting the putting the
plan into action plan into action plan into action

ObseIVation ObseIVation ObseIVation

gatherin§ gatherin§ gatherin§mforma on lhforma on mforma on

using the using the using the
observation observation observation

actively actively actively
understanding understanding understanding

Reflection

sorting out
mearung of data

,evaluating the
consequences

usinj( evaluation
to pfan new cycle

Reflection

sorting out
meanmg of data

evaluating the
consequences

usinj( evaluation
"to pfan new cycle

Reflection

sorting out
meanmg of data

evaluating the
consequences

usinj( evaluation
to pfan new cycle
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4.2 Phase 1 - Preparation for Work Experience

4.2.1 Stage 1: The General plan

Wo~k experience has been a part of the Grade 11 career guidance programme at Hillcrest

High School for many years. It had initially been timetabled into the post- examination

activities of the second tenn and was arranged rather tentatively at first because of the

involvement of so many outside parties. However, the response from the parents and

the employers was supportive and encouraging and there was more and more evidence

that the pupils found the exercise stimulating and infonnative. Thus over the years the

programme has become finnly entrenched as a school exercise.

As part of the careers education programme, the original aims had been to broaden the

range of occupations that the pupils were prepared to consider as career options, to test

their career preference before committing themselves to it, and to expose the pupils to

the work environment so as to ease the transition from school to work. It became

increasingly evident, however, that the experience had the added benefit of facilitating

the pupils' personal and social development.

The new developments in education, in the country and in employment trends posed the

question of the relevance of this work-experience scheme and its related aims. Hence the

decision to study the work experience programme in greater depth.

4.2.1.1 Doing Reconnaissance

The village of Hillcrest boasts many employment opportunities. Building societies, banks,

garages, primary and high schools, a hospital and many outlets for the servicing of the

needs of the local residents are available to provide work experience for the pupils. Two
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industrial areas are relatively close - Hammarsdale supports heavy industry while

Westmead houses light and small industries. In addition, there are healthy agricultural

and equine communities surrounding the village.

Since work experience had been an element of the Grade 11 programme for 6 years, the

researcher was aware of the support the community. A number of companies and

business ventures had provided places in previous years and had given positive feedback.

In certain types of work there was no problem in finding places. However, there would

be a need to investigate new placements. Enlisting the assistance of the pupils' parents

would certainly lessen the load and widen the contacts.

4.2.1.2 Negotiating with Relevant Parties

The major parties who would need to be consulted before this project could be launched

were the Governing Body and the Management of the school, the pupils and their

parents, and the potential employers.

School Governance and Management: Negotiating with these school bodies is

primary to the process. There is an element of risk in that the pupils, who are in fact

representing the school could let everyone down by doing something wrong. There is also

the question of the school insurance covering the pupils because they are, in fact, on a

school exercise. It is important, then, to secure the support of governance and

management by informing them of all that will happen and convincing them of the

educational value of the exercise.

Pupils: Pupils are the most important people in this negotiating process. If their interest

has not been stirred and their commitment not gained, this work experience programme

would be of little value. It is important for them to feel part of the process from the
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outset.

Parents: Parents generally appreciate anything that is done to assist their children in

the career decision making process. They are essential cogs in the wheel and need to be

well briefed so that they are in a position to provide maximum support at the time of the

project. Besides being responsible for the transport to and from the place of work, and

as already mentioned these parents were asked to help secure work experience placements

for their children.

The employers: The Hillcrest community is large enough to provide a wide variety of

employment, but small enough to enable many of the employers, teachers, pupils and

parents to know each other. Indeed many of the local employers were, are or will be

parents of Hillcrest High School pupils, and some were even pupils of the school

themselves. This personal involvement together with the participation of the local

Rotary and Lions Clubs, has led to a positive and constructive interest in the work

experience programme.

4.2.1.3 Assessing Physical Resources

Work experience placements: The first and most important physical resource that is

required is approximately 160 specific placements. Every effort is made to secure the

pupil's first choice of placement. If for some reason this is not possible the second option

must be pursued. Initial contact is made with potential employers by phone and, if

agreement is reached, the telephone conversation is confirmed by letter or telefax.

Secretarial services: There is much communication V\ith the employers and parents and

this is by telephone, telefax and letter. Of necessity there must be access to a telephone,

a telefax machine, and computer.
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Documentation: Another important physical resource is the documentation.

A series of letters to the employers include:

confirmation of the initial telephone contact, an introduction of the pupil and an

explanation of aims of the programme and expectations of the employer;

an employer evaluation of the pupil and the programme;

a letter of thanks.

Documentation for the pupils includes:

work sheets - a useful way to capture and keep job related information;

instruction sheets - a list of and DOs and DON'Ts, and tips for the new worker;

an evaluation sheet.

The above documents can be found in Appendixes Band C

Time: The most valuable and elusive resource in organising a work experience

programme is time. Speak to people involved with, or consult articles on, work

experience and without exception there will be mention of how time-consuming the

organisation can be. Put that together with a full teaching load and it becomes a very

busy term in the school year. There is no additional help available in schools so the

school secretary and the teacher co-ordinator handle all the calls from the employers who

are only available during working hours. Planning ahead allows for more time after the

reply slips are returned and the employers are contacted.

4.2.1.4 Working Within A Specified Time

The tension between the educational value of work experience and disruption of the

formal teaching routine, leads to this programme being timetabled to run in the last week

of the second term, after teaching and the examinations for the term have been
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completed. The Guidance lessons of the preceding 12 weeks of the term are used for the

preparation of the pupils. The beginning of the term signals the initial correspondence

being sent home for penlsal by parents and pupils (Appendix A). This letter informs

parents and pupils of the work experience plan and asks for their commitment and

assistance. On return of the reply slips, approximately 2 - 3 weeks later, contact is made

with potential employers. While the placements are being secured, the pupils are

prepared for work experience in general and their placement in particular. The school's

timetable formally allocates one period per class, every second 6 day cycle for Guidance,

and the responsibility for the good use of this time falls to the teacher counsellor, in this

case, the researcher. The lessons of the second term are scheduled to enlighten the pupils

about the world of work, increase their self knowledge and to broaden the perspective of

their career options. There is also time allocated to assist pupils individually in making

a choice.

4.2.1.5 Planning How to Gather Data

The data to be gathered at this stage includes the return slips from the pupils indicating

their preferred choice of placement and the information from the employers confirming

these placements. Further data that has a bearing on this research project is the self

information the pupils gather about themselves in the preparation lessons and the daily

entries in the log book of the researcher.

4.2.2

4.2.2.1

Stage 2: Implementation

Designing the Action to Test the General Plan

The main intention in designing this plan is to ensure that the work experience is a

genuinely educational experience for each pupil. It is intended that pupils should have
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the opportunity of broadening, not limiting, their experience. Proper preparation for and

follow-up of work experience is required of pupils and employers so that the most is made

of the opportunity. The preparation plan includes 5 steps:

Step I Preparing Documentation

o For the parents

Informing and motivating the parents is the intent of the first letter sent home.

The reply slip from them will register the pupil's two choices, whether the parents

have been able to secure a contact, and their signature ensuring their consent. For

the parents 'securing a placement' means making the initial contact with the place

of emploYment, ensuring whether it is the 'correct' place and if the employers

would be prepared to take part in the exercise.

o For the employers

In response to the return of the reply slip from the parents, a telephone call is

made to the employer confirming the parents' request or alternatively, requesting

a placement.

The second letter is sent to the employers as a follow up to that telephone call.

This letter confirms the dates, the times and the name of the pupil, and explains

the aims of the work experience programme. Included with the letter is an

information sheet which the employer has to return for use by the pupil. It asks

for information such as the expected time of arrival and departure, the clothes to

be worn, the name of the person to whom the pupil should report and the physical

street address where the premises are situated. An evaluation sheet is presented

to the employer by the pupil on his or her arrival at the place of work.
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o For the pupils

The first document that the pupils have to prepare them for the work experience

is a TIPS sheet, a list of Do's and Don'ts for the pupil preparing to enter the

working world. The second is a worksheet containing questions that will help the

pupils identify the relevant facts about the job and the third is a letter from the

employer detailing the time and place of arrival and to whom the pupil should

report. On their return to school the pupils are asked to complete an evaluation

form.

o For the insurance company

A letter to the group insurers detailing the pupils taking part and the dates of the

exercise will ensure coverage in case of accident. Special coverage is organised by
. ,

the insurers for this particular programme for these particular dates.

. (Copies of all of this documentation can be found in the Appendixes A, B and C)

Step 2 Preparing the Pupils

Preparation for work experience should begin with the assumption that, for many pupils,

this will be the first real exposure to the working world - a world in which there are many

new rules and expectations, a world that will open their eyes to new realities. Being

unprepared could set a tone for later misconceptions. In the lessons preceding the work

experience special attention should be given to:

• the world of work and career decision making skills

• discussion about the aims of work experience and the expectations of employers;

• clarification of the reports to be kept by pupils during the visit, and

• an explanation of the aims and content of employers' reports on the pupils.
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The Lessons

The four lessons preceding the work experience are spread over eight weeks, almost four

weeks after the initial letter informing the parents of the intended work experience

exercise. By this time a fair number of pupils would have made a placement choice.

These are usually based on 'what they always wanted to do' or parental suggestions. A

smaller number of pupils are unable or unwilling to mak.e a choice. These lessons are

designed to broaden the pupils' perspective of the world of work and the approaches to

choosing a career. Stress is laid equally on gaining self-knowledge and knowledge of the

world of work and considering personal styles of decision making.

Lesson I

The aim of this lesson is to help pupils identify what is important to them about work.

The Hopson and Scally Work Shuffle is a teaching programme designed to broaden the

concept of work for young people. They argue that the primary assumption of 'work'

being SYnonYmous with a job, needs to be challenged as we approach the Post-Industrial

Era. They categorise work as follows:

LIKE DISLIKE

PAID

UNPAID

The Work Shuffle card sort is designed to help pupils determine what their work values

are, and to maximise their chances of satisfying them through the complete panorama of

life roles and not simply through the role of paid employee. It consists of packs of forty

cards, thirty five of them describing some aspect of work which someone might value.

These are known as work values. Two examples follow:
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ARTISTIC

You enjoy work involving drawing

designing, making music, making

models, etc.

LEARNING

It is important for you to learn new

things

This is a lesson that involves each pupil, individually. There is no interaction among the

members of the class. Each pupil identifies for him- or herself the eight most important

work values and is then asked to consider a job and lifestyle that will satisfy these.

(Appendix D contains further information on the Hopson and Scally Work Shuffle.)

The last few minutes of the lesson will address the return of the reply slips and whether the

placements have been secured.

Lesson 2

The aim of this lesson is to expose the pupils to the theories of Super and Holland and to

encourage them to consider the relevance of these theories to their own age and stage of

development.

Career decision making is a process and not an event. 'Career as a Quest' is an article from

a career guidance magazine (Appendix D) and is suitable for pupils to read. As was seen

in Chapter 2, Super's theory not only stresses the ongoing nature of career decision making

but identifies stages of a person's life and typical tasks that are expected at each stage. An

overhead transparency of the tasks of the exploration stage·is appropriate and may be used

to stimulate class discussion.

A discussion of Holland's theory can lead onto playing 'the party' game (Appendix D).

Each pupil is given a handout of a diagram of Holland's Hexagon represented as a party
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layout, and is asked to choose the group of people with whom they would most like to

spend the evening. The classroom is divided into six points and the pupils are asked to

move physically to their point of choice. When there, they should be encouraged to

compare personalities with the others of similar choice. On their handout, in the block

provided, they record the first letter of their choice. The pupils are then advised that all of

those 'friends' had to go home and they are forced to choose another set of people they

would like to join. This then becomes the second letter in their three letter code. The

exercise is repeated to identify the third letter of their code. Discussion with those of

similar and opposite persuasions should be stimulated. The pupils are informed that they

have done their first 'career test' and have acquired a three letter code which will open a

whole world of information to them. They are encouraged to seek more self information

by talking to friends, family and teachers and by seriously considering their interests, values

and hobbies.

Lesson 3

The aim of this lesson is to broaden the pupils' knowledge of the world of work and help

them relate it to the three letter code they identified for themselves in the previous lesson.

As Holland identified different personalities in the work place, so he identified different

working environments. A handout (in appendix D) highlights the Holland work

environments and the pupils are asked to get into similar three letter code groups and

consider 'their' working environment as opposed to all the others. A general class discussion

will then consider the different fields of work. The pupils are encouraged to think of as

many jobs as they can and these will be written on the board. These can be divided into

categories of work - commercial, industrial, service and agricultural. Small group discussion

will identify the difference in the environments, working conditions and training

requirements of the different categories. The pupils should be encouraged to relate this to

the information they found out about themselves in the previous lesson. Introduction to

the career library is appropriate at this time. It is filled with books on careers, pamphlets,
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brochures and year books from training institutions, and videos on specific careers and

career decision making. The pupils are encouraged to gather as much career information

as possible by talking to people in various jobs, reading about career paths of people in

magazines and newspapers and identifying different careers on Television. The last part

of the lesson will deal 'with administrative matters, checking on replies and returns and any

queries about their work experience placements.

Lesson 4.

The aim of lesson four is to identify and practice the skills needed for the pupils to go on

work experience.

A discussion of different work environments and the expectations of each will lead to

identifying the concept of 'appropriate'. A comparison can be made between going to a

lawyer's office or mechanic's workshop and how the clothing, behaviour and language will

be different in each case. The pupils on work experience are encouraged to follow working

hours, and each one will have received a return slip from the employer stating these hours,

the clothes to be worn and any special instructions. Now is the time to discuss these and

answer any queries. The pupils will break into groups of similar work environments and

role play different situations - what to do when they arrive, how to introduce themselves

to their employer and their fellow workers, how to ask questions about specific jobs and

to fill in their work sheets. A screening of selected parts of the video 'Body Language' will

illustrate the relevant points of this form of communication. The employers will be

evaluating the pupils and a discussion of what they have been asked to identify will be of

interest and concern to the pupils.

Once again there needs to be time for the final administrative chores. Each pupil must have

the completed pack of documents referred to on page 107.
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Step 3 Involving and Infonning Parents

Motivating the parents to become involved in this project is helpful for all the parties.

Many parents become 'employers' of other pupils, while all are involved with their own

children. Keeping them informed of what is happening by letter and circular is of

paramount importance.

Step 4 Conferring with Employers

Selling a new concept to potential 'employers' - especially when they have no previous

experience of work exposure - takes a good deal of effort. The expectations and

responsibilities of work experience must be explained. It is important to highlight the fact

that, while no payment is involved, 'employer' supervision of pupils in the work situation

is crucial to the success of the project. While there are different ways of making contact,

for example involving the parents as 'employers', or asking the parents and their children

to make their own contacts, it is essential that the co-ordinator establishes at least

telephonic contact with all participants.

Step 5 Group Accident Insurance

In addition to asking parents to sign appropriate indemnity forms, it is essential to obtain

short-term insurance cover for all pupils in work experience projects. The insurance is

inexpensive and easy to arrange.

4.2.2.2 Putting the Plan Into Action

No matter how well planned the exercise is, the course of action inevitably varies from the

intention. Below is a discussion of the implementation of the plan, following the 5 steps

of the previous stage.
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Step I Preparing the Documentation

This is a lengthy and expensive part of the project. The letters are the school's hallmark in

a business environment. They need to expertly typed and photocopied, and each letter,

personalised. The computer is invaluable for this because it can merge the name and

address of the employer with the name of the pupil. This requires yet another skill for the

teacher/co-ordinator to acquire. The printing department needs plenty of time to prepare

so much documentation to be ready at the same time. The scarcest commodity is time.

Each day brings forth placement requests which needed to be followed up with a phone call

and then a letter or a telefax to an employer.

Step 2 Preparing the Pupils

The plan was concerned initially with the pupils' return of the placement requests. Many

of these came in timeously but others were late which caused a number of employers to be

contacted at a very late stage. The initial euphoria about going into the work place was

gradually replaced by a quiet seriousness as the pupils realized that they would be alone in

a foreign working environment. In fact, a few pupils displayed sheer panic and were unable

to make a choice and asked to stay at school.

A second area of preparation was in the Guidance lessons which were designed to enable

pupils to acquire the skills of self-appraisal and self-knowledge in relation to the demands

of employers. Practical issues such as how to get to the place of employment, what to wear

and how to approach the boss and fellow employees and to tmderstand some of the routines

of work were addressed. The lessons included role play and group discussions of how to

handle work related issues, such as the need for courtesy and cooperation, the importance

of completing a task and punctuality. Although the same lesson plan was applied to each

of the six classes, the interpretation and process differed according to the-nifferent groups
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and the questions were relevant to their specific choices.

Of concern was a number of pupils who had delayed making a decision about where they

would like to be placed. These pupils seemed unwilling to commit themselves and the

reasons for this differed. It did, however, lead to a great amount of time spent in individual

counselling, some pupils returning for several interviews before they felt confident enough

about making a final decision. The problem is that time which should have been spent

conferring with employers was limited and that then delayed the administrative work which

had to be completed before the pupils departed. Many parents phoned seeking

confirmation about the project or their child's choice and this was also time consuming.

Step 3 Involving and Informing Parents

The parental involvement came in different forms. As requested, the majority of parents

helped their child make a decision about where he or she would like to spend their work

experience time, possibly found a placement, and signed and returned the reply slip by the

due date.

Other parents, a smaller number, opted out of any responsibly by simply saying: its up to

you -you choose and I'll sign. Others, an even smaller number, did not even sign the form

because of some or other form of absence.

