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In the UK policies such as the Children’s Plan 200820 through to Promoting the
Emotional Health of Children and Young People (20identify that professionals such
as teachers, youth workers, social workers andhyotiending specialists, do not have
the necessary underpinning knowledge to adequaepport children and young
people’s emotional well-being. Further that thesgfgssionals fail to recognise when a
child or young person may need additional help.s€hindings suggest that gaining
knowledge and understanding of emotional well-bdoargchildren and young people is
a key requirement for those working in this fielthis paper is an evaluation of an
initiative that saw a partnership of developingnjolearning materials from expert
emotional well-being organisations being deliveasdpart of an undergraduate award gt
a traditional Higher Educational (HE) Institutiofhe evaluation showed that the
introduction of interactive, e-learning materiajpplemented with role play and
scenario based learning and running concurrentijggide work experiences enabled
students to acquire and apply knowledge and uratetisig of emotional well-being for
children and young people to real situations, &g bridged the ‘practice —theory gap’.
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Context
The BA programme in Childhood and Youth (the ‘paogme’) at the University of Northampton in
the UK, provides a pathway in preparing studentsafprofessional role within children and young pet
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workforce. The programme follows a series of Higkelucation (HE) modules designed and delivered by
expert tutors using lectures, seminars and tutorniadule. The modules have been developed to embrac
Common Core of Skills and Knowledge for the ChitdséNorkforce (CWDC 2010). Alongside their studies,
students engage with work experiences, organiset sapported by the University. Graduates of the
programme have gained employment as project masidgethe NSPCC, health charities, Local Authority,
within schools. Other graduates have continuedr teéucation at Masters level in social work, priynar
school teaching, adolescent mental health andhiatienal development amongst others.

The term ‘practice- theory gap’ has emerged fromftald of nursing and refers to the notion that
what student nurses learn in the classroom doedemt much relevance to the reality of nursingdal r
situations (Allmark, 1995). This holds upon themige that knowledge associated with practice cabgot
taught and thus the knowledge that a practitiomsrdannot be theory but must (therefore) be songetise
(Allmark, 1995; Wilson, 2008). This commonly heldilsboleth appears to be strongly felt (NHS
Commissioning Board, 2012); however if this was thse than the inference must be that theory does n
inform practice and that practice therefore cameotaught. A lot of research, however, refutes (Aibnark,
1995; Eraut, 1994; Schon, 1987; Scully, 2011; Tigh03; Wilson, 2008), and indeed professional tional
education has moved into Higher Education (in th€ tb increase the knowledge of theory in order to
increase the quality of practitioners (Eraut, 198dhon, 1987; Tight, 2003) who suggest that legroircurs
when knowledge is integrated and applied into daé world.

Wilson (2008) suggests it is the development ofisskicquisition that bridges the practice —theory
gap. Skills acquisition learning occurs alongsigerg and mentors via shared learning, shared coheed
achievements and in cementing knowledge (Scull§12@Vilson, 2008) and this process supports stsdent
become ready for the workplace. Further Scully (30dotes that as the skills are developed the stade
anxieties decrease, and an outcome from this rbiglsiggested that concurrently, student confidgrmes.

Thus this evaluation sought first to establishuidents had acquirddhowledge and understandiog
children and young peoples’ emotional well-beirigs lthe acquisition of that understanding that ifitto the
context of this evaluation: that student’s attamnusmderstanding and thus knowledge of children yandhg
peoples’ emotional well-being by learning aboueegsh, theory and practice on the topic. Secoridigught

to appraise if studentappliedthis knowledge when working directly with childrand young people.

Evaluation Aim

This evaluation set out to establish if, using auged blended learning module, which required
students to be co-producers of their learning thinoteflection enabled them to acquire and use inpo
knowledge and understanding of emotional well-beioig children and young people, thus bridging the
‘practice —theory gap’ In her seminal work Benn&B§2) suggests that knowledge and understanding
underpins practice. Benner explains that nursesigecdnowledge through getting information, facteda
skills through their education and experiences. fanther breaks this down to knowirigow and knowing
why. This combination demonstrates the need of educétiby) alongside real (practice) experienclesw).