The next group of parents, eight in number, can be labelled 'over-anxious'. They overplayed

the importance of the choice of a work experience placement, at the same time underrating

the slalls of their child. These parents requested career counselling and testing before a

decision could be made. Others phoned back over and over again to talk the decision

through and seek validation.

The final, very small group of parents, was the one that caused most concern. There was
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evidence of contlict between the child and parents and, seemingly, a strong desire for the

parents to dictate the child's career path. In the two cases where it occurred, mothers

declared that the choice that their daughters had made were not good enough for them.

One mother phoned, after her child had returned her signed slip for modelling, and asked

that I place her daughter as 'something profession~J' and then persuade the child to go

there. The girl and her mother reached a deadlock and the pupil stayed at school as a

facilitator in the Grade 8 programme (see pI36). TJ)e other pupil was brought in by both

her parents and we discussed the option of beauty tht[lrapist versus medical technologist for

almost an hour. The pupil had chosen beauty therap~i' and the parents eventually persuaded

her to do medical technology because it was a 'bett~r career'.

Step 4 Conferring with the Employers

It was the limited time aV:LJable to use the telephone that made this task difficult. Free

periods are few and far between and a telephone call could bounce back between the place

of work and the school for days before the co-coordinator and the employer, with the

authority to say 'yes', could mal,e contact.

Although it was of great assistance having parents make the initial contact, it still required

that this be followed up and confirmed by the school and sometimes parents had not given

a contact number or an address. This meant yet another phone call to track it down. Some

employers could not be contacted by phone and this required letters being sent through the

pupil.

The range and number of employers are reflected on the page 131.
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Step 5 Conferring with the Insurance Agent

This was the simplest step. A letter to the school's insurance agent stating the nature of the

project, the pupils who would be involved and the time it spanned ensured that they pupils

were covered as on school business.

4.2.3 Stage 3: Observation

The data collected from this pre work-experience phase includes: the placement requests

from the pupils; the reactions from the parents, recorded in the logbook entries; and the

feedback from the preparation lessons, particularly that from the observers. There needs

to be consideration too, of the communication between all the parties involved and the

reflection on the process recorded in the logbook of the researcher.

The lessons

Lesson 1

As in the case of an the other lessons, this lesson was presented to all six Grade 11 classes.

However, two of these lessons were used as observation lessons. Two middle classes were

identified and the supervisor of this research project and an observer monitored the

proceedings. Comment on this lesson 'will be limited to what went on in these two

particular classes. Initially, the pupils were distracted and disrupted by the intrusion of the

observers but this turned to heightened interest as the observers introduced themselves and

explained the purpose of their visit. The nature of the card sort exercise involved the pupils

in individual and personal exploration. The theme of the lesson was paid and unpaid work

and what is liked and disliked. The pupils were required to identify thirty five statements

under four headings ranging from Very Important to Not Important. The cards under

.Very Important could not exceed eight in number and had to be ranked. These then

represented the pupil's most important work values. When the pupils had each completed

119



their ranking they had a chance to see how these could influence their job choice and life

style. This exercise interested and involved all the pupils and was particularly relevant to

the work experience choices. A record of the pupils' top eight work values was filed in their

Guidance files.

Observers' comments after seeing the 'Work Shuffle' being undertaken in two different

classes:

In the process of the two lessons, different introductions were given. In the first lesson observed, time

was spent discussing the concepts ofpaid and unpaid work and individual differences in forms of likes

and dislikes. In the second lesson observed the exerdse of the card shuffle was introduced at the start

with discussion of the concepts paid/unpaid work, likes and dislikes taking place later in the lesson.

Furthermore, at the end 0/ the Work Shu.fJle exercise with the first group, a discussion about individual

differences in ranking ofmost important values ensued and then a table was created on the board to look

at the most common values across the class. The overall class ranking was in descending order;

friendship

monry

securi0'

independence

communication

competition

promotion

dedsion-making

physical challenged

l

l

The final part of the discussion was not undertaken with the second class because of the time

constraints.

The differences in the two processes show how the same lesson plan changes from group to group, based
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on marry variables, eg: teacher confidence, evaluation of different approaches, speed at which pupils

work, pupils' questions and/or responses, the teacher's 'Jelt" sense of the lesson.

The observers commented that the first lesson plan seemed to prOVide a better cognitive frame to the

lesson and promoted greater discussion and pupils linking the values exercise directlY to work. This was,

however, achieved with the second group who might have approached the exercise in a less biased way

without the frame being provided. The overall class ranking was not done with the second group.

However, the observers wondered about its efficary. It did provide a vehicle for discussion about

individuals haVing unique sets of values, but could pOSSiblY lead to confident pupils feeling somehow

different.

In terms of the content, the Work Shuffle exercise seemed to be effective in terms of directing pupils'

attention to consciously identifying their values. The pupils showed evident interest - selecting and

deciding takes time, and the observers noticed pupils talking a little to one another about the cards as

they worked on the exercise.

One of the observers noted one of the questions suggested as a discussion starter by Hopson and Scally:

Do I now need to find out about particular job conditions to check whether they will provide

what is important to me? The question seemed to be a good one to bear in mind when pupils are

evaluating their work experience.

Lesson 2

This lesson had more general appeal. The pupils obviously enjoyed identifying their

personal Holland code. It was with enthusiasm that they moved into groups and discussed

their personalities and likes and dislikes with their peers. The South Mrican Dictionary

of Occupations (Taljaard and von Mollendorf, 1987) was well used as groups looked up the

relevant jobs for their codes.
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Lesson 3

This lesson tended to be a little theoretical for some of the pupilS. Their group discussions

revealed a lack of knowledge of careers beyond those of their families and friends and they

showed little interest in finding out more. They seemed content with what they knew. A

group of pupils in the top class challenged this as they struggled to find the category for

'astronaut'. Work experience will certainly broaden the work knowledge of all these pupils.

Lesson 4

This was the most successful of all lessons. The reality of the situation, that they would be

in a foreign environment in less than two weeks, was dawning on most of the pupils and

this lesson addressed some of their queries in a practical way. There was a great level of

interaction as the pupils role played different scenarios, all of them new. There was a great

concern about such things as what to wear and whether to take lunch or lunch money.

The feedback from the preparation lessons was that they related directly to the work

experience exercise. There was evidence of great participation in most of the activities,

especially in identifying their Holland's code and role playing the work scenarios.

School Governance and Management

The support of both these bodies was evident and encouraging. The Principal in particular,

expressed his belief in the educational value of work experience and this cast the entire

exercise in a positive light.

Pupils

In general the pupils were interested and enthusiastic about the experience. The reply slips,

however, were returned slowly and late and their delay caused an unprecedented

administrative rush towards the end of the term. Placements for all grade 11 pupils had

been secured - 174 placements had been secured for 158 pupils because some pupils were

going to more than one place.
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Parents

The majority of parents assisted in finding placements for their children and some even

offered employment for other pupils. There were no complaints of having to find transport

for the pupils. Some parents, however, seemed to believe that the choice of a placement

had nothing to do with them. Some, on the other hand, saw it as their sole responsibility,

allowing no participation from their children at all.

Employers

There was ample evidence of an interested and committed body of people outside the

education system who are more than willing to get involved with helping pupils. The

majority of them did not hesitate to agree in principal before they had even heard the

details of the plan. Appendix E provides an example of the programme prepared by an

engineering for the pupil visit.

Log book entries

These reflect the feeling of pressure at the work load especially as it increased towards the

end, yet there are also diarised success stories of pupils finally deciding on where to go and

securing a placement.

22 June

L is a quiet, bewildered-looking girl from 11a. She always seems to be in my office, claiming she does

not know where she wants to go on her experience. She came in again today with a card from a

cosmetics/make-up artist. It appears that her Mother went to a demonstration of this art form and

brought home the cardfor L. After a discussion L declared her intent to be placed there. I suggested

that we phone there and then because time is running out. Well that was not as easy as it seemed.

The artist had vacated the premisses sometime ago but there was a contact number. That contact

revealed another change ofaddress and phone number. EventuallY we tracked the company down and

they agreed to have L for the two days of work experience. She went awtry beaming and I was relieved

that one more Grade 11 has been placed.

123



4.2.4 Stage 4: Reflections

The planning for the next phase, the work experience, is dependent on what was achieved

in this phase and I was pleased to have achieved placements for all the pupils, but at great

cost in terms of stress for me. On reflection of the stress I experienced trying to cope at the

end of the term, there is no doubt that when this cycle is reimplemented next year, more

time must be allocated for the pupils to return the reply slips. Perhaps to send the letter

home at the end of the first term and set a deadline for their return - three weeks into the

new term.

A further consideration is whether the pupils have gained the maximum benefit from the

work experience by being properly briefed and prepared and having their employers aware

of what to expect. The preparation seemed to be thorough and covered most areas of

concern. There is considerable evidence that the pupils were motivated and excited about

the forthcoming experience and that, within the time limitations, I had done as much as

possible to prepare the employers. The literature of Watts (1983) and Mosupye and

Sakalis (1994) indicates a far greater involvement of the employers in the planning stages

of their exercises. In the U.K. some employers are involved from the inception stages of

work-experience and Mosupye and Sakalis (ibid.) mention that they meet with the

employers and help them plan activities for the students. Although this is highly desirable,

it is physically impossible for a single co-ordinator who doubles as a teacher to aspire to this

level of preparation.

It is the opinion of this researcher that phase one had adequately prepared all the

participants for the launch of the next phase, the work experience per se.
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4.3 Phase 2 - The Work Experience

4.3.1 Stage 1: General Plan

This phase extends over a period of 4 days in the final week of the second tenn. The

general plan is that the pupils will go out on their work experience placements for a

period of two days and on their return to school, for the last two days of the tenn, will

complete an evaluation and present oral feedback on the work experience and write

letters of thanks to their employers. The evaluation of the work experience will be

completed by considering the written feedback of pupils on their experience and on the

programme, and the written feedback from the employers on the pupils and on the

programme.

4.3.1.1 Form~ulating the General Idea

Work experience is a way of learning about the realities of the world of work. The pupils

are encouraged to 'keep in step' with a worker of the pupil's choice, learning about the

role and observing the various tasks perfonned. It fonns part of the career development

process and is a powerful fonn of experiential learning. The objectives to be considered

when fonnulating the general idea include:

o To enable pupils to gain a more dynamic insight into the essence of work, and a

more realistic idea of what it is like to work.

o To broaden the pupils' concept of careers and to enable them to evaluate the

world of work with reference to themselves, the workplace, and the future, so that

they realize that to make a career decision is an on-going and complex process.

o To facilitate a better understanding of skills in the workplace.

o To consider the meaning of personal values and how they relate to work

experience.
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Also to be considered in the fonnulation of the general plan is the evaluation and

reflection on the work- experience by the pupils and the employers.

Reflection, for the pupils, often involves sharing the experience with peers and teachers.

The adaptation of the Johari Window by Miller (figure 4.2) illustrates this process. At

the start of the debriefing period most of the knowledge rests with the pupil, although

the teacher may have some infonnation which the pupil does not possess such as the

employer's assessment of the pupil. At the close of the reflection period, much of the

knowledge has been shared, although both teacher and pupil may retain some knowledge

which they have not revealed to the other. Sharing experiences with peers can also shed

additional light on the pupil's individual experience.

figure 4.2 Work experience reflection: the Johari window. (Miller, 1991: p228)

,.."
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student not others not
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by others or
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D Not known
by student
or others

Work-experience reflection: the Johari window

~~;"&~B~";B.¥:~t~I~~i~~;9~~~#~Z;@
B Known by C Known by
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1 Start of reflection period 2 End of reflection period

The evaluation of the work experience by the pupils and the employers raises a

methodological dilemma that needs to be noted here. Is this evaluation of the work

experience itself, or the effect of the experience plus the preparation, briefing, and

subsequent debriefing and follow-up work? This researcher regards the work experience
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as only being complete if it is integrated into the school programme (chapter 2 p43).

However, for the purpose of this phase of the research project, the pupil and employer

evaluations of the work experience per se will be recorded, observed and reflected on.

The evaluation of the integrated programme will be discussed at the conclusion of phase

three.

4.3.1.2 Doing a Reconnaissance Exercise

The placements had been secured and confirmed. What was needed now was an

accessible compilation of this information. Grade 11 class lists recording the name,

address and telephone number of the employer next to each pupil's.name would facilitate

this.

Reports back from the pupils and the writing of thank you letters to the employers was

the next consideration. On consulting the timetable it became evident that there would

not be enough time to see all the pupils in Guidance lessons before the end of term. The

only departments that do see the pupils each day are those of English and Mathematics.

I would therefore need to negotiate with the teachers concerned.

As important role players, the employers have a great influence on the work-experience

scheme. Their evaluation of the programme and of the pupils is important, and it was

necessary to have the questionnaires ready for the pupils to hand to them.

4.3.1.3 Negotiating with the Relevant People

The relevant parties for the work experience were, once again, the parents, the employers

and the pupils. Negotiating with them about the placements was now complete. What

should be secured, however, are contact names and telephone numbers of the employers
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of all the pupils. In the case of an emergency or a pupil not getting to the place of work,

there must be contact between the parties.

Because of timetabling constraints on the Guidance department, the English department

agreed to be part of this project by allovving their lessons of the last two days of term to

be devoted to work experience. The pupils were required to. give oral and written

feedback of the experience and to write a thank you letter to their employer.

The evaluation form referred to earlier was sent to each employer via the pupils. It was

requested that the employers complete the evaluation and return it with the pupil or post

it back to the school.

4.3.1.4 Assessing the Physical Resources Required

The class lists referred to in 4.3.1.2., reflect where each pupil is - the physical address and

a contact telephone number of the employer. A telephone is the most valuable resource

at this stage.

The pupil evaluation form for completion by each pupil in the English lesson is a physical

resource which needs to be compiled, photocopied and counted into class numbers to be

ready for the day the pupils arrive back at school. Another physical resource that must

be available for the pupils when they return is headed letter paper, envelopes and stamps

for their letters.

4.3.1.5 Working Within A Specified Time

The time period for the work experience placement is quite specific. It tal,es place over

two days - Tuesday and Wednesday of the last week of the second term. This time suits

the teachers and the academic programme of the school because the pupils have just
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written their exams and the teachers are busy marking and collating the marks. It is also

a good time for the firms in commerce and industry. During the end of the year holidays,

the university students do their compulsory training for their degree courses. The

factories and businesses also slow down or some close down at the year end.

After the work experience, the pupils return to school for the final two days to complete

their evaluation forms, present their English orals and write thank you letters. If the

experience did not have school days both before and after, briefing and de-briefing and

optimisation of learning from the experience would be effected.

4.3.1.6 Planning How to Gather Data

The pupils' feedback, after the placement, is captured in various forms. Watts (1983)

says teachers ought to be ready to take advantage of any opportunity that may arise for

discussion, writing and evaluation of the pupil's work experience (p 59). The first form

of feedback was an individually, written, immediate evaluation of the experience in

relation to the skills, values and expectations of the pupil (Appendix C). Watts (ibid.)

claims that although pupils don't particularly like writing they consider the completion

of a questionnaire of this sort to be an acceptable task because it is relevant (p 59). The

second form of data capture is a more ordered and structured account offered through the

medium of an English oral the day after the pupils return from the work experience. The

logbook entries record the spontaneous reflections of the more excited and surprised

pupils who were encountered by the researcher during the two days following the

programme.

The employers' feedback (Appendix B) is an evaluation of both the individual pupils in

relation to the job and of the work experience programme as a whole. Jamieson (Miller

et aI, 1991) suggests that most employers report on the attitudes and social and

interpersonal skills of pupils rather than their job related skills and knowledge. This is

because of the lack of opportunity for the pupils to demonstrate more specific skills and
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knowledge and because they all arrive at the work place with a set of relevant attitudes

that employers can assess. The measurable attitudes that he regards as important are:

initiative, co-operation, self-confidence, motivation, responsibility, communication and

teamwork (pp. 248-256). The employers' opinion of the programme and its

organization is important feedback to elicit. They are essential stakeholders and their

response will influence the planning of subsequent exercises.

4.3.2

4.3.2.1

Irnplernentation

Designing the Action to Test the General Plan

The general idea is that all the Grade 11 pupils will have the opportunity to go to a place

of work of their choice to 'experience' everything about it for a two day period. Some

pupils will be able to 'do' the work, while others will only be able to watch and

experience the environment. There will be no payment for the pupils who will be

expected to work the hours of the job. They will have the opportunity to interview

workers in the field and ask about training and work opportunities. During that time it

is important to make sure that all the participants respect their commitments - that the

parents transport the pupils to the place of work, that the pupils go to work and that the

employers expose the pupils to the work tasks and environment.

While it was not possible to visits the work places, the telephone ensured contact with

pupils and employers.

As a backup to the general plan, a visit to a large carpet factory for any pupils who could

not get to their 'workplace' was organised. The personnel manager promised that he

would be able to expose pupils to different work options within his organisation.
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4.3.2.2 Implementation of the Plan

Some of the pupils had requested more than one placement. Below are the 174

placements of the 158 pupils in Grade 11. For added interest the data is presented on

the Occupational graph used at the start of this chapter, and as a graph using the Holland

classification of careers.

accountant actress x 2 advertiser x 6

ambulance service x4 architect x 2 blood bank technician

chef child care computer operator

conservationist x 7 designer - clothes x 2 diver in the SA Navy

dog trainer engineer - civil x 4 engineer - sound x 5

engineer - mechanical facilitator farmer - chicken

geologist geotechnician goldsmith

gym instructor hairdresser homeopath

horticulturist hotel manager instructor-gym x 2

journalist lawyer x 2 makeup artist

manager -marketing x 2 manager -personnel x 2 marine biologist

mechanic -motorcycle x 4 medical technologist missionary

model x 5 nurse x 6 occupational therapist

paramedic pharmacist photographer x 5

physiotherapist pilot x 7 police - watering x 2

police x 7 public relations officer radiographer

sailor - SA Navy x 2 sailor - ocean x 4 salesperson - car

salesperson - car hire salesperson - motorbike x 2 secretary x 2

social worker sound technician systems analyst

teacher - pre-primary x 3 teacher - primary xl8 technician -auto electrical

technician -computer x 4 technician -electronics x 2 technologist -medical

therapist - physio x 5 therapist - beauty x 5 therapist -occupational x 2

trainer -dog trainer -horse x 2 travel agent x 2

veterinarian x 9
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Routine Clerical & Admin, Services & Sales

Semi-skilled production & Manual Workers

Figure 11 Pupils' Work Experience Selection Classification by Occupation

PUPILS' WORK EXPERIENCE SELECTION

Top Professional, Executive, Admin & Technical iii.iji.
Professional,Admin and Managerial Workers liiiiill

Independent Commercial

Lower grade admin, Tech'l & Cleric'l with lid superv'y & admin responsibility

Zo Artisan & Skilled Worker with Trade Qualification

~
:;)
o
g

Unskilled production & Manual Workers

Not economically active I productive

o 5 10 15 20 25 30 35 40 45 50
NUMBER OF PUPilS

The lower three categories had no placements at all, the pupils all aspired to the top 5

categories. The majority of placements fell into the 'Professional, Administrative and

Managerial' category. It is also interesting to note that only 8% chose some sort of

entrepreneurial enterprise although the predictions for them is that less than lO% of

them will find employment in the formal sector.
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Figure 12 Pupil selection vs Parent Occupation on Occupational Classification scale

PUPIL SELECTION vs PARENT OCCUPATION
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The comparison of what the pupils selected for work experience placements bears a

remarkable resemblance to the careers already occupied by their parents. Except, of

course the 'not economically active' category. Comment from the career development

literature (Chapter 2) is that exposure to role models is responsible for predetermining

career patterns. There is also mention in study 3 of phase 2 of the pressure put on some

pupils by their parents to choose the 'better' jobs.
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Figure 13 Work Experience Placements by Holland's Categories

PLACEMENTS BY HOLLAND'S CATEGORIES

o 2 4 6 8 10 12 14
NUMBER OF PLACEMENTS

16 18 20

Holland's three letter code defines types of people and environments. His codes were

applied to the jobs chosen by the Grade 11 pupils and are presented in this graph fonn,

figure 13. The highest ratings were RIE, ESC, SIR, SEC, IRE and SER. Together RIE

and IRE account for 16% of the placements, this is a combination of the realistic,

investigative and enterprising personalities and environments. The realistic personality

is a practical person who enjoys working with animals, plants and things. 34% of the

replies have an R in the three letter code, these are the pupils who say they want a job

that does not require that they 'sit behind a desk all day', it may also reflect their

perception that working is very different from school. The social category is also well

represented.

Monitoring

Monitoring meant staying at school, the central point, and handling the queries and

mishaps as they occurred. The first mishap of the day was a pupil who had a placement

at K100f police station. He and his father had driven around for a long time trying to

134



find the station. They came back to school and they were given the correct directions.

I phoned the officer in charge to explain the pupil's lateness.

Another pupil had a placement at Hluhluwe Game Reserve. On the day of the

programme she and her parents left very early to be at the gates at 08:00. On their

arrival they were informed that because of the severe drought and the predicted high

temperatures for the day, no one was being allowed in because of the fear of fire. They

drove back to school and she was placed at the horse hospital in Shongweni.

One pupil 'bunked'. His employers phoned to say that he had not arrived and so we

checked to see if he was at school but could not find him. On his return to school after

the programme, he admitted to not going because, as he explained, he did not want to

go to work and there was nothing going on at school so he took the two days off.

Yet another pupil was due to go to the Veterinary Hospital in Waterfall but could not

organise transport there. Instead of contacting either the coordinator or the hospital, she

went to the local Pre-primary School and it was only after the programme that these self

made plans were discovered.

It was intended that the feedback should be returned as a written evaluation and an oral.

The researcher had not accounted for the excited, spontaneous accounts that heard from

the pupils as they returned to school. This feedback could not be contained to a

classroom discussion. What had happened to some pupils was a social and emotional

experience and, as such, had to be shared immediately with friends, teachers and the co

ordinator.

The debriefing exercises did not run according to plan. The written evaluations were

completed and returned to the co-ordinator. However, it was the thank you letters which

took longer than anticipated. Because it was presumed that the pupils would know the

name and address of the employer to whom they were writing, no information had been

supplied to the English teachers. In many cases the pupils were unaware of this
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information and time was wasted procuring it from the Guidance Department. In some

cases the completion of the evaluations and the thank you letters took the entire period

and there was not enough time the following day for each pupil to present an oral. A

further problem was that the absentee rate was fairly high because some pupils had

started their holiday early.

The plan to go to the large carpet factory was not implemented. The few pupils who did

not go out into the workplace and came to school were used as facilitators in a Grade 8

programme which the coordinator had organised to run concurrently with the work

experience programme.

The employers' feedback was mostly returned to the school via the pupils and

represented a disappointing response. 148 forms were sent out since 10 pupils did not

go out to their placements, and 43 were returned.

4.3.3 Stage 3: Obsetvation

The information that was gathered for this phase includes: the logbook entries of the

researcher; an evaluation from the pupils; and the feedback from the employers.

4.3.3.1 Logbook Entries

The first set of observations are the diary entries during this term

The first thing that the diary entries reflect is the enormous workload.

Friday 24 June

A dreadfully tiring and frustrating day. By no means are we finished with the

preparations. Pupils have been in all day and I have had to sqy SOrT)1 we haven't hadfinal

faxes from their emplqyersyet.
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The work needs to be done over and above all that happens in a normal day

in a teacher-counsellor's role.

Friday 10 June

I came into work this morning quite determined to spent two solid periods phoning. Well!

alwqys be preparedfor the unprepared, especially during exam times. Before 07h.30, the

first crisis of the dqy erupted; a run away. A bl!)7 had been dropped at school, changed out

ofhis uniform and hitched a ride from the school. A phone call from his Mum alerted us

and we spent then next 30 minutes trying to find him. In the panic I'd forgotten the

arrangement that a bl!)7 with a broken foot would write exams in my room. The next rush

was to get him an exam paper and settle him down to write. By now it was almost time

to go and invigilate in the exam room. The phoningfor work experience placements had

moved down on the agenda! I did manage to get through to the local pharmacist and the

Technikon Homeopathy Department to arrange placements for two pupils.

There is further evidence of being unable to phone for placements day after day because

of the worldoad. Time pressure is the next point that becomes evident from the diary

entries. Pupils tend to leave everything very late or change their minds at the last minute

because they saw or heard of something better or more exciting.

There are some interesting logbook entries that show how seriously the pupils take the

exercise. Some interesting cameos that presented themselves follow:

CAMEO: Unexpected blossoming

This pupil has slipped through school, just bordering on expulsion all the way through. He

is uninvolved and most times only physically present in the classroom. He is usually dirty

and his uniform unti4Y. However, in the Counselling he always sits in the front of the

class and just listens and watches, seldom contributing much to the lesson.

VVhen he had not returned his form by the due date I was not at all surprised. The Friday

before the pupils were due to go out on their work experience, he brought me a tatty piece and
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on it was a phone number scribbled in pencil. Not expecting much I recorded this next to

his name, fearing it to be a non-productive piece of information.

My diary entry for the first day after the work experience is as follows:

Thefirst person I saw this morning was K. ... blocking my doorway, quietlY intense, he was

determined to tell me blow by blow about the experience. He brcrught me afat pamphlet

from the company and a report that he had written. You could have bowled me over with

afeather. Although I was giving him bo4J7 messages of urgenry (because I had 60 std 7s

waiting to write their IQ tests upstairs) he continued telling me of the wonderful, interesting

time he had. The highlight of it was that he had been treated as an adult and left alone

with an important task and only a two way radio as a link with the boss. This is what

makes the whole thing worthwhile!

CAMEO: People are more important than the job.

lV's first choicefor work experience was a policewoman and that was because her boyfriend

worked at the local police station. Men she was not able to be placed at the same station

as he, she changed her request to fashion model. That was granted her but changed again

very quicklY when she discovered she did not know arry of the other school girls who were

going to the modelling agenry. FinallY, W chose photography because she was an

aquaintance of the photograhper who was offering the placement. In the report back to her

group W said that the highlight ofher experience had been the invitation to her employer's

birthday parry.

CAMEO: The unexpected choice

A is an aclaimed actor. He has played a major role in every school and house production

since he started school. He is in the choir and takes Speech and Drama as a subject. He

has also participated in several productions at the PlC9Jhouse Theatre. All expectations were

that A would explore this careerfurther. His father is the Public Relations Officer for the

PlC9Jhouse Compan.y and has ma1!y contacts in the field. However, A surprised everyone

by finding a placementfor himselfat the equine hospital at Summerveld. His claim was·

that he intended to go into the world of theatre as a career but he wanted to know something
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of what he was missing.

CAMEO: From social worker to dress designer

Ps initial choice was that of social worker. Her mother decided to help her look at all the

implications of this choice and at her interests and hobbies. VVhen she returned she asked

to be placed with a dressmaker/designer. A very successful, self employed local dress maker

agreed to have F for her work experience. The reportback from thisyoung lat{y attested to

the genuine joy offinding out about being self employed and of combining interests with

earning a liVing.

4.3.3.2 Feedback from Pupils

According to Watts (1983):

Most young people who go on work-experience clearly enjoy the experience. A Project

Trident survey of 252 young people found that 85% thought that they had a good

experience (p8?).

The feedback received by this researcher seemed to reflect a similar statistic.· Generally

the exercise was interpreted in a positive light. On the whole the pupils had a good

experience and were motivated to continue their career exploration. Although difficult

to measure, the self confidence of the pupils seemed to have increased. There was an

indication of positive identification "with the employers and the work environment.

Many had gone out not knmving what to expect, in fact fearing the worst, and came back

pleasantly surprised, as is indicated by these four replies to the question: What surprised

you most during the visit?

The friendliness of the staff,

The willingness of those alreaqy in the practice to share their knowledge and let us into the

operating theatre.
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The way in which it was very differentfrom school - everyone so much more independent.

The huge proportions of the nurseries - the public doesn't know ANYTHING about what

goes on behind the scenes.

The last comment highlights the appreciation the pupil felt having been exposed to the

whole organisation.

Two pupils identified a trend in the work place:

What surprised me most was the abiliry ofcomputers.

The extent to which computers are used in the compiling of an advert.

To define the results further, I have grouped the comments in terms of the typology of

objectives described in stage 1 of phase 2 - formulating the general plan on page 125.

o To enable pupils to gain a more dynamic insight into the essence of work,

and a more realistic idea of what it is like to work.

Many pupils have had limited experiences on which to base their perceptions of the world

of work. Here are some comments which reflect pupils' new perceptions related to the

working world:

It givesyou an understanding ofwhat is going on out of the well secured school. You learn

about what happens in the world.

What surprised me most was the wc!y in which it does not have a definite schedule, you just

have to wait and see what comes up.

You must be prepared to work all hours - not to expect anything because this is an
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unpredictable job. You need to be able to cope with stress very well.

VVhat surprised me most was how much time and energy the career takes up. Not much

timefor afamily.

You get to experience what the job is all about, not just the image painted in our minds.

Welcome to realiry!

The work experience made me realize that hairdressing/beautician work is NOTfor me. I

could have studiedfor this career and only then discovered how much I disliked it

o To broaden the pupils' concept of careers from it's narrow stereotype, to

a process whereby they evaluate the world of work with reference to

themselves, the workplace, and the future, so that they realize that to

make a career decision is an on-going and complex process.

The first comment is from a girl who had set her heart on becoming an architect and was

doing well at Technical Drawing at school.

It is a chance to speak with someone in the fieldyou are interested in. You have a chance

to ask any questions. You can see what thry do - their projects etc. and talk about the

varsiry course. Its good to e~xperience your interests and see whatyou will do.

The next comments show how the individuals were able to widen their perspectives:

I think what surprised me most was the broad spectrum that one can look at in the health

industry. There are really so many options available to one.

Another pupil was as limited in his perception until he went out to experience

engineering.
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Engineering is such a wide field but it is reallY tfynamic, there are so many different

situationsyou could be in.

Some pupils gained enough confidence to reject their initial choice and look further:

It gave me a good insight into what a ~business life' reallY entails. I however, have realized.

that the rent-a-car business is not the sort ofplace where I would like to work.

I have confidence and brains ( probably too many brain cells as you need very little ).

Height and good looks are about all one needs to do modelling.

Nothing reallY surprised me as I ha~'e alwqys heard models do very little, yet I never

realized how boring it is and how much money one has to spend before earning.

These comments show how changed perceptions can lead to further exploration.

Comments from the following three pupils show an ability to project beyond the

immediate consequences of the experience.

It gives us a realistic understanding of the working world and it dispels any glamorous

illusions a person might have about a career.

The work experience shows people the real life behind what one sees in books etc. It teaches

people the independence that is needed to make important choices that influenceyour career

and ultimatelY, your life.

The work experience taught me a lot and I reallY think that I will become a sailing

instntctor in thefuture. This will be my first step in owning nry own chartering company.

o To facilitate a better understanding of skills and to teach pupils work

related skills, such as how to process different sources of career

142



information and how to 'write business letters.

I will consider only the skills related to the chosen job in this section. The more specific

skills such as letter writing will be looked at in the final assessment of the programme.

The pupils showed some ability to identify the skills they already possessed, and those

they need to develop, to be good in the job. These reflections show insight into the skills

needed for the specific jobs:

Patience, initiative and the interest in speech therap)l.

Engineering needs logical thinking, quick thinking, decision making and good

communication.

The girl who worked as a veterinarian said she had:

The love ofanimals, the abiliry to function accurately in an emergency, and patience.

Further comments are:

The abiliry to appease customers (useful in the nursery situation) and a deep interest in

botany. Basic horticulture knowledge.

What I need to develop is the abiliry to be thorough in every aspect of the job, even if it

doesn't interest me.

An insightful comment, more about herself than the job was this one from a girl who

worked as a physiotherapist:

A skill I desperately need is confidence because it is hard to help somebody and make them

confident that thry will get better ifyou're not confidentyourself.
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The potential architect identified the skills she already had as:

an abiliry to draw and be creative. I love all buildings and am imaginative

and those she needed to develop as:

definitely patience and a knowledge of the project at hand down to the last detail.

The secretary said she had the skills of:

confidence with people and an outgoing personaliry

but what she needed in addition were the skills of:

another language, using a computer and learning to dress very smartlY.

o To consider the meaning of personal values and how they relate to work

values.

The follovving was recorded by a pupil interested in a veterinary practice:

The values here, such as being expert and having ajIexiblejob fitted very closely with my

own but in this occupation I found little room for creativiry.

The gym instructor considered how his personal values could relate to the relevant work:

There is dtfinite!Jl a phYSical aspect of it to which I can relate. The environment in which

one works is also what I would like. The creative side of the job also appealed to me.

Other values that pupils could identify were:
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helping people, listening and teamwork.

adventure, working with people, excitement, physical activity, travel and outdoors.

More importantly, it seems as if the values identified in the workplace can have a

motivational effect on the pupil's attitude to school work:

One of the values that struck me was that one does the best one can for each client,

regardless ofone's personal preferences. I think that this ties in with the fact that I want

to do the best I can with each thing I have to do (even it is something like a project dealing

with a subject I don't enjoy).

4.3.3.3 Feedback from Employers

Of the 148 evaluation forms sent to the employers, 43 returned them to the school.

Although the researcher was disappointed with this 29% response rate, on consulting the

literature she realized that for questionnaires this response rate is normal and predictable

(Keeves,1988: p481). The evaluation covered two sections· an individual assessment

of the pupils they had at their place of work, and an impression of the work experience

plan as a whole.

The employers' feedback on the individual pupils is reflected in the table below. The

employers were asked to rate pupils from 1 (negative) to 5 (excellent).

An overall scanning of the Table 5 below shows a generally positive response. If scores

1 and 2 are taken to be negative, 3 neutral, and 4 and 5 positive, the following emerges:

for interest and enthusiasm, 88,37% were positive and 4,65% were negative;

for punctuality, 87,81 % were positive with only 2,44% negative;

for appearance, 87,50% were positive with only 2,5% negative;

for courtesy, 95% were positive and again only 2,5% negative.
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Table 5 Employer assessment of pupil
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This reflects the good impression the pupils made on the employers in the area of

personal and interpersonal skills. Only the last rating reflects anything related to the job

and even here there is an 88,57% positive response compared with a 2,86% negative

reply.

The questionnaire allowed for further open ended comment on the pupil by the

employer. Only 69% ( 30 of the 43) used this opportunity. Jamieson's (Miller et al,

1991: p 249) opinion is that the employers prefer the box-ticking format because it is

relatively quick to complete. The comments that were returned reflected the different

frames of reference of the employers. The majority commented on the social and

interpersonal skills of the pupils. Jamieson (ibid., pp248-258).