Benner's work is based within the field of nursitmwever in developing and preparing professiotals
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work with children and young people, Benner’'s pples have been adopted: that is education aloagsid
related experience; creating supported opportunfte students to apply their learning (knowledgghin
their work experiences.

Innovation module development and design

Within HE, it is common for a module team of expetors to write and design modules. However
this module was designed, developed and writtea byam ofrecognised professionaisithin the field of
emotional well-being and mental health for childeerd young people in the United Kingdom. This was ¢
ordinated as a project by the School of Healtthatniversity, commissioned with the support of @Gterlie
Waller Memorial Trust (CWMT, 2013) and Changing Misn(CM, 2013) part of the local Teaching Primary
Care Trust. Both the CWMT and CM seek to raise aness of emotional well-being locally and natignall
They part funded this project as they recognised gbtential educational impact for professionaldhef

future.

Improving the module

The module was initially designed asparely online packageasking students to work through
relevant topics and submitting reflective writing an end point assessment. This included onlinectaand
instructions, tutor facilitated online discussiondaallowed students to pace their work. Poor studen
evaluation and attainment became a feature ofiteetivo presentations of the online module. Caific
students admitted to non-engagement with the omfiaerials; jumping to assessment only relatedcsud
the learning order to pass the module. In commoih \Wiear's findings (2010) around online learning
communities, tutors noted reluctant participatiorthie online forums and found a patchy pattern reatd
engagement across the cohorts weakened the ovehalsion of the learning community.

Secondly, and crucially, students reported notdaiple to contextualise the learning on their own.
An example of this was in understanding depressicchildren and young people. Students reporteddoei
unable to recognise the online described depre$satares and behaviours when faced with the haadit A
tangible example was noted as one student desctitzdwvhilst she had read about ‘flat expressidré s
remained unsure of the reality of this. She theseoled ‘flat expression’ working with a depresseding
person and was able to know this as such. She blag@raise her concerns correctly with her waakpl

mentor.

Teaching and Learning Strategy: Blended learning

The initial module presentation has moved from furéne into a blended learning approach. Within
HE, effective learning has always involved usinffedent techniques and strategies in order to dgvel
knowledge and skills for the learners (Salmon, 2002 their report for the Higher Education Academy
Sharpe, Benfield, Roberts and Francis (2006) sugidpes blended learning engages and challenges the
learner in different ways and thus nurtures leayrand development. Moreover the HEA Report (Shatpe
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al., 2006) highlights that blended learning requiseibstantial investment in the educational tedgyhblnd
support in order for it to be successful.

Scenario based learning promotes a deeper unddirggaof a topic by taking students through real
scenarios that require solutions (Clark, 2009).sTleiarning technique necessitates students in gurobl
solving, decision making and research, and expt#wm to apply knowledge, reinforce learning and
overcome gaps in understanding. Scenario basedingaprovides a safe environment for students &onle
practice and test out their knowledge and skilleg$enan, Stewart, Jaspers & Chapman, 2007).Thiggspc
supported through experienced tutors, allows stisd® gain immediate feedback (from tutors andgee
and developmental opportunities throughout theestaggocesses (Clark, 2009; Gossman et al., 2007).

The evaluated module is delivered through a contisineof online material including readings,
interactive quizzes, drag and drop activities, gohyperlinks, video and audio clips, scenario ddsarning
and reflective journal keeping. This is suppleméntgéth seminar sessions aimed to reinforce theaten
based learning, online learning material, engagéestts with group learning opportunities, supptutisnts
for assessment and support and prepare studerttseimwork experiences. Role play, facilitated by a
practicing Child and Adolscent Mental Health (CAMptofessional, is a key aspect of the attendedmsess
The new module presentation was developed overiadpef 18 months and included a team comprising of
the HE module leader, expert practitioner, IT teéclam and data administrator. This team aimed tgimise

individual skills and use of time and has been shdhough University auditing, to be financiallyusal.

Methodology for the Evaluation

The evaluation utilised a mixed methodology appioeltosen to gain the views and opinions of the
participants (students) within the context of hdwede opinions were quantified and significant te th
participants. The pivotal feature of mixed methagglis that this method suggests that it is theldoed use
of both quantitative and qualitative approaches ¢theate a better understanding of an evaluatioasgvell
& Plano Clark, 2006).