She was enthusiastic and eager to learn

Well balanced personality, tnLstworthy and will be a great paramedic one day.
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A very mature and well mannered individual

She was hesitant to really interact and obtain much information from our patients. But

she was good.

She was interested but a bit scared of what to do. Overall she was helpful on and off the

scenes.

Very young to form an opinion re career choice

The following employers considered the pupils in relation to the work:

Wefelt that the pupil showed an above average flair for the work and was a credit to his

school

She has a good rapport withyoung children and is clearly interested in working with them,

therefore I do believe she is suitable.

I have recommended that she approach a larger accountingfirm for more exposure in this

field to help her make a decision about her career.

The final comments say more about the programme than the individual pupils:

It is not possible to accurately rate a person on such a short period especially that it

necessitates that he spend time with each of the Departmental Managers

771is evaluation is not very accurate as thry were herefor a very short time and none ofour

staff spent a long time with them.

He was a pleasure to have at SAS Scorpion for his two days. We hope that he enjoyed the

sea trip that he went on.
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53% (23 of 43) responded to the statement: We would be grateful for any suggestions as to

how we mqy be able to improve this programme. Their comments can be divided into different

groups.

The large majority were positive comments and included:

Wonderful idea - I just wish we had these opportunities when we were at school.

As an instructor, I felt that the programme showed excellent promise and would perhaps

suggest a higher turnover ofpupils on the programme. It would be our pleasure to assistyou

toward this if required.

I responded to your request for support for the programme with some hesitanry as I

wondered what kind of support I could give someboqy over two days towards making a

career choice which would last a lifetime! A1Y hesitanry turned to both appreciation and

wonder as I was given the opportunity to introduce c. ...... to certain aspects of the law.

I think that whatyou are doing is excellent.

A very good idea as I saw it.

Some employers thought that the length of time should be extended:

Thry should stay longer than two days. Opinions cannot beformed in such a short time;

It could perhaps be better to extend the visit slightly as there was not enough time to expose

him to all the various options that the SA Nary has to offer.

I suggest a bit more than one dqy just to see the basics of the job ifpOSSible.

5 dqys, Monday to Fridqy instead ofjust two.
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In answer to this dilemma there were suggestions such as:

Pupils should be given a chance to do more voluntary work in order to expose them to a

wider spectntm ofsituations.

Expose them to more voluntary duties.

Expose the students to other areas of physiotherapy too eg hospital work.

Others suggested repeating the programme:

Not every pupil is sure what career thry would like to venture into. I suggest that pupils

should have a couple of these programmes in various differentfields in order to have a wider

outlook.

Two final comments were more negative, although the second contains a suggestion:

It is disappointing when students fail to arrive as a great deal of organisation, time and

effort go 'into making their work experience enjqyable.

The pupils must be encouraged to bring theirforms with them and to ask questions and be

more spontaneous.

4.3.4 Stage 4: Reflection

4.3.4.1 Critically Evaluating the Consequences of the Action

The subjective data and the feedback from the pupils and employers showed that they

thought it a valuable exercise and that they enjoyed themselves and felt more motivated.

Watts (1983), however, says to bear in mind that for sound psychological reasons, people tend
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in general to be predisposed to evaluate their experiences positively, as a wqy ofjustifying the time

they have invested in them (p8?). Nonetheless the response was positive, noticeably more

so than that elicited by other educational experiences.

Most comments from the employers, were encouraging. On page 129 of this chapter,

Jamieson suggests that the nature of employer assessment tends to highlight the attitudes

and social and interpersonal skills of pupils rather than their job related skills and

knowledge. By far the majority of employers were willing and obliging and often went

to a lot of trouble to organise interesting and exciting programmes for the pupilS.

Suggestions of how to improve the programme often included volunteering additional

help.

Reflection at greater length will be guided by the following points

o the length of the placements

A considerable number of employers and pupils feed back that the time was too short.

More time was needed both to give pupils wider exposure to the more complex settings,

and for employers to get to know them better, to help them more in their decision

making.

More time is required to expose the pupils to all the various career options that are

available.

As a solution, one group suggested that the pupils be encouraged to do more volunteer

work in order to be exposed to a 'wider spectrum of situations.

o pupil and parent involvement

This was the first year that I had allowed anyone else to be involved in securing

placements. This was done more by default than design. My worldoad forced me to ask
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the parents if they had any contacts and were prepared to follow them up on their

children's behalf. The response from those parents who did get involved confirmed that

the family can play a valuable role and appreciate being involved. It also became evident

that the range of contacts increased.

A disadvantage could be the loss of control and co-ordination. The role of the parents

should be limited, firstly, to helping their child identify a job and then to exploring the

market and noting which company or institution could offer appropriate emplOYment.

This information, together, preferably, with the name or designation of a contact person,

should be conveyed to the co-ordinator. All that remains do be done is for the co

ordinator to phone the company and explain the aims and expectations of the work

experience programme and request that the company become involved.

o pupil report back in the English lessons

The evaluation feedback from the pupils is a valuable source of information about the

pupils, their reactions and the placements. Bearing in mind the original aims of this

programme, listed at the beginning of the chapter, there is evidence of the greatest

development in the area of pupils' personal and social development. The career

educational aims of broadening the pupils' range of occupations and testing their

vocational preferences do show evidence of being met but by a smaller percentage of

pupils. A major problem for the researcher was that the constraints on her time meant

that she was not present for the feedback in each of the six classes. This meant that

many of the informal comments made and the pupil reactions have not been included.

4.3.4.2 Using this Evaluation to Plan the Next Action Cycle

The successful completion of this phase ensures the next phase getting off to a good start.

All the evidence supports just such a start. The pupils had plenty to reflect on during the

holidays and the debriefing lessons have enough material available for them to be

productive. I will consider the planning of next year's programme under these steps set
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out in phase 2 of this chapter.

The same steps "will be followed in preparing the pupils and the documentation.

Involving the parents in finding the pupil's placements proved to be a most successful

move. I believe I will still have to place the majority of pupils, but gradually the parents

will become more involved. Conferring with employers was limited to telephone

conversations and letters about placements. Future programmes could involve them at .

the planning stage. Teacher visits to selected workplaces would serve to enlighten the

teacher and reinforce the relationship between the school and the workplace. The

feedback, particularly from the employers commented that the time period was too short

for the pupils to reallyabsorb the environment. The programme could be lengthened by

a day or two. The Monday, Tuesday and Wednesday of the last week of the term would

allow sufficient time for feedback and time too, for the administrative tasks to be

completed. The debriefing will flow over into the new term.

4.4 Phase 3 - Post Work Experience

One of the limitations of work experience, is that we are inclined to think of the process

as the outcome. The debriefing phase is by the accounts of Petherbridge (1996), Watts

(1983) and Miller (1991) a vital stage in the work experience exercise. It provides the

pupils with the opportunity to reflect on the experience, to analyse it and then form

generalisations which provide a body of ideas from which new ideas can arise and be

tested.

This phase will focus on the debriefing and follow-up after the work experience.

According to Miller (1991: pp225-230) there are four main purposes of debriefing..

Firstly, there is the need for the pupils to make sense of their experience through

reflection, then to draw out the main learning points through analysis and forming

generalisations. Thirdly, debriefing provides the opportunity for the assessment of the

pupil and evaluation of the placement. Finally, the debriefing offers the opportunity to
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complete the administrative duties such as \\'fiting thank you letters.

The second set of pupil responses on the work experience after the holidays reflects a

more realistic and considered opinion of the event. The break gives the pupils the

opportunity to order their thoughts and reactions into a meaningful form that can be

measured against the original perceptions of their career choice.

4.4.1 Stage I: General Plan

Reconnaissance reveals the importance of this phase which provides pupils with the

opportunity to express their reactions to such an important event in their school lives and

to integrate it into their learning. The experience itself is but a part of the learning

process. Analysing it in the light of the knowledge of themselves and what they already

know of the job, is more enlightening. The programme is designed according to Miller's

(ibid.) four main purposes of debriefing of: reflection; analysis; assessment and

evaluation; and administration (pp225-230). There is also a need for the co-ordinator

to evaluate the programme through the eyes of the users. The Guidance lessons for the

third term are allocated for this purpose.

The first part of the debriefing stage is reflection.

Work experience is above all a leaming experiencefor students who acquire knowledge, skills and understanding

ifa particular work-place. The notion ifexperiential integration involves reconstructing different aspects if the

e:tperience, in order to add meaning by examining the links between them. In terms if the experientialleaming

rycle, this is the stage of reflective observation when students attempt to describe their experience. Such a

description can focus upon what they did (actions), what they perceived (observations), what they thought

(cognitions), and what theyfelt (feelings) ( Miller, 1991: p 226).

The second stage of debriefing, analysis, involves placing the particular knowledge,

understanding, skills and experience acquired by each pupil in a wider context. In terms

of the experiential learning cycle, this is the stage of abstract conceptualization, which

involves drawing upon experiences and reflection in order to make generalization (fig
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7,p44). (Mosupye and Sakalis, 1994). Small groups within the Guidance lessons provide

the framework for the pupils to reflect on their experiences and to analyse this new found

knowledge with their peers. The assessments which result are also pupil centred. Pupils

have privileged awareness of their own learning, and in work experience they are usually

in a good position to judge what they able and not able to do (Miller et aI, 1991: p 241).

Administration is the final stage of debriefing. Other than writing the thank you letters

and completing the evaluation form, both done in Phase 2, the administration tasks fall

mainly to the co-ordinator and in this case, the researcher, and include collecting and

compiling all the written and recorded information gathered throughout the work

experience project

The follow-up stage refers to the curricular activities which occur after the debriefing and

draw on the individual and group learning. In this sense, the period of reflection and

analysis during debriefing can provide a springboard for further work. The Grade 12

career education programme will be based on the level of self-knowledge and job

knowledge the pupils have demonstrated in this debriefing period.

The next stage in this phase involves negotiating with the relevant people involved and

these are the pupils. Reflection on work experience enables pupils to identify what they

have experienced. This is done by sharing their reaction to the experience vvith peers and

the teachers. The work-experience Johari window on page 126 of this chapter has

relevance here. Asking pupils to share their feelings with the whole class is sometimes less

productive than small group techniques. However, working in small groups requires that

the pupils are aware of the responsibilities of this type of interaction. Hopson and Scally

(1981) talk of the interdependence of the parties involved and of the benefit of contracting

with the pupils (p 126). Both of these concepts must be shared with the pupils before

the small group work can begin.

The physical resources for this phase are the pupils, their experiences and their

willingness and ability to share with and listen to their peers. Petherbridge (1996)
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willingness and ability to share "vith and listen to their peers. Petherbridge (1996)

claims:

The place of debriefing within a broader mentoring role cannot be overlooked, ifguidance

is to be the key means ofempowering individuals to manage their career in the way defined

by Watts, where career education within the curriculum is designed to develop skills,

attitudes and knowledge which enable students to make career dedsions to relate what they

are learning to the wider sodery and theirfuture career development. Here debriefing would

relate to the wider mentoring role, encouraging regular review of learning, outside the

mainstream curriculum, as well as within, identifying skills and competendes students are

developing, and defining long term goals, supported by short-term objectives and the wqys

to achieve them - in other words recording achievement underpinning action planning.

(p251 )

The element of time is the next consideration in this phase. If the main objective of

experiential learning is to change some aspect of behaviour then time has to be allowed

for the changed perspective to emerge. Petherbridge (1996) questions whether the

immediate return from work experience is the most appropriate or perhaps the only time

that debriefing should occur. To cover all options, these additional debriefing lessons

were scheduled for after the holiday breal(, These talee place in the Guidance lessons and

will continue until all the pupils have had the opportunity to complete their debriefing.

The follow-up activities will be the natural consequence of these lessons.

Planning how to gather data is the final consideration for this stage. The debriefing

lessons are a valuable and comprehensive scource of information about the placements,

the employers, and how the pupils used the experience. The data gathered will be used

by the co-ordinator cum researcher to assess and evaluate the phase, the individual pupils

and, when, combined "vith the data from the other phases, the entire work experience

scheme. Assessment is focussed narrowly on the pupil, while evaluation is concerned

with a much 'wider range of phenomena. Evaluation considers the effects on the students

but it is also interested in the effects on the teachers, the school and the employers and

the unintended consequences as well as the intended ones, and in the costs of work
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4.4.2 Stage 2: Implementation

The general plan was to provide enough time and space for the pupils to work through

their experience; to analyse it in the light of their own expectations, strengths and

wealmesses and considering the requirements of work in general and the job in particular.

There needed to be the opportunity for immediate feedback and then for a more reflected

and considered opinion.

Small groups would allow each pupil an opportunity to report back to the group on his

or her work experiences. The six Grade 11 classes are ranked academically and it became

apparent that the lower classes would need more time in developing small group skills and

dynamics. In these cases the pupils reported back to the class as a whole Each pupil

addressed the class on where he or she had 'worked', what they had experienced and how

it had influenced their career decision. They also filled in on general points about the job

in general, such as: the entry requirements, the training offered, chances of promotion

and employment etc. A specific point was made of asking each pupil to identify the skills

he or she thought they had in relation to the job and those they thought they would need

to develop to be a success in that field. We talked about values in relation to the jobs

and the work place. The reports bacl,- varied from positive reinforcement of their initial

choice to total rejection. A small number of pupils seemed to have overestimated the job

or underestimated themselves and they determined to try something a little more

demanding next time. Some pupils were more influenced by external factors, such as the

office environment or food. A cocktail party laid on by the SA Navy was the most

impressive point of comment from 2 boys who had spent their days and nights on board

a naval strike craft at sea. A significant comment from a pupil was that it was different

from school, in fact better than school. The level of attentiveness in these lessons was

exceptionally high. The pupils appeared genuinely interested in the reports back from

their peers and the questions they asked were relevant.

Three classes were involved in the small group reports bacl,-. The requirements and
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Three classes were involved in the small group reports back. The requirements and

expectations of small group work were discussed and the group 'contract' was projected

onto the screen. Evidence, in the form of participation and commitment, was that they

found it stimulating and helpful. The disadvantage was that there was no formal input

and each group took on its own identity and went in its own direction depending on the

personalities of the group members. As facilitator I sat in on different groups and

stimulated discussion of topics that appeared to have been neglected.

The requirements for debriefing to be effective are specific. According to Petherbridge

(1996):

Dze tecu:her has in thefirst instance to understand what the experience was, what it meant

to the young person experiencing it, what generalisations have been drawn from that

rtftection and what influence that will have on future action. This is a means ofenabling

the learner to fonnulate real personal learning goals (p248).

I doubt that these requirements were met in either of the two scenarios. What was

evident was a supportive and empathetic environment in which the pupils enjoyed the

opportunity of recounting their unique experiences. It appeared as if the personal and

social skills were the areas most influenced by the encounter, but in some cases the career

education of the pupils was clearly enhanced.

For some classes these sessions went on for three or four successive lessons, while for

others especially the small groups, the exercise was completed within two lessons. The

follow-up activities depended on what was identified in each class. The Senior Aptitude

Test was scheduled to be written in the third term and preparation for this was included

in the follow-up lessons as complementary to the work experience exercise.

4.4.3 Stage 3: Observation

Although there was a congenial and interested atmosphere for reporting back on the work
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by Miller (1991) and Petherbridge (1996) for optimum pupil learning. However, I

wonder whether it was that pupils did not learn as much as they could, or whether, as a

teacher I felt I did not hear all of their opinions.
,

An additional source of information about the placements and the employers can be

gleaned from the pupils as they report back to the class. In the small group feedback it

was not possible to have access to all these. However, in the class reports back any

discrepancy about the placement or the employer was noted and followed.

The administrative material was relatively easy to collect and collate. The organisation

of phases 1 and 2 ensured that as the information came in it was collated and filed for

easy access. Before the pupils went out on their placements comprehensive class lists

recorded the name and telephone number of each contact person. Tidying this up meant

merely recording which pupils had not attended which placements and for what reason.

As the pupils reported back additional information was noted about the employers and

the placements. Collecting and storing the data for this research project became an

additional administrative task.

It is the opinion of this researcher that the expectations of Petherbridge, quoted on page

60, were not achieved. The pupils enjoyed feedback and the listeners were empathetic

but that was the limit of their involvement with the pupil learning. This is an area that

will need attention in the planning of next year's programme.

The understanding of the researcher is that the majority of the pupils were pleased with

their placements of employ and their work experience. The family involvement in

procuring these placements had an effect on this success.

The researcher felt relieved at the conclusion of the programme that whilst there were

'hitches', the administrative work was complete and could provide valuable data, and on

the whole the pupil, parent and community responses had been rewarding.
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4.4.4

4.4.4.1

Stage 4: Reflection

Critically Evaluating the Consequences of the Action

In contrast to the work experience, this phase is (luiet and non active. It requires that

the pupils interact with the experience in an intell~;=tualway. Some pupils would prefer

the activity of the experience to this quiet refle~tion. We have noted however, the

importance of this activity to pupil learning parti:=ularly. This phase also requires the

assessment of student learning from the experience. This is difficult to assess. This task

is by nature subjective and reliant on pupil reports.

As the co-ordinator certain aspects were of concern. Firstly, there were some pupils (very

few) who did not or CUll.... ' not use this exercise to enhance their learning. The boy who

bunked was an example. These pupils must be identified and their self esteem increased

in whatever way possible. In the general guidance lessons they must be encouraged to

take part in the career related exercises. Individual counselling could help ascertain the

reasons for the non participation and corrective measures suggested to the pupil and even

perhaps to his or her parents.

Secondly, the employers' assessment will reflect a specific opinion from the work place.

Through effective debriefing the pupils can be encouraged to incorporate this into their

frame of reference and that of the world of work. The pupils must be assisted to

incorporate these new constructs with those they already possesses.

A third area of concern is the evaluation of the placements and the work-experience

programme. This is necessarily made through the eyes of the pupils and, on the whole,

it is regarded as a beneficial and enjoyable programme by the pupils. Their participation

and involvement speal(S for itself and their feedback both in written and oral form
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confirms this.

The placements were what the pupils wanted and expected in most cases. A few pupils

were disappointed by the lack of stimulation but this was overshadowed by the vast

majority of pupils who were pleasantly surprised by the people, the way in which they

were treated and the work related tasks.

Administration is the next consideration. Reflection on this is that it was effective but

that it could be improved. A permanent database should record the names, addresses and

the areas of involvement of the employers which could be updated annually. To facilitate

smoother handling more time needs to be allocated to the procurement of the

placements.

The opinion of this researcher is that because of the demands of this research project the

administrative tasks were performed better than in previous years and as a result the next

year's programme will be easier to handle.

4.4.4.2 Using the Evaluation to Plan the Next Stage

The concept of formal debriefing is new to this researcher and consequently to her pupils.

Small group work is often used in informal class exercises but in the context of debriefing

the work experience, a more in depth approach is required by the participants if this is

to be successfully deployed in the follOwing work experience. The large class groups

inhibited the relationship between the pupil and the teacher prescribed by Petherbridge

(1996). However, what the pupils lacked in skills they made up for in enthusiasm,

interest and support. Reference to Hopson and Scally's (1981) literature on small group

work is planned for preparation for next year's programme. The Grade lIs will be

introduced to the principles and dynamics of small group work early in the year as they
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prepare forthe work experience and will practice the skills at every opportunity. This will

better prepare the pupils to cope with the debriefing exercise after the work experience.

Evaluation of the placements reveals a high level of success. The help of the parents will

again be enlisted in the planning of next year's programme. Not only does this

involvement lighten the work load of the co-ordinator, but it enhances the

communication between the parent and their child in the area of career decision making.

The administration of a work experience scheme is an unwieldy job. Keeping track of all

the information so that it can be simply accessed 'will make the following year's

programme all that easier to organise.

4.4.4.3 Conclusion

This evaluation and reflection completes Phase 3 which, in turn, completed the action

research spiral. Davidoff and van den Berg (1990: p46) describe a spiral as consisting of

four stages:

• the general plan

• implementation

• observation

• reflection

In this study each of the four stages were followed within a phase which could be said to

constitute a micro-cycle. But in terms of the broader view - the macro-cycle or full spiral,

Phase 1 only covered the 'general plan', Phase 2 the 'implementation', and Phase 3 the

'observations' and 'reflections'.

Where Phase 1 constituted formulating the general plan, doing reconnaissance,

negotiating with the relevant parties, assessing the resources and planning how to gather

161



data, Phase 2 was concerned with the implementation of the plan. Phase 3 then saw the

gathering of all the infonnation and reflection thereon. The flow of the action research

cycle through these phases is reflected by the natural construction of the work experience

programme. Miller (1991), Petherbridge (1996) and Boud (1993) all call for work

experience to be presented as an integrated whole, including preparation and briefing and

subsequent debriefing and follow-up.

Planning for the second action research spiral.

Significant factors that emerged from the data analysis of Phases One, Two and Three

were kept in mind when the new revised 'general plan' was devised.

The concept and implementation of the programme are sound and confinned by all

accounts. However the changes that will be implemented are as follows:

• As suggested by many employers the time of placement will be increased by a

day, starting on the Monday of the final week of the second tenn.

• The involvement of the English Department will continue to be encouraged, it

not only lightens the worldoad but highlights the cross curriculum nature of work

experience. Reports back in the fonn of orals and thank you letters for

submission for marks, lends credibility to both departments and to the exercise

as a whole.

• The administrative procedures will have to be improved. More conclusive

infonnation is necessary for the completion of the thank you letters.

• The pupils' workbook is a potential source of valuable infonnation but was not

used to its best advantage during the debriefing lessons. In the next application

of this scheme they will be incorporated as a written report back, possibly for

some fonn of accreditation.
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The concluding chapter will consider this programme in the light of the aims of this

research study and the underlying theory of Chapter 2.

4.5

4.5.1

Phase 4 - Illustrative Case Studies

Introduction

A review of the effects of work experience schemes indicates benefits in tenns of

enhanced motivation, increasing the pupil's knowledge of themselves and society, helping

to ease the transition to adult life, and providing more infonnation on which to base

career choices. These effects are difficult to measure. The evaluative evidence collected

during the course of this project (Chapter 2, pp56-61) is divided into two categories:

objective and subjective data.

In this research project the objective scores on 'before and after' measures such as the

career Development Questionnaire (CDQ) (see Chapter 3) have not been recorded, since

the first administration occured in January, 5 months before the project and the second

administration in August. Many factors could influence any change in scores, such as the

passage of time and other career exposures. Therefore the researcher did not believe this

would be a valid way of measuring the effect of work experience. The data however will

be included in the four case studies below because it is interesting to consider.

Much of the data collected for this research project falls into the second category,

subjective data, and is based on direct questions to the pupils and employers about

participation in this particular work experience project.
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4.5.2 Case Studies:

To illustrate the variety of individual experience, four illustrative case studies have been

included. The responses from four pupils, from class groups of average academic ability,

will be considered in depth and presented as ordered reports of the work experience

programme. Two boys and two girls were chosen and the data includes: their personal

documentation, their test results, their responses to lesson material, their choices and

eventual placement for work experience and the observerations by the teacher-researcher.

This data collection was generated over the eight month period laid out in the time frame

at the beginning of this chapter and is representative of what was collected from all the

Grade 11 pupils of that year.

There will be a comparison of the CDQ results of four pupils with the means of the

national sample of high school pupils according to the school Grades 10 and 12, gender

and language groups. As a conclusion to each case study there will be comment on the

implications for each individual and a discussion of the results in the light of present

theories and educational practices.

At the beginning of the school year the pupils wrote the first CDQ test. At this stage we

discussed the plans for the year and the importance of making the decision of their work

experience placement. There was an explanation of what work experience meant and

how it worked. The pupils recorded their first, spontaneous thoughts of where that they

would like to do after they left school and therefore their work experience placement.

The preparation lessons took place from the 7 May to the 28 June and during that time

they completed the Hopson and Sca1ly work values exercise. The work experience took

place on June 28 and 29 and the pupils evaluation on June 30 and July 1. The employers

evaluations were returned any time from immediately after the experience to the middle

of August. They were asked to assess the pupils on a 1 - 5 scale, 1 being poor and 5
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excellent. The second CDQ test was completed on the 15th August. These interventions

will be discussed in the same sequence for each of the case subjects..

4.5.2.1 Case Study 1

B is a gentle, quietly spoken boy with an average academic record. His family is

originally from Europe with English as a second language and are well known bakers and

confectioners. He took part in most of the work experience activities and tests that were

planned for the Grade lIs for the year.

B's first CDQresults compared with the standardised norms are shown in the following

table:

Table 6 CDQ 1 of subject B

SCALE B Grade 12 Grade 10 Boys

self information 12 15.23 14.52 14.65

decision making 8 15.46 14.55 14.94

career information 4 13.46 11.97 12.53

integration of self and career
information 10 15.48 14.41 14.77

career planning 8 14.12 12.66 13.15

average 8.4 14.75 13.62 14.00

According to these results, each of B's career maturity score is below the average for all

the groups, - the Grade 12s, the Grade lOs, and the 'boys'. Because it was taken so early

in the year, the Grade 10 measurement would be the more accurate. Even here, B falls

well below the average. His highest score is self information and he indicates some ability

to integrate this with career information. However his career infoffilation score is his

lowest, and he needs to work on both career planning and decision making.
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The first career choices that B made were:

commerdal diving

to work in a suif shop

merchandising

'Surf and 'diving' have the common theme of the sea, which we see running throughout

B's work experience scenarios. 'Merchandising could tie up with working in the surf

shop but it may relate more to the family enterprise - the bakery. B's friends in these

lessons both selected 'ocean sailing' as their preference. It could be that peer pressure,

wanting to be accepted by the group, led B into making this choice. Alternatively it

could reflect his interests and hobbies.

The next set of information comes from the Hopson and Scally Values Card Sort. B's

top three very important choices were:

1 Learning it is important for you to learn new things

2 Artistic you enjoy work involving drawing, designing, making music, etc.

3 Status you enjoy being in a position which leads other people to respect

you

B choice reveals a sensitive, reflective person. The work experience will provide the

opportunity for him to learn something new.

As a work experience placement B chose:

commerdal diving

dolphin aquarium in Durban

In an individual interview with B, I explained that I knew of no commercial diving firm

off the Durban Coast and that the Dolphinarium had refused us, offering instead a one

week career course for all interested pupils in the July holidays. B went away saying he
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would try to identify a commercial diving firm and bring me back a contact name and

telephone number. A few days before the actual placement he had got no further and he

said he would go with a friend to a Mechanical plant as an engineer.

The day before the work experience was due to begin, B discovered that a classmate was

going to the SA Navy, he asked if he could go as well. A telephone call to the Public

Relations Officer gained him an entry. It was at the last minute of the day before the

work experience that the indemnity forms were faxed through to the school. He had to

take them home for his parents to sign to take with him the next day.

My diary entry reflects:

B was the last pupil to be placed on the programme. I don't know why he left the decision

so late. He had made an initial choice and would probably have gone quite happily ifI had

found him a placement. I think the delay was in him haVing to find his own contact. He

is not very forthcoming and probably did not have the amrage or the skills to phone around.

His family don't speak English very fluently and besides I don't think they have much

contact with commercial divers -they're confectioners. But I do believe diVing was where he

wanted to go -it was his choice at the beginning of theyear and he quietly persisted with this

preference until the very last minute.

On his evaluation of the work experience, B identified that he had the required academic

qualifications for diving but added, that he needed to develop more physical skills,fitness,

a lot offitness and swimming is needed. Of interest here again is the mention of food. It was

what surprised him most, together with the friendliness of the people.

The values that he identified were:

respect, politeness and eye contact they matched well my personal values.
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B's final comment on this evaluation is that the work experience placement

helped me choose my career, showed me the ups and downs of the career.

The employer's evaluation ranked him:

3 for enthusiasm

3 for appearance

4 for courtesy

5 for punctuality

4 for suitability for the field

His highest score was for punctuality, a good habit especially in the navy. Most

importantly they considered him suitable for the career - Le. 4 on a scale of 5. I

wondered if this indication is matched by the same belief from B. It is interesting to

note that at the last moment he added 'catering' to the 'diving' when he filled in the form

to be retunled to the na\ 'J.

The scores for the second CDQ test and their comparison with the first CDQ are as

follows:

Table 7 CDQ 2 and difference from CDQ 1 of Subject B

SCALE B's 2nd Std 10 Std 8 Boys B's 1st Diff.
CDQ CDQ 2nd· 1st

self information 13 15.23 14.52 14.65 12 1

decision making 17 15.46 14.55 14.94 8 9

career information 18 13.46 11.97 12.53 4 14

integration of self and career
information 16 15.48 14.41 14.77 10 6

career planning 17 14.12 12.66 13.15 8 9

average 16.2 14.75 13.62 14.00 8.4 7.8

The final column reflects a significant change in the perception that B has of himself and
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The final column reflects a significant change in the perception that B has of himself and .

careers. His average score now is higher than the Grade 12 score, where his first test

average was lower than all three averages. Each point shows a positive increase in scores.

He views himself and his career decision maldng sldlls more positively than he did at the

beginning of the year.

The greatest point of growth is 'Career Information' which grew by 14 points. This
.\

represents exceptional growth. It is obvious that B had previously had little exposure to

career options. It seems that he has not read or explored much at all, and that he

identified 'diving' and the SA Navy as career fields through chance involvement with

them as interests. The next two growth points are career planning and decision making.

Both of these grew by 9 points, also a significant growth for B. He had seen and learnt

enough to be able to feel more confident about making a career decision. It would seem

as if the work experience process had some impact on his perceptions and understanding.

Integration of self and career information represented a +6 improvement. The smallest

increase in scores was that in Self Information. There was a +1 increment. B is a quiet,

introverted personality and I believe he is aware of his strengths and weaknesses hence

small growth factor.

A discussion of B's results.

On balance the available evidence is positive. The objective evidence, though sparse,

indicates that the measurable outcomes of B's interaction with the work experience

programme are positive. The subjective evidence shows that Brett enjoyed himself and

felt that he got something useful out of it. The employer's evaluation of Brett is equally

positive.

Two threads run right through: The first is B's opinion of himself. The first CDQ score

shows a lack of self confidence related to career maturity. As a result of this there appears
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to be a lack of assertiveness in B's behaviour. His initial choice was influenced partly by

his peers and possibly by a desire for excitement. It is significant that he was the last

pupil in the programme to be placed. On the other hand the second CDQ score shows

significant growth. In reply to the last question on the pupil evaluation form, Doyou

consider the work experience programme a worthwhile programme? He replied Yes!!!

4.5.2.2 Case Study 2

S is an outgoing, gregarious class member. She relates very well with her peers and has

a friendly confident attitude to her teachers. She is enthusiastic and willing to participate

in the lessons.

The results of the first CDQ are;

Table4.4 CDQ 10£ Subject S

SCALE S Grade 12 Grade 10 Girls

self information 19 15.23 14.52 15.03

decision making 12 15.46 14.55 15.04

career information 10 13.46 11.97 12.82

integration of self and career
information 14 15.48 14.41 15.04

career planning 13 14.12 12.66 13.53

average 13.6 14.75 13.62 14.29

Consideration of these results show S's average score on a par with the Grade 10 score

and 1.1 below that of the Grade 12 score. This test was done so early in the grade 11

year that the results could well be compared with the Grade 10 rather than the Grade 12

scores. The exception to this average score was selfinfonnation, which is above the average

Integration ofselfand career information and career planning are on a par with the Grade 10

scores but career information and decision making are slightly below.
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S's first choseas carteer options:

a disc jockey

residential child care

This initial, spontaneous choice reflects two aspects of the self she portrays in the

classroom. An extrovert, friendly person who has a genuine concern for others. She has

an ability to relate to a wide range of her peers - boys and girls from different groups.

She communicates with equal ease with her teachers and yet manages to maintain a good

teacher pupil relationship.

S's top 8 'very important' values are;

1

2

3

4

5

6

7

8

friendship

learning

physical challenge

excitement

independence

artistic

variety

creative

You would or do like close friendships at work.

It is important for you to learn new things.

You enjoy doing something that is physically demanding.

It is important for you to have a lot of excitement in

your work.

You like being able to work in the way you want,

"without others telling you what to do.

You enjoy work involving drawing, designing, making

music, making models etc.

You enjoy having lots of different things to do

Thinking up new ideas and ways of doing things is

important to you

As a work value S identified friendship as being of top priority. Her friends are

important to her at school and she claims will be equally so in the work place. To learn

new things', 'to be physically challenged', 'to be surrounded by excitement', and 'having

lots of different things to do' conjures up an image of a girl with restless energy seeking

a work environment which is both a physically and intellectually stimulating. This is
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complemented by her choice of 'artistic' and 'creative'. To complete this interesting

picture, this pupil wants 'to be able to work in the way she wants to without others

telling her what to do'.

S's work experience placement choices were:

First choice: Sea world

Second choice: Radio Port Natal DJ

Actual placement: Natal Assoc. of the Performing Arts Council

Many pupils selected the Durban Aquarium as a placement point but they were not able

to accomodate us. She and I both tried to get her into the local radio station but also

to no avail. In an individual interview with S it seemed as if she was more keen on the

'showing' the dolphins to the public than training or caring for them. As we discussed

further interests and options, S settled for the Playhouse Company as a placement. All

three of S's choices fall into the 'arts and entertainment' category of Roe, in the major

orientation of 'towards people'.

S's Evaluation Of Work Experience

Her present skills, she identified as; "Acting and Dandng. Enthusiasm"

Those she needs to develop; "singing, miming, accents"

What surprised her most were; "The wardrobe where thry made wigs and costumes. "

On the comparison of her values 'vith the work values, she said; There is not much monry

and I will be travelling around a lot.

Her opinion on the value of the work experience programme was: It is worthwhile. It gives
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us insight ofa career after school and helps us make decisions of the career we wish to pursue.

It is interesting that S identified 'enthusiasm' as one of her skills. Her self knowledge in

the initial CDQ was higher than the average standard IO and here is an example of her

sound self analysis. It appears as if S regarded 'travelling around a lot' in a slightly

negative light, contrary to what one would have believed seeing her original value

selections.

S did not return her work book to school. She took it with her to the visit and

presumably completed it but did not bring it back. The employers evaluation was not

returned to the school either.