The data collection tools applied in the study ¥earsis groups and questionnaires with students and a
semi-structured interview with a senior academaffsturther supplementary data collection usedhas
statistical data available for the module (produbgdhe University Quality Assurance Departmentatd
analysis was carried out using interpretative aislyof themes and key points. Interpretative
phenomenological analysis (IPA) is underpinned &gksg to understand how individuals make sense of
their world /experiences through their personalcegtion of that experience, rather than objectiyabt
producing an account of the experience. IPA ensdtmowledge through these narratives (Smith, Flevder
Larkin, 2009; Willig & Stainton-Rogers, 2008) arfust philosophical analytical approach concurs ihtis
evaluation aim, hence was selected as appropkétain this analysis thematic handling was usedhes
main strategy. For this evaluation, thematic analy&Silverman, 2013) focused upon participants’
experiences of learning and applying new knowlenhgéheir workplace and how this reflected upon the
student experience. Thematic analysis is a datdlingnstrategy that helps to identify, analyse agybrting
the themes that occur within the data collecte@(Br& Clarke, 2006). It can not only organise ardatibe
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the data set but also offers an interpretatiornefviarious aspects of the research. Thematic asalifers a
flexible approach to data analysis that can bevddrirom a particular theoretical stem or epistergimlal
position (Braun & Clarke, 2006) and as such cand®sl to account for complex and varied data. Ithess
shown to fit well with an IPA approach to collegidata (Guest, MacQueen & Namey, 2012).

Evaluation participants

This evaluation looked at learning and the acqoisibf new knowledge and the extent to which this
knowledge was used to inform subsequent work egpeegis: purposive knowledge. The student partitipan
for this evaluation were all current undergradustiedents of the Programme, selected purposivelyl,(Be
2005). The participants were identified as those wiould be able to provide information to ordemteet
the aim of the study, having completed the modikch had also had work experiences with childreh an
young people (organised by the University). Thegaged with questionnaires and focus groups aimed at
gaining their views on acquired knowledge and thhging this knowledge with the children and youngpse
they worked with. Because programme students werriited as participants, the sample size, whidgt n
significantly large in order to transfer findingsore generally across Higher Education, was a maidge
sample from the available student cohort. Babb@®%2 p. 193) argues that “sometimes it's appropriat
select a smaller sample on the basis of knowlefigepopulation, its elements, and the purpose esthdy”
rather than larger numbers just to increase theleasize.

One problem of the sampling method chosen is tiexetwas the potential for less open and more
bias responses (Bowling, 2002) as participants fealynot able to comment on their course of studg i
negative way or may feel they must say very goatgthabout their programme, because the evaluation
ordinator was the Module Leader and Programme Llreddds was militated against by briefing the stide
participants fully and explaining the need and me$br honesty, and reassuring them of their (dedy
anonymity, right to withdraw and no obligation skt However positionality is discussed more fuhiythe
findings of the evaluation.

The other evaluation participant was a senior avadstaff member who holds responsibility for the
‘Student Experience’. This involved a semi-struetliinterview around the context of student learrand
employability within the notion of ‘value added’ wh forms part of the overall strategic approachthsaf
University.

Ethical considerations and confidentiality

Ethical review via a University Research Ethics @Quttee was sought and obtained. A range of
ethical considerations were noted at the outsé¢hefstudy, including The British Sociological Assdion
Statement of Ethical Practice (BSA, 2004), the Fnawork for Research Ethics (ESRC, 2010) and the Data
Protection Act 1998 (OPSI, 1998). Ethical conseats gained due to the nature of the topic studietl a
applied in their work place /placement, by the snid For example questions about ‘emotional welhdje
have the potential to raise memories / experiefarethe students which should be considered aspatly
harmful. For example students will be asked tdectfupon their practice not personal experiendes
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module co-ordinator prepared information in ordersignpost support services should the need dxise.
student needed follow on support, information dsed any issue of concern.