The results of the second CDQ

Table 4.5 CDQ2 and difference from CDQ I of Subject S

SCALE S's 2nd Std 10 Std 8 Girls S's 1st Diff.
CDQ CDQ 2nd· 1st

self information 15 15.23 14.52 15.03 19 -4

decision making 14 15.46 14.55 15.04 12 2

career information 16 13.46 11.97 12.82 10 6

integration of self and career 2
information 16 15.48 14.41 15.04 14

career planning 16 14.12 12.66 13.53 13 . 3

average 15.4 14.75 13.62 14.29 13.6 1.8

S's perception of her self knowledge is once again the significant score on the test. It

may be that on the first test she overestimated her knowledge of herself and that this

score in now more realistic. The minus 4 is an indication that this is the area of the

greatest challenge for S. All the other areas show a positive change, the most significant

being in the field of career information.
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A discussion of S's results

S's choice of 'occupation' was a good reflection of her first value of friendship, according

to Roe showing an orientation people. To her teachers and her friends S appeared

outgoing and confident. She herself endorsed this perception in her first CDQ test by

reflecting a selfknowledge score higher than the average standard 10 pupil. She was a girl

who fitted in well to the school system and related with ease to everyone around her.

With the exception of the Durban Aquarium, S's career choices showed her preference

for working with and relating to people, most times in a creative and stimulating way.

This is reflected in her Holland classification of AES. According to S's account of her

experience in the debriefing lessons, she was a little disappointed that the work

environment was not as exciting as she had hoped, it seemed as if they were taken on a

tour of the Playhouse and allowed to watch rehearsals. She had hoped to do more and

watch less. The final CDQ reflects a drop in the score of self knowledge for S while all

the other scores have escalated. This is not necessarily a reflection of negative self

growth, it may in fact reflect an area of positive growth as she reconsiders herself more

realistically in the work environment.

4.5.2.3 Case Study 3

C is the second male in these case studies. He is a slightly rebellious and somewhat

depressed young man. His response to all the exercises was untidy and in class he was

lacking in energy.
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The results of Cs first CDQ test are;

Table 4.6 CDQ 1 of Subject C

SCALE C Grade 12 Grade 10 Boys

self information 14 15.23 14.52 14.65

decision making 13 15.46 14.55 14.94

career information 15 13.46 11.97 12.53

integration of self and career
information 19 15.48 14.41 14.77

career planning 16 14.12 12.66 13.15

average 15.4 14.75 13.62 14

C scored above average in all the scales of the CDQ , except 'self-infonnation'and

'decision making'. His strongest point being the integration of self and career

infonnation. This was in contradiction to how he was perceived by the researcher. He

seemed to have little interest in career infonnation and had showed no signs of gathering

any. C had expressed resentment towards his father who was putting undue (according

to C) pressure on him to achieve better academic results.

C's first choice was to be a nature conservationist.

C identified his top 'very important' values as;

1

2

3

4

excitement

peaceful

risk

physical challenge

It is important for you to have a lot of excitement in

your work,

You prefer to have few pressures or uncomfortable

demands

You like to take risks

You enjoy doing something that is physically demanding
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Excitement -Risk - Physical challenge - go together well and fit in with the rebellious nature

of C. Peaceful -seems to be in direct contrast to the other three and could be an

indication of the inner conflict of the boy. The first three endorse the choice of nature

conserverationist. The choice of nature conservationist falls in Roe's 'outdoor' category,

as an orientation 'not toward people'.

C actual placement was as a conserverationist at Shongweni nature reserve

It is dissapointing to note that C was absent from school that day the evaluation were

completed and there was no return from the employer.

The results of the second Career Development Questionnaire and the diffemce between

CDQ 1 and 2 are recorded below:

Table 4.7 CDQ2 and difference from CDQ 1 of Subject C

SCALE C's 2nd Grade Grade Boys C's 1st Diff.
CDQ 12 10 CDQ 2nd - 1st

self information 14 15.23 14.52 14.65 14 0

decision making 13 15.46 14.55 14.94 13 0

career information 15 13.46 11.97 12.53 15 0

integration of self and career
information 19 15.48 14.41 14.77 19 0

career planning 16 14.12 12.66 13.15 16 0

average 15.4 14.75 13.62 14 15.4 0

These results are exactly the same as the previous test. That there is no change in any

of these scores implies a consistency in the pupil. However, it may also indicate

unrealistic self-evaluation by C.

A discussion of C's results
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There is a consistency about C that is reflected throughout his profile. His initial choice

corresponded with his work experience choice and eventual placement as a nature

conserverationist and the results of his two CDQs done eight months apart did not differ

at all. Since C seemed to be reflecting an orientation not related to people, this may be

reflective of his perception of his father as 'overdemanding'. It is a pity that there is no

feedback from either C or his employers on the work experience. It is the teacher

researcher's opinion that in this instance personal and family counselling is needed for

C and his father to resolve their personal conflict before he can effectively explore his

career options further.

4.5.2.4 Case Study 4

P is the fourth pupil and second girl in the case studies. She is a self motivated, mature

young girl who participated actively in the work experience programme.

The results of her first CDQ were as follows:

Table 4.8 CDQ 1 of Subject P

SCALE P Grade 12 Grade 10 Girls

self information 14 15.23 14.52 15.03

decision making 14 15.46 14.55 15.04

career information 9 13.46 11.97 12.82

integration of self and career
information 13 15.48 14.41 15.04

career planning 10 14.12 12.66 13.53

average 12 14.75 13.62 12,29

P's average score is in line with that of 'girls' more so than any other. Her self information

relates to Grade 10 as does her dedsion making. Scores in Career information and integration
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ofselfand career infonnation and career planning are lower than any of the categories. This

pupil has expressed a conseIVative opinion of herself.

There is no record of this choice, P was absent from the lesson in which this choice was

made.

promotion

status

money

contact with people

6

7

8

2

3

4

5

The work values lesson revealed her most important values as:

P's 'very important' values were

1 security it is important to know your work will always be there

for you

earning a large amount of money is important to you

you enjoy having a lot of contact with people

you enjoy being in a position where people respect you

you like to work where there is a good chance of

promotion.

well known organisation you like beingpart of a well known organisation.

competition you enjoy competing against other people or groups.

learning it is important for you to learn new things.

P has identified fairly strongly with a large oranisation, the security, the status and

promotion are all associated with a well known organisation. Money and contact with people

come a close second and third. The last two items on her list are competition and learning

but undoubtedly, also within the large organisation.

P was placed at well known company to learn more about the world of advertising on

the 28th June and at a travel agenency for the 29th.

Her evaluation of the work experience included the following replies:

She decided that she had the skills of:
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detenninatioll, perseverance and dedication

and needed to develop; sOdableand creative skills

What surprised her most: How ma1'!Y different people are involved in the company. How

dedicated and cheerful·everyone is.

The values of the workplace and her personal values that matched were:

polite

artistic

inspirational

sociable.

Her final comment was: I was able to see exactlY what advertising was all about, it made me

more interested than before.

The employer's evaluation was not returned to the school by either of the. two

organisations.

The results of the second CDQ and the difference Ist and 2nd CDQ are:

Tabk13. CDQ2_3nd.differenceJromCDQ 1 of SubjectP

. SCALE P's 2nd Grade Grade Girls P's 1st Diff.
CDQ· 12 10 CDQ 2nd-1st

self information 15 15.23 14.52 15.03 14 1

decision making 14 15.46 14.55 15.04 14 0

career information 19 13.46 11.97 12.82 9 10

integration of self and career
information 13 15.48 14.41 15.04 13 0

career-planning· 10 14.12 12.66 13.53 10 0

average 14.2 14.75 13.62 12,29 12 2.2

There is very little change in these test results other than in the field of career information
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where the change is significant. The conserverative opinion expressed by the pupil of

herself originally still stands. However it is in the range for her grade and gender. Where

she felt that the work experience contributed to her career knowlege it did not really

effect the other more personal scores such as selfknowledge, decision making skills and the

integration ofher self- and career infonnation and her career planning.

Discussion of P results.

Her Work Shuffle card sort showed work values which were reflected in her two work

placement choices. Despite the relatively low CDQ scores there is a consistency running

through this profile. It seemed as if she had identified this as a career information

collection exercise and it would seem that the work experience impacted on P's career

information score.

4.5.3 Conclusion

The work experience programme consists of: the preparation; the exercise; and the

debriefing; and the case studies discussed above give a view of how this was experienced

by four grade 11 pupils over a eight month period. The preparation period is reflected

by 'the initial choice' and the 'work values' list, while the work experience is represented

by the actual placement and the debriefing includes the pupils' comments about the

experience. That each pupil reacted uniquely to the similar events is documented above.

Finally, there is a comparison of a 'before' and 'after' CDQ scores. It is interesting to

note that there is no decrease in overall CDQ scores: Super comments that, from role

salience research on high school pupils, the relationship between sex and career maturity

favours females, rather than males. This may be that females generally do better than

males on verbal tests of knowledge, not because of career maturity (Brown et aI, 1990:
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p247). These results show the boys as scoring higher than the girls, the first and second

average scores are recorded as follows: the boys, B - 8.4 and 16.2; C -15.4 and 15.4; and

the girls, S -13.6 and 15.4; and P - 12 and 14.2.

These results cannot be attributed to the work experience alone, as so many other factors

have impacted on the pupil's lives during the same period but it has had provided an

opportunity for them to identify their interests, aptitudes and values and involve

themselves in career decision making in a practical way and so prepare them for the next

stage of their career plan.
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Chapter

5

5.1 Introduction

CONCLUSION

To conclude this disseration, the findings will be discussed in terms of the specific

aims of the project (pp73-74). These were to: to describe the process of the Grade

11 work experience as implemented by the researcher; to evaluate this process; and

to consider ways of optimising the programme. Conclusions are drawn at the end of

each phase of the project described in Chapter 4, based on the mode of analysis and

reflection of action research. This chapter summarises these conclusions.

The limitations and weaknesses of the research design and methods will be discussed

in so far as these pertain to the work experience project. Recommendations will be

made for areas of further research.

The conclusion includes recommendations for the introduction of work experience in

high schools as a means of better equipping the schoolleaver for the world of work

These recommendations take into account the problems identified with regard to

pupils who are ill prepared to make career decisions and will consider the extent to

which the adoption of work experience addresses these problems.



5.2

5.2.1

Discussion

Description of the Process

This study was implemented over an eight month period and focussed on the

perceptions of the major role players: the pupils, the employers and the co-ordinator

as elicited through participant-observation, questionnaires and class group discussions.

The reflection of the participants and the observations of the researcher revealed the

changed perceptions and increased self confidence in the pupilS. It was evidence of

this that was sought in the data collection and analysis phases. The action-research

design allowed data to be collected over an extended period enabling the pupils to

assimilate and understand new concepts, implement new ideas and to reflect on the

process in an on-going way. The process was interactive and allowed for the

researcher and the pupils to reflect on progress at each stage (Chapter 4).

Work experience is part of a career education programme based on theories which

show the developmental nature of the process by which an individual develops career

maturity. It is designed to foster greater self awareness in pupils and to enable them

to learn the basic process of decision mal<.ing. During adolescence the individual is

in an exploratory stage, experimenting in a variety of adult roles with increasing self

awareness and realism (Chapter 2).

The study highlighted the complex nature of: (a) teacher characteristics, planning and

decision-making, (b) pupil characteristics, attitudes and perceptions, and (c) the

interactions between the two within the context of school and worl<.ing community.

It illustrates a 'teacher-directed activity rather than a manifestation of the hierarchial

imposition' (Kincheloe, 1991: pI?) common in some schools. The researcher's

attitude was one of striving as much as possible to accommodate the diversity of pupil

attitudes, interests and needs. The process encourages students to have a voice rather

than merely being receivers of what someone else decides they should have. The



greatest demand of this teacher-driven, school-based programme was in terms of the

coordinator's time and highlighted the need for coordinated planning.

Reports by teachers of their action research reveal significant points, perhaps the most

obvious one is being teacher education. Walker (McNiff,l 988) made the point that

what is changed most by research is the researcher - it is almost the researcher who learns most,

changes most, has most commitment to the project and most at stake if it fails (p88). The

researcher agrees with this sentiment.

Work experience programmes need to be examined in terms of the aims of the

programme, the learning process involved and their value in terms of easing the

school-to-work transition. A report to the US congress (p35) noted 5 learning

processes that can be used in work settings. With reference to these the work

experience programme described in this study would seem to involve some experiential

and observational learning. The nature of the structure excludes mentoring,

workplace instruction or technology assisted-learning.

In the light of the points made by Bride and Knights (p34), the knowledge of the

world of work gained by the pupils has served to lessen their anxiety about the

unknown. Refer to the pupils comments in Phase 3 (pp139-l49). Identifying some

of the positive and negative aspects of their chosen career has assisted the pupils in

their decision making. Of greatest relevance to this research, however, is the point

made by Bride and Knights (1981) that knowledge about the world outside school is

needed, riot at the moment when the transition is imminent but when the young

person is making the series of small decisions at every stage in their educational

progress. This serves to iron out misunderstandings about educational opportunities

and the expectations of people in the working work at an earlier stage of schooling.

It is the contention of this researcher that the work experience described has, to some

extent, served to provide such information.

To further describe this project, the aims of Watts (1983, and in Miller et al, 1991),



described in (pp4S-47) will be considered. The curricular frame of career education and

the assodated aims expansion, sampling, anticipation and placing, dominated the scheme,

followed by the personal and social education and world-of-work frames. With reference

to Watts' definition of work experience (ppS-6), this programme more accurately fits

the description of work observation or more spedfdally work shadowing. In addition,

as far as organisation is concerned, it could be called a 'school-organized, self-seek'

scheme. These schemes, in which students find their own placements, have some

drawbacks in terms of matching. They have the potential to reinforce stereotyping

and narrow career horizons. Students with two parents in white collar occupations

will often have an advantage over students whose parents are unemployed. Students

without a network among the employed and self-employed community will be

disadvantaged: this may apply in specifically to particular ethnic groups. These

problems should be taken into account by work-experience coordinators when

planning the guidance programme to accompany self-seek programmes. An alternative

would be to involve local service organisations or chambers of commerce in the

organisation. An advantage of this involvement is the centralised control that may

become necessary if all the schools in an area implemented work experience

programmes and the employer market became flooded. A further point in favour of

some sort of central control is that teacher driven schemes are limited by teacher

experience, whereas if it were commerce or trade union driven, the emphasis might

be different. The Institute for Partnership Between Education and Business (IPEB)

(N.D. Focus, 1996: pIS) states as one of its aims the development of school focussed

programmes such as work related experience 'within its broader goal of investigating

the potential of business-education partnerships.

5.2.2 Evaluation of the Process

What is taken to be the problem for research is the result of a flexible, open-ended,

ongoing process of identifying, clarifying, negotiating, refining and elaborating precisely

what will be studied (Jorgenson,1989: p32).



This research project is seen as a start in the ongoing process of evaluation in an

attempt to strengthen school-work association. It is also a necessary part of the

teacher-counsellor's role, in tenns of the resource implications.

Evaluation of the work experience is concerned with assessing a wide range of

phenomena: the effects of work experience on pupils, teachers, schools and

employers; the intended and the unintended consequences; and the benefits and costs

of the work experience.

In relation to the curricular frames and their associated aims (pp45-47) the work

experience had varying effects on the pupils, but in the light of the obseIVation at the

end of Phase 3, the majority were effected positively, one way or another, by the

experience. 60% reported that work experience had helped in their career choice,

either by confirming or rejecting their initial choice. For a few pupils the placing aim

was confinned when they were offered a bursary or .an apprenticeship by the

organisation where they were placed. Pupils do believe that there has been a

development in their social and life skills and this is confinned by the obseIVation of

the teacher-researcher in the debriefing lessons.

Referring to Smith and Rojewski's (p45) desired outcomes of work experience, there

is sufficient evidence to show that the practice was connected to Significant career

development theory and that the pupils had sufficient opportunity to develop

personal and career maturity, to gain personal awareness and to attain professional

insight.

The employers who participated in this programme were willing to be involved.

Referring back to Table 2.1 (p49), the researcher's impression was that the local

employers were motivated more by a sense of wanting to be involved in a community

project, while the larger finns in the city seemed to have a policy of 'social concern'.

They also used the opportunity to advertise the company and their products and

services more than the local concerns. Both sets of employers used the work



experience as a recruiting exercise in selected cases. The researcher was disappointed

at the low rate of return of the evaluation forms from the employers and thought will

have to be given on how to improve this.

Protec's expectation, (p63) that preparation of the pupil should include conceptual

as well as practical preparation, was met by this work experience programme with the

lessons preceding the work experience. Referring to the pupils comments on the work

experience (Chapter 4, Phase 3 ppI39-149), there is evidence that many pupils gained

a realistic impression of the world of work and its norms and values and this

experience facilitated informed career decision making and goal setting. The

evaluation done in Lothian (Malcolm and Johnstone, 1991) (p59) claims that more

than half the students asked, said the experience had made them work harder at

school. There was no such direct question put to the pupils in this study and none

of them mentioned it in the open ended questions, but many alluded to increased

motivation in meeting the requirements of their chosen career which may be tal<.en to

read 'doing better at school'. For some pupils it was the exposure to successful role

models that made the greatest impression on them. However, for the majority of

pupils there is enough evidence to suggest that, in one way or another, work

eA']Jerience will help bridge the gap between school and the work environment.

Jamieson (Miller et aI, 1991) discusses a variety of approaches to and uses for

assessment (pp235-259). While there is assessment and it is fed back to the pupils

this has limited utility in the work place. In the past, a couple of pupils applying for

bursaries or admission to places of training have used their employers' assessment

forms in their curriculum vitaes.

With reference to the opinion of Boud( 1993) and Petherbridge (1996) that work

experience is being limited by ineffective debriefing of the pupils, this researcher

believes she needs to do more in this regard. Her belief was that the process of work

experience is the outcome and she failed to see that until the pupil has been allowed

to assimilate the observation and reflections, the learning has not yet begun. Before



embarking on this research project, she regarded work experience more in the light of

job sampling and an acquisition of sodal and life skills rather than meeting the deeper

educational aim of learning from experience. .

5.2.3 Optimisation

The opportunity offered by this cyclic form of study it that the process can be

repeated - with improvement. The analysis and e~aluation have revealed areas of

optimisation and these will be discussed below.

The suggestions of some of employers that the programme be lengthened, has to be

weighed against the academic demands made on the pupils. However, it seems

appropriate that the programme be lengthened.

Watts (Miller et al, 1991) suggests that the aims of work experience can be met by

activities other than structured work experience. His definition of work experience

(pp5-6), applies to schemes in which pupils experience work tasks in work

environments, but without talong on the full identity of the worker, whereas his

broader definition includes vicarious experience, constructed experience and simulated

experience. If part of the function of work experience is to develop students' concepts

of work, it is important that it is not seen in a vacuum. There is a need to recognise

the experiences of work the pupils may already have had. A structured programme

in the cuniculum, enabling the pupils to draw on and explore their prior experiences

will have the greatest impact on the participants.

As the academically less able pupils are more likely to leave school at the end of

Grade 9, now that the school leaving age has been lowered, a programme should be

especially designed for them. It should include two or three weekly placements at

least twice a year.

An optimisation of resources in this study would be in the administrative area. An



extra pair of hands would greatly relieve the pressure and the enormous work load.

Improving and increasing the links with the English department would enhance the

programme by spreading its curricular base. It would also provide an opportunity for

improved debriefing if more time was allocated to reporting back on work experience

as an 'oral' exercise.

Watts (Miller et aI, 1991) mentions an education and business initiative in the VK

which allowed teachers to have direct experience of the world of business and

enterprise (p9). Quin (1994) refers to the teacher place programme of the

Association of British Pharamaceutical Industry (ABPI) saying that their philosophy

is to focuss on teachers rather than pupils. They contend that a single teacher will

influence 1600 pupils during his or her career and they regard this as a very cost

effective way of reaching young people (pp23-24). The Karlsruhe Nuclear Research

Centre in Germany is quoted: teachers are the opinion leaders in school - they are important

for us (Quin, 1994: p50). The opinion of Bride and Knight (1981) is that Australian

teachers could overcome their own lack of knowledge by teacher work experience

(p54). If some, or all of the teachers of the school were given the opportunity to 'go

out to work' in an environment different from their own familiar one, the pupils

would benefit in many ways. Certainly their knowledge of the working world would

increase.

In the light of all the discussion above and based on Table 2.3 (p55) this coordinator

researcher has complied her school-work policy statement:

• All pupils must select an activity which will give them experience in the

working world.

• Equal access available must be available to all activities irrespective of a pupil's

gender, race, or physical ability.

• Pupils must be actively encouraged to consider activities beyond limits of

traditional roles.



• Pupils will be encouraged to consider a wide variety of work-related activities

to cater for all interests and the full ability range within the school.

• The teacher counsellor will be the organiser of the programme.

• All aspects of the programme will be centred in the guidance and counselling

curriculum.

• The pupils experiences will be closely linked to the pastoral curriculum of the

school.

• The pupils will be encouraged to build on experiences gained within the

programme with further work-related activities.

• The programme should be seen as one part of a whole-school commitment to

partnership between education and business and industry.

5.3 Limitations and weaknesses of the project

It is particularly important to acknowledge the limitations of the research study and

the curriculum itself.

Qualitative research has proved it has a place in school guidance projects. It has

informed us descriptively and in depth and has provided us with detailed information

in the language of the main role players in this work experience project. The

information is to be used constructively as the foundation to formulate ideas.

However, the methodology of action research has limitations and these will now be

discussed.

5.3.1 Subjectivity and Bias

In choosing an action research design and qualitative research methods, the problem

of bias of the researcher was taken seriously. The researcher was not only the

participant observer in the classroom but also the presenter of the programme, and

was responsible for teaching, observing, interviewing and reflecting. Measures taken



to guard against these problems were as follows:

• limited triangulation with the observers commenting on a lesson;

• the pupils were informed of the teacher's research role;

• much of the data collected was in a written form, Le. pupil and employer

evaluations.

There is no doubt that the investigation was subjective. However, to provide for

richness and detailed information and to describe the process in the detail required,

a participant observer stance was useful.

5.3.2 Action-research and the Skills of the Enquirer

Mc Niff (1988) suggests that much of the success of action research depends on the

skills of the enquirer. Because action research is participatory and collaborative it

requires a high degree of interpersonal skill and also the ability to ask the right

questions. As a novice researcher, inexperience in this field would be considered a

limitation. Certainly the researcher fOlmd this a rich learning experience, and realised

the complexities of the research process and the dedication and commitment required

to carry through.

5.3.3 The Questionnaires

In discussing the format of a questionnaire, Keeves (1988) and Hopkins (1980)

concur that the scope of the survey must expose the area to be explored. A limitation

of this research project is that the data that was generated by the employers on the

pupils was skewed in the direction of personal and social education. Only one

question referred to the suitability of the pupils to the career field.

The pupil questionnaire, too, needed to be more explicit particularly in the areas of

work related skills and the linking of their values to the work place. Miller (p60)

makes the point that too few questionnaires go beyond eliciting the satisfaction or
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otherwise of the pupils about their placements and the observers (p121) noted that

the pupils' evaluation of their work experience should include the Hopson and Scally

sentiment, Do I now need tofind out about particular job conditions to check whether thry will

provide what is importantfor me?

5.3.4 Restriction of the Research Design

This researcher did not feel inhibited. The action research design presented enough

scope for individual interpretation and adaption.

5.3.5 Impact of Research on Teaching

While it is true that the normal teaching is disrupted by the action research, it is the

opinion of this researcher that it is not time wasted. IT the researcher has the interests

of the pupils as her prime concern and the project is well prepared and presented,

there will always be a greater gain than loss no matter what the result. The process

of learning extends beyond the limits of a syllabus and involves the pupils as much

as the teacher. In fact, there is counter proof from Boud (1993), Petherbridge (1996)

who see this as a valuable approach to experiential learning and thus lifelong learning.

5.3.6 Work Related Life Skills

There is a need to more consciously address the life skills related to work in the pre

lessons. These were referred to in the questionnaire and identified in the debriefing

after the work experience. They are implicit in the programme and need to be made

more explicit to the pupils.

5.3.7 Pre-Iesson Material

The meaning of 'work' is of paramount importance to this programme. There is a

need to broaden the pre-Iesson material to include the meaning of 'work' as referred



to by Watts (p69-70).

5.3.8 Evaluation of Pre-Iessons

How to improve the evaluation of the pre-lessons is an area of concern to the

researcher. Kinchloe (1991) suggests some questions that can be asked of the pupils:

What didyou learn in the class?

What doyou know after the class thatyou didn't know before?

What one point did the teacher emphasise the most? (p105), and

What was going on inyour mind dUring the lesson?

Didyou see any relation between the lesson andyour life out of school?(p158)

5.3.9 Debriefing

Petherbridge's reference to effective debriefing (p60) makes the point that to

optimise on an understanding of the experience for the pupil, the teacher or the group

must first understand what it was, what it meant to the pupil, what generalisations

have been drawn from that reflection and what influence that will have on future

action. It is the opinion of this researcher that this was not achieved in this project.

The pupils enjoyed the feedback and the listeners were empathetic but that was the
I

limit of their involvement with the pupilleaming. There is a need to formalise this

in the debriefing planned for next year's programme.

5.4 Suggestions for Further Research

Since the purpose of the research design chosen is to provide information as a

foundation for the development of ideas and hypotheses, and to lead to further

investigation of the phenomenon, it is appropriate to consider possible areas for

further research.



5.4.1 A Longitudinal Study

de Haas (1991) judged that most young people had made a career choice within three

years of leaving school. A longitudinal study, five years after the work experience and

three years after leaving school would put the work experience programme into

perspective as the career paths of young workers were followed and they were asked

to assess the value of the experience in relation to the formal and informal career

counselling they had recieved.

5.4.2 A Quantitative Study

The relationship between the important criteria, such as career maturity and work

experience could be further highlighted by a quantitative study which could lead to

important generalisations.

5.4.3 Work Experience Or Exposure Earlier in the Pupil's
School Career

Super (Brown et al' 199: p243) suggests that career guidance programmes should be

implemented in the elementary year which would seek to foster curiosity and thus

exploratory behaviour, autonomy, time perspective, and self esteem. At the same time

the pupils would be exposed to a variety of adult role models. Exploration in breadth

would normally begin in the middle school. It would phase into exploration in depth

when the individual appeared ready to focus on one or two groups of occupations that

would phase back into exploration in breadth if depth exploration proved unfruitful.

This flexible, ongoing process could well include work experience in some form or

other, being introduced lower down in the school, possibly at Grade 9, as a

preparation for the Grade 11 programme. Further research would be needed to

indicate the validity of such a suggestion.



5.5 Conclusion

Almost 15 years ago, Robert Bums (1982), commenting on career education in South

Africa, stressed the need to emphasise the whole person and his totality of life roles

and life skills, and the need for preparation for an uncertain future and a variety of

adult roles and changing career patterns. More recently, the NEPI documents (1993)

recommended that provision be made for a broader based Senior Secondary phase of

education "vith greater opportunity for vocational training. Since a broader base will,

of necessity, require greater collaboration between education and the work-place,

development and refinement of work-experience programmes will be an obvious area

needing attention in future years.

Work experience programmes are needed to connectyouth in school with the world of work

and knowledge of themselves as well as to consider the skill-defidentyoung workforce

which is hampering the nation's economic growth, productivi"0J, and the abili"0J to compete

in a global economic marketplace. Projections for slow laborforce growth and increasing

demands for technological literate workers will exacerbate this problem into the next

decade. A new educational reform should be based partlY on bringing school and work

closer together: to enhance the workplace as a learning site and to make school learning

more relevant to problem solving and sodal skills thatyoung adults will need on the job.

(Source unknown)
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Dear Parents / Guardians

GRADE 11 WORK EXPERIENCE PROGRAMME

WORK EXPERIENCE PROGRAMME

Creative career decision making involves identifying personal interests, values, abilities
and strengths and then exploring the options available in the world.. Our students must
be encouraged to make decisions about their futures based on the realistic present.
Work Experience offers them the option to expand their experiential base and I urge
you as a family to become involved in this important stage of career development.

WHAT : Work Experience involves the placement of a student in a work environment
for two or three days to shadow-a-worker and to experience the working environment.
it also provides an opportunity for the student to glean as much infonnation as possible

about the chosen field. There will be no remuneration for the student.

WHEN : The Work Experience programme will run the last week of the second term.

HOW: Placements for the students can be procured by contacting the employers.
I encourage you to build up a network of contacts. These will be useful when you are
job or bursary hunting next year. If you are unable to find a contact I will be willing
to assist as best I can. What is important is that after making the initial contact you
give me the name, telephone number and address of the contact so that I can reinforce
that this is a school exercise. From then on I will handle all the ensuing
correspondence.

===========================================

Reply slip: HIli.CREST HIGH SCHOOL WORK EXPERIENCE

Name : ..

Choice of work placement: .

If you can secure placement please complete the following'

Grade: .

NAME OF COMPANY CONTACT PERSON PHONE
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IIlLLCREST ffiGH SCHOOL

Date

Employer's name
Employer's address
Fax: ..•.•••••. ".

Dear Mr

HILLCREST HIGH SCHOOL WORK EXPERIENCE PROGRAMME

Date:
Pupil:

. . .. .... . .. . ... .. .. . .. . .. .... ..

. .. . . . . .. ..... . ... ... . . . . . .....

Thank you for agreeing to take part in our Work Experience
Programme. Students need to learn how to adapt what they learn in
school to what they will be expected to do when they are employed.
They need the opportunity of seeing and learning as much as
poss i ble about work, spec if ically about car eers that fit the i r
needs, interests and capabilities.

We would be happy if pupils could be exposed to as many aspects of
your job situation as possible. If appropriate, the pupils should
be taken on a short, guided tour, given the opportunity to discover
the basic routine and to speak to as many people related to the
chosen career as possible. Pupils could be given specific career
related tasks to do as well, and we urge that they be given no
preferential treatment or remuneration.

Enclosed is a reply form to assist the pupil in knowing what time
to report for work, what to wear and to whom he or she should
report. Please complete this and return it to the school and the
pupils will be prepared in all ways possible for their work
exprience.

Thanking you in anticipation,

Yours sincerely,

B.H. HARRIS (Mrs)

TEACHER COUNSELLOR
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HILLCREST HIGH SCHOOL

WORK EXPERIENCE PROGRAMME

Name/s of pupil/s:

Name of Organisation:

street address to which pupil/s should report:

Will the pupil require any specific clothing? Please state:

Required time of arrival:

Required time of departure:

Any further comments that will be of relevance:
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HILLCREST HIGH SCHOOL
40 Ridge Road
I-lillcrest, 3610

c§7ha,nk Jj'ouF-juvJf-Ucijzalinfl in OWJC

t!){V}t-!c ea:jtOJf-ie/J2.ce;/}~OfFC(J/)JI/}JU3, c!Jnxd
tJ&zeJtc-an be ckJCt/lJedjlcrHll,jl:.edk-C!c

rr<mt the eJJl/~0. c}/ataIIjWYJdleJ

;kje cmnjttete tlw attachedI~m (l/nd

1eettI/JUJt tt to the j{hoo/.

Private Bag X 1012
~.

HILI,CREST
3650

Tcl / 03 1-75 1215
Fax / 031-75 1062
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HILLCREST ffiGH SCHOOL

WORK EXPERIENCE PROGRAMME

Name of Host organisation:

Name of Pupil:

Work/Career scene:

Please would you rate this student, on a 1 to 5 scale, in the
following areas using the following scale:

1 poor
2 fair
3 average
4 good
5 excellent

Interest and
enthusiasm 1 2 3 4 5

Punctuality 1 2 3 4 5

Appearance 1 2 3 4 5

Courtesy 1 2 3 4 5

Suitability for
this field 1 2 3 4 5

Any further comments:

We would be grateful for any suggestion as to how we may be
able to improve this programme:

Signature Date
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~ILLCREST ~=GH SCHOOL ~ORK EXPERIENCE PROJECT

STUDENT GUIDELIN~S FOR OBTAINING
CAREER INFORMATION

You should endeavour to obtain the answers to as many of
the follqwing questions as possible:

1. Job/Career title and/or d.::::scription.

2. Specific requirements for ~ntry to study or Job, e.g.

(<.1) Specific subjects which are essential or useful;

(b) Do you have to produce an example of your skills/
work, e.g. Portfolio?

(c) Does this career demand/need particular personality
traits, e.g. perseverance, empathy, dexterity, patience,
logical thought, etc.

(d) Are there any physical requirements, e.g. age, weight,
height, stamina, strength, appearance, etc?

(e) Is language proficiency essential - If so in what
languages?

(f) Are there any documents or certificates required, e.g. t
driver's licence, medical certificate, specific passport,
etc?

3. Places of study and/or training.

1... Type of study/training, e.g. full-time, part-time, day release,
practical, theoretical, etc.

~. Total number of years required for basic training.

6. Further qualifications a vaila ble after initial training.

7. How, when, where, specific entry requirements, etc for post
graduate / further training qualifications.

8. Approximate cost of basic training and any forms of financial
assIstance available, e.g.· loans, bursaries, etc.

9. ApprOXImate basic salary and possible fringe benefits, e.g. :'c.
medical aid. pension scheme, transport costs, discounts, etc •..:~_.

10. Pc-ospcctive places of employment after training.

11. Opportunities for ,promotion, advancement, "up-date" courses;
I s ide-wa ys I moves in to other branches of career, etc.

12. Specific requirements of job, Le. job description, various types
. of activities, skills, operations expected during course of a

normal working day / week / month / year.

13. How to set about obtaining employment, e.g. through adverts,
agencies, direct contact, etc.
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~ILLC?EST HIGH SCHOOL WORK EXPERIENCE PROJECT

SPt:CIFIC GUIDt:LINE5 FuR PUPILS

1. Mu ke su re you know where you a re going, (the address and the
firm), who 'is in charge and to whom you will be accountable,
\.:;qJ\:cted time of urrival and departure.

2. Arri ve in good time.

3. iJre~s appropriately.

I, . Be pos it i ve .

5. Be prepared to learn all you can. (See attached "Guidelines
for obtaining career information").

6. Remember you I re "on show" and this could be your future
place of employment - be yourself.

7. Respect and good manners go a long way towards covering
inadequacies - also a friendly disposition and smile.

8. Be prepared to listen and give your full attention - remember
eye to eye contact is important.

9. Tllke enough cash to be able to pay for tea (if necessary) and
to Luy lunch (either at work canteen or elsewhere - whatever
is the normal practise).

10. Speak to as many of the employers/employees as pOSSible
. (wi thout interrupting the work schedule unduly) and try to
discover why they entered this particular job/career, where
th<:y trained, pros and cons, etc.

11. Take a note pad and writing utensils.

12. Be prepared to do any task that you are asked to do.



i:-O~ vour
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HILLCREST lllGH SCHOOL

NAME OF STUDENT:

HOST ORGANISATION:

WORK/CAREER SCENE:

Start by spending no more than five minutes on a
factual account of how you snent your aay
arrival at to your departure from your host

brief I
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Please answer the following, which are based on your student guidelines:

1. Specific requirements for entry to study or job, e. g.

(a) Specific subjects which are essential or useful:

(b) Do you have to produce an example of your skills/
work, e. g. Portfolio? YES/NO. What?