As is usual for any evaluative work all participamtill be asked for their informed consent
and opt out options made available (BERA, 2011; ESF012). All participants gave their consent.
Responses were recorded anonymously and this wiasamad throughout the evaluation within the
confines of the targeted non-random group samglarticipants received a covering letter which
explained the evaluation. The covering letter weseatial as part of the ethical processes of the
study. The BSA (2004) guidelines state that altipgants in the study must understand the process
of the study, why their participation was necessanw the findings are used, and who will see
these findings (ESRC, 2012). The covering letteoiporated all these elements.

Prior to research taking place, participants shdaédriefed insofar as they understand the
aims, design, methodology, outcome potential aed tiole (ESRC, 2012). Further de-brief allows
participants to talk through the (research) expegeand clarify any aspects that may have raised
concerns for them (SRAE, 2004).This might inclugggosting information and help for follow up
support for the participants. For this evaluatiba participants were briefed through the covering
letter and a verbal introduction to each activésynforced that brief. A de-brief followed the focus
group and interview, and allowed participants thppastunity to clarify the coordinator
interpretations of the evaluation. The questioraicluded a contact point for participants for de-
brief, but none required this. A dissemination ses®f the evaluation was held to clarify the
interpretations and findings of the evaluation amdeport changes planned for the module in the

future. This took place for all participants.

Descriptive and quantitative data (of the module)

Information on pass rates for all modules and @ognes are collated by the University as part of
their Quality Assurance systems. The pass ratthéomodule has been noted as:

e 2009-10 = 88% (last presentation online)

e 2011-12 = 94% (first presentation of blended lewgh

e 2012-13 =100% (Unpublished University Q,2013).

Thus academic testing suggests students have ga&nedledge and understanding through
achieving the module aims and learning outcomesvelter, whilst the pass rate and related statistah
for the module contributed to this evaluation, @saonly a small part of the data findings. The pass did
indicate that studentsave acquired knowledgend partially answered the evaluation questioh,tidid not
assesf and howstudents then used this knowledge.

The questionnaires sought to amplify this data &lirey students some closed questions based on

their reflections of the level and depth of knovgedthey acquired and if this has been helpful &irth
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practice with children and young people. This gaeene basic percentages in order to help answer the
evaluation question. Student satisfaction quaiéatata has not been consistently gathered by the
University and thus there is little sound basis domparison. However 2 small surveys taken as qfart
module development showed:

e 2009-10 = 38%

e 2010-11 not noted

e 2011-12=71%

The increase suggested the move to interactiveyasoebased e-learning improved the learning
experience for the students and a formal review2@i3 carried out jointly by the module leader and

Information Technologist confirmed this with 98%isfaction rate.

Summary of closed question responses

The questionnaires attracted a 71% response ratthwas very good and suggests data can be
purposefully used to generalise results (withirs théport) (Bell, 2005). Wisker (2001) argues that a
questionnaire personally distributed to a participaho can make a connection to the evaluation asem
likely to have a good response rate. There areakpetential reasons for such a good responss. ratestly,
the questionnaire was distributed at the end ofesscheduled teaching sessions. Consent and a slstus
purpose of the evaluation were discussed and thmsf@and questionnaires were handed out (separately)
Once the participants had indicated they were caatite with the process and questionnaires, aratder
to minimise bias, the Module Leader left the roorilst the participants completed the questionnaires
Completed questionnaires were left on the tablec@idlection once all participants had left — thuaking
every effort to maintain confidentiality. Secondhe position and influence of the evaluation cohwatbr
needs to be considered within the responses (aedakthe participants. The evaluation co-ordindaalso
the Module Leader and Programme Leader and wellvknto all participants. Further consideration of
influence, bias and the positionality of the evéihraco-ordinator are discussed within the limiasg of this

evaluation.