(c) i)oes this career demand/need particular personality
traits, e.g. perseverans:e, empathy, dexterity, patience,
logical thought, etc. YES/NO. List

(d) Are there any physical requirements, e.g. age, weight,
height, stamina, strength ,appearance, etc?
YES/NO. Indicate

(e) Is language proficiency essential? YES/NO. Which?

(f) Are there any d~cuments or certificates required, e.g.
driver I s licence, medical certificate, specific passport,
etc? YES/NO. Which?

2. Places of study and/or training. List

3. Type of study/training, e.g. full-time, part-time, day release,
practical, theoretical, etc. INDICATE

4. Total number of years required for basic training

5. Further qualifications available after initial training. LIST

6. How, when, where, specific entry requirements, etc., for post graduate
/ further training qualifications. LIST

7. Any forms of financial assistance available, e.g. loans, bursaries, etc.
for study or training

8. Approximate basic salary and p.5sible fringe benefits, e.g. medical aid,
pension scheme, transport costs, discounts, etc. INDICATE

9. Prospective places of employment after training. INDICATE _

10. Opportunities for promotion, advancement, "up-date" courses, I side-
ways' moves into other branches of career, etc. INDICATE

11. How to set about obtaining employment, e.g. through adverts, agencies,
direct contact, etc. INDICATE
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Please c.!". s",..'e r these
grea t vait.:.e :0 us in

questions frankly as vour comments 'w"ill be of
assessing the value of tOhe Work Experience Project.

REGARDING YOUR HOST ORGANISATION

1. Did '.·c·...:. find your hosts well prepared to receive you and organised
throug:-.out your visit: YES/NO

CQM~lESTS

2. Were =..-:.v personnel particularly helpful? YES/NO

SP EC ~ ?":'

3. Did \"C:":' feel welcome or were you intruding.?

CO:"1~1:::~~T:

f.. Did ':c·..:r hosts make it possible for you to speak with all the relevant
persc;.-:"el? YES/NO

5. WoulC. ":ou consider working in this organisation if you were given the
oppcr::":':1ity? YES/NO

COM~iE:;TS :

6. Would ":ou recommend us to send future students
ments :0 your own, to this organisation?

COMME:iTS (Please be specific):

with similar require
YES/NO

PERSONAL OBSERVATIONS

1. Did ::C'.l find your day

( i j enjoyable? YES/NO
( ii) ·..:seful? YES/NO

2. Has i: :;elped you in your career choice? YES/NO

SPECl?": :

3. Has i: helped you in other ways (e.g. confidence) YES/NO

SP EC ?":':

4. Do yeu think we prepared you sufficiently? YES/NO

5. Did yC'.l find the two sheets of t gUidelines I helpful? YES/NO

6. Ha ve '::::u any suggestions on how they may be improved?

7. Do ·Y·O~": think this was a worthwhile venture? YES/NO
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9. Please make any relevant suggestions for improving the scheme:

Page L
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Standard 9 York EXPerience Programme

Name: _
Afrikaans Class Group: ___

1 Where were you placed?

2 What skills do you already posses that would be useful in this
career?

3 Wha~ skills do you think you will have to develop to be
succesful in this career?

4. What surprised you most during the visit?

5 You considered values, particularly work values, in the
cou~selling lessons leading up to the work experience programme.
What values were you able to identify in you particular work
place and how do they match with your personal values?

6 Do you consider the work experience programme a worthwhile
exercise?

Wh..?

.' ....:.

. .-:.' ....

. ... : .
. ..": ... : "... ' '. ",". :.: .

.............

',':'.: '. ' .. : .

..... ," ... ~ .. ' .. ":.:..... -...



STAGE 1 - INDIVIDUAL WORK
1. Lay Ollt the HEADINGS cards across the table, desk, floor, or any suitable area.

VERY
IMPORTANT IMPORTANT

QUITE
IMPORTAN',

OF SOME
IMPORTANCE

NOT
IMPORTANT

}

\

2. Now take the cards with values printed on, look at the cards one at a time and ask yourself,
'How important is the value described. on the card to me?'

On the basis of your answer place the card under the heading which is most correct for
you.

For example:
If it is vital for you to work as rart of a team then the card sllying 'WORK WITH OTHERS' will
be placed below the heading VErW IMPORTANT, as shown below.

WORK WITH
OTHERS

If it is not so important to you that you work in a team alongside others, then place the card
under the heading which most describes how important it is for you.

3. Place each of the cards under the heading that is appropriate for you, so that columns of
cards are formed, but do not hllVC Illore than eight cards in the 'VERY IMPORTANT' column.

4. When you have laid out all the cnrds in the columns which arc correct for you, look at those
under the heading 'VERY IMPORTANT' and arrange these in order, with your most important
value at the top and working down to the least important for you, in that column.

5. When you have them in your order of priority, write down the statements on the cards.
These are the values which you have identified as being those you would most like to find
represented in allY job or activity, or combination of activities you become involved in. Look
at the list and ask yourself whether nny other value, which is important to you but which is
not covered by the cards, is missing. If you can think of any then add them to your list.

6. Look at your list and write down. your thoughts, reactions or views on the fOllOWing

questions:

• Wtlat do the cards say is most important to me?

• Is there anything which surprises me or anything I have become aware of about myself
as I thought through my values?

• Looking at my 'VERY IMPORTANT' values what type of paid work would provide a .
chance for me to find what! value? Would it provide for all my values or just some?

.. !.gain, considering my 'VERY IMPORTANT values, what kind of unpaid work could
provide a chance for me to find what I value? Could unpaid wo~k provide for all my
values or just some?

• What combination of paid and unpaid work could provide what I would value.
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Career
as a

quest

"Why don't you leave
then, Chris?" Nuala asks.

"I've been in finance all
my life," he replies "and
I'm mortgaged up to my
ears. I'd love to step
our. .. go into something
new... bUi I'll be better
off sticking to what I
know. It's too late to
change, really."

T he shon story reOens some
l'(11l111U11I false assumpti(lll."i

aboulllle notion of career: Ihal iI is
a single, permanenl, lifelong
derision· oreurillg once somewhere
helweenlhe ages ufZD and 23 -Ihal
il can he righl ("r wrong, and if il is
wrong. there may often he liure wc
Gill t10 ..hoUI il.

Where does Ihis sIalic view of
careers wme froni? Allhe hegin
ning of Ihe cenlury occupalions
were for life and defined an
individual's posilion in society.
Siuce Ihen, mylhs ahouI makill!: a
single, sound carel'! decision have
persisted stlllngly, ignoring that
change has hccome an inherenl pan
of living. MusI of us have grown up
wilh Ihis perspeelive, and iI has af
[ecled the w;'y wc shapc 0111 carccrs.

A JJrelong process
Now, in a global sociely where

. change has become Ihe norm, Ihe
nalure of work is changing dramali
cally; and Iheories of career choice
have emerged which describe It as a
dynamic, lifelong process. Now, wc
speak about career more Ihan oc
cupation, about alrccr imagining as
well as career planning, aboul not
jusl "What can I do'!" bUI also "Who
am I becoming'!". Life choices arc
st.'('n as t1ynamic nnt! emerging.

Richard Homan has proposed
the idea of career as a quesl - as a
journey in search of something, in·
volving adventure and openness 10

experience... The c<lIeer quesl is like
a river, passing through many
landsc.1pes, changing shape along
Ihe way, but still mainlaining its cs
sential identity.

h requires effort. h is nOI easy 10

pUI aside Ihe husiness of our daily
lives and pause, 10 work crealively
at finding purpose and al heing true
to ourselves. h involves conlinually
choosing :lctivilies :lI\d life roles
Ilwl bcsI express our deepesl needs,
lalellls, and values. nlis may also in
volve taking risks. Is il worth It'! Al·
hen Camus says "Without work all
life goes rOlten. BUI when work is
soulless, lifc stiOes and dies." Career
is central 10 our genewllife salisfac
tion alllI well-heing.

A dynamic concept of alreer is
more complex and means a more dif
ficult lask for the individual. 11 lakes
lillle and energy. II reqUires firsll'(
that wc Idenlify and face up 10 those
areas of our lives which are oul of
harmony and which call oul for
change. Wc need III make sense of
and even '.ppredate our dissatisfac
lions in order to transform them.
(Career-related prohlems or dilem·
mas arc not necessarilv all that bad:
they demand that we f:,ce Ihem wilh
a new way of thinking, and we am
grow in Ihe proa:ss.) II Ihen requires
Ihat wc discover, and build on our
·passions and talenls - by imagining
\1old Ilew solut iOlls and new goals,
then aill1to live authentically. Our
career ideally would COltsisl ofwh:lI
wc do wcll and wllOll wc like 10 do.
Ilow do wc find our direction'! By
identifying those act ivil ics to which
wc arc automatically drawn in lerms
of' nur inlcrcsts, vi,rm.'s and skills.

All our lives wc musI deal wilh
new urges, new challenges, new con
dilions. Consequently "career choice
is no single evenl," as McAuliffe
says. "It is a way of living in lune
wilh our changing needs, il is a way
of making sense of our lives, and it
is the way in which we conlinually
conlribule 10 our community." This
nOlion of c.1reer choice is relevanl
III people of all ages and all walks of
life.

Let goals emerge
The quesl can take us into some

strange places: il is oUf lask to learn
all wc can from our experiences and
to act on Ihe knowled.ge wc gain. A
quest is a particular kind or journey,
because one is nol chasing after a
predefined goal - inslead onc is ex·
ploring and lelling goals emerge in
the process. Instead of defining our·
selves in terms of our current role in
lire, we musl recognise Ihal Ihe role
we arc each in at Ihe moment is bUI
onc among many inwhich wc can ex
press our lalenls, inlerests and
values. The conlinuily in one's
c;trccr is oneself, not the occupation
onc happens III be in at the moment.

Are we up 10 the challenge of
Ihis journey? Wc may be lempled to
say "Yes, but give me a map!" How
ever, all hough wc can look 10 others
for assistance and support, nohody
else can provide easy answers· we
musl answer our uwn·queslions.
Cmeer guidance has hislnrk;.lIy
been Ihe "Iesl 'em and lell 'em"
kind; when career is seen as a
dynamic, developmental process
however, Ihis approaCh needs III
change.

Whal personal qualilies arc re·
quired for a succeSSful alreer quesl?
f'irslly, it takes honesty and open
ness, to face the differences belween
who we are and· whal we arc doing,
then to act on what wc find. Second.
Iy, it lakes courage lolive in uncer
lainly for a while, and 10 commit
ourselves 10 living up 10 our poten
lial. nlirdly, wc need imagination 
to go beyond our currenl,limiled
views of reality and consider new
possibililies. We need to leave be
hind the "but"s and "Ws and "can'l"s
unlillater.

PinpoInting problems,
Imagining solutions

How do we go aboul our quesl'!
Richard Loder suggests Ihal we first
allow our Irrilations, our internal
conlliels 10 surface. Then we need
10 'pause' - 10 take a slep back from
our busy daily lives in order to make
sense of ou r experience. Wc may
consult with others and make per
sonal assessrnenllists, bUI we /IIl1sl

slay open 10 our own inner voice
and not limit our oplions. What
emerges is an image of who wc are
becoming. We can Ihen give detail
and substance 10 Ihe image
Ihrough selling goals, planning, and
realily lesling. Says Henry Thoreau,
")fyou have buill castles in the air,
your work need nOI be losl; that is
where Ihey should be. Now put roun
dalions under them."

The career quesl is nOI easy be·
cause il means thal wc lake Ihe
responsibilty of choosing. "The
career quest provides no answers,"
MeAullffe says, "only choices. It
means Ihal we musl choose our life
roles, thal we are largely the aUlhors
of this career script Ihat ends only
when our life ends." We need
courage, Ihen, 10 live with the
lifelong tensions belWeen risk and
safety, aCllon and reOeclion. We
need honesty to recognise true (nol
self-Imposed) opportunities and
IImllalions, 10 recognise whelher we
are on an aUlhentlc search, and 10

answer ourselves whelher we can
risk Ihe 'dealh' of our old selves in
order to take on new ways of being.

The promise or the new
What do we find Ihrough the

quesl? No single, simple answers, no
final resting places, bUIlhe promise
ofshaplngsomelhlng new. If we make
a commitment 10 something, we have
10 leave oul other possibililies: Ihal is
okay. McAulilfe says "For it is choices
and new choices thal compose a
career, not anyone righl answer, not
one life role·or leisure pursull or oc
cupatiim. Career, iilstead, is an open
ended quest Ihal may have its pauses,
bUI which never seeks final resl."

iAd~pt9d from "Careerasan .
('Imaginative ques~byGarret!.· .
\i' MCAUlitfe; American Counse/or,

.WintEl(1993 ... .



People who
have artistic,

innovating or intuitional
abilities, and like to

work in unstructured
situations, wing

their imagination
or creativity.

People who
like to observe,

learn, investigate,
analyze, evaluate,

or solve problems.

People who
like to work

with people-- to
inform, enlighten.

help, train, develop,
or cure them, or

are skilled
with words.

E

R,... ~

People who like to
work with people -.

influencing, pemwiing
or performing or

leading or managing
for organizational

goals or for
economic gain.

People who like
to work with data, have

clerical or numerical
ability, carrying thing1S

out in detail or
following through on

others', instructions.

c

People who
have athletic or

mechanical ability,
prefer to work with

objects, machines, tools,
11~ plants, or animals, or to

JI1o--_.....:=J~ be outdoors.

8 I 's an aeri~l view (from the floor above) of ~ room in which a
ep;;t~ is t.king place. At thiS party, peo~le with the s~ or

simi lar interc~5Cs have (for some reuorll ill I gUherc:d ,n ~;:.; ~
[he corner of the room as described below. l~~

\. ~nich corner of the room would you instinctively be drawn to. a~ the
group you would most ENJOY being with for the lon~est time? (Le.v~

aside any Question of shyness, or whether you would h~vc to calk with
.ne~.) Vrite the LETTER for [hat corner in this box:

n
'2. After IS minutes, everyone in the corner you nave ,hosen. le • .,es for

.nother party cross t~. except you. Of the groups THAT STill R£KAIH
now, which corner or group would you be dr~ to the mos •.• s the people
you would most enjoy being with for t~e lonqesc time7 Write the LETTER
for th.t·~orner in [hiS box:

D
). Aft:r 15 mjnute~. this group too leavcs for .nother p.rty. c~ccPt you.

Of the corners and groups which rem.in now, which one wOuld you most
enjoy being with for the longest tlme7 ~rite the LETTER for t~at
corner in this box: n
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h'(),,~"nC' m"irunmt'nl Eumpla o/ocCII/M1iof1l

r R,.li",,". T.uk. requilinJ u•• u.e oC I~••ml uuehincry. Requires arc. L),au~~..an. ,-,,"'yor. cn,iltCcr; mine•• farmer. l.alJo,alory
peflillenee and ol,.n ph)'.ic:al monmcnl. ~t.imc.ouldoor&. Inyoh'•• ..cJaoacaaA. MlYkemaA, bu.iWcr
minimal we~I ska!!s. lhqui,cs bitly IUICI&a1Ulic an~ con"cnli~j •
nwcl. Specifyt

.
11 /nteilcCIUIJL 11•• wu.k I••nor. wilb MIca. Iban r.opl•• Usually induolL Compulcr pr0.,,,,,,,.It, IlaliJliciMn. lachnital wriler,

~Taskl tackled by in&cUiccncc and WIII"'.uion ulloul1l .cadin, ami WunuaUoA~wt. ruu.rdltcM"W&, cconQtRUI
olaen wlllinl (0' lo.&lk.ina).

Sp.cify~ .........-

III Snri4/. T:a\KS IC.,U"in~ IIU: iluilil)' 10 mterprea and lAocUfy lb. :r.UChll.aocw work." dud'" plychrnuCiu, eJc:riyan&I••
b"&ay&our of o'heu. amJ :a" inl.resl In arinl tur au~ ,communteaUlI1 youah WOIUI

wilh Ihcm. I'lucm:)' III liI''''i"s:. limolion:aUy ucuaaiWin" Specify:

IV CO""~""c.HUl/. "L.asks rcquirinc ,ys,cm:uk: ,.ro,,·cwn, of wOII.1l or n,UIC., U~nk ....nal.,. ~ununl.eivu Kln"l, .Iodt conarp!!."
ni'en :accoruin, '0 set J'roc:wu.cs or scquem'C1. oCne.....IMP&'

SPlcify:
I.

Y . i;'nt"'I'''''''.(. T..~J r...qu"ill~ Ihc luilil)' 10 .lire" ur rcrw.'lue ,..:oplc. Uulelic!l. rubUc .cial"'" nir~•• aUYCllilUlJ ••ccu.iYc,

~'",I sldlh .all tm'lUl l;anl. 'Opl.-IU.lne, c.ullprCAC\If.' .. Spec I fy:

\'1 A,flJ","~ T.J~k~ rcc,uirinlt one 10 draw on inluitiu" am! CUIOUOII. Tllc ~ulbor, car.IOOIWa. com..lucUl arlbl, juur~lisl, cOpywliler.
crn,iu:l ur imcr,.reIAliun of ~rlislic COIInS. lnCurnu~lio" OllCR Gvafualod "u.dOl UasilA", !iwary 1l~10l

~~ainsl scns~(y c,iccri.1. Speci fy :
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