Resultsof closed questions

The results of the closed questions suggest awtredming positive response in equipping the paréois
with knowledge that could then be used within thedrkplace. This further suggests the module idding
(to some extent) the practice —theory gap (Tabl&é&silience was the first topic tackled by the oledand
participants: this was supported by the tutor deraonstration of how the e-learning topics worked the
overall presentation of the blended learning stiylas it is unsurprising this was scored so higtdya theme
(Table II). The second most significant theme whasw to’ practice, this wording was identified by a

participant and supports the evaluation and motthdmes of theory into practice.
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Tablel. Summary of resultsof closed questions

Question Yes No No
response
Gained useful information from the module 92% 6% 2%
Equipped with a broad knowledge (of emotional  82% 12% 6%
health C&YP)
Gained helpful information for practice 78% 20% 2%
Prepared for practice 66% 28% 6%

n=42

Tablell. Themesidentified from participantsthat have under pinned their new knowledge

Theme Percentage identified
Resilience 53%

‘How to’ practice 28%
Asperger’s 6%
Depression 6%
Attachment 6%

Self-harm 6%
Bullying 1%

n =42

Qualitative data
Questionnaires

As noted above the response rate was very good%t The evaluation sought information from

participants about their learning experiences aadlsituations of the work place. Thus the questhine was

predominantly qualitative in nature and asked ogeestions. Several closed questions provided additi

guantitative data which gave a snapshot of dataaed above. Questionnaires were chosen for this

evaluation as they are a time efficient methodsifiry the same questions of many participants withe

same time span; gathering a breath of informatidmchv can then be explored in more depth. Further,

guestionnaires capture what people think and feeliatheir world (Bell, 2005) whilst ensuring anomity

for the participant, which was important for thisrgentages clear figures were been study. Opernigues

were used to get to the “central concerns of areiss your respondents see them” (Bell, 2005, 4). EZtom
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this information trends and patterns can be idestibnd explored. In addition, open questions naager
unexpected responses that would enrich the evatuatid may provide insight into some explanatiengte
evaluation. In order to overcome some of the pgakdisadvantages the questionnaire was pilotat ®i
students from another programme and changes iningonlere made in response to their feedback that
ensured the clarity of the questions.

The process of developing the questions for thesttprenaire came from the findings around the
suggested practice — theory gap and applied leqariteviewing research in order to develop questfons
evaluation is an accepted process of questionmiEvelopment (Bryman, 2004). For this evaluation the
findings from the questionnaire formed the basisthef trigger questions of the focus group. The open
questions asked student participants to refleck lb@on their learning throughout the module anadtidie
and describe aspects they felt were important, ¢bidd have been a positive or negative response —
guidelines were specified for this. Below is a suamyntable (Table Ill) that shows the thematic as@lyof
these responses. Criteria for selection were ttegatteme had been identified by more than oneqizatit. In
summary, from this questionnaire thematic analgsid supportive quantitative data, it does appesr ttie
module aims (learning and applying knowledge) aiadp met. Further the evaluation set out to esthbfi
undergraduate students felt they have acquireduaed the intended learning, knowledge and undetistgin

and this also appears to be the case from thecdigégted from the interviews.

Focus groups

Focus group data collection methodology was chosenface to face interviews as focus groups are
considered less constricting and intimidating thaface to face interview (Bell, 2005). This lasinpdook
into consideration the influence and position o tilodule Leader being the Programme Leader. The
participants were used to working, discussing astating as a collective group and gaining collegiat
support from this, thus it was reasoned that a gogroup had the potential to minimise the individua
influence of the Programme Leader. For this evadnahe Programme Leader set out the context ofdtes
group as being significant in shaping the moduleirkt Participants had previous experiences ofr thei
feedback being used purposively and thus the fgrosp started with the notions of trust and honesty
already established. Further, it is a method ¢b#écts specific qualitative data within one pet-dme span
and works by engaging with a small group of pgrticits who are likely to be already busy (Bell, 20@%
agenda is set by the group facilitator (Noaks & #Mim, 2001) and this may take the form of prompistjoas
(Wilkinson, 2004).

Focus groups aim to probe deeper than the potesuj@rficial responses gained from other means.
Further, as a technique, focus groups help paatntgpexplore their values and beliefs (Noaks & Wpc
2001). Whilst they have the potential to be ledsalale for revealing personal experiences, theguaport
individuals to verbalise and explore thoughts addags that questionnaires or face to face interviews
(Bowling, 2002). An advantage of a focus grouphis tess formal approach and this was useful withig

evaluation due to the positionality of the evaloatto-ordinator.
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Tablelll. Applied Learning Thematic Responses

Positive aspects. applied learning Negative aspects. applied learning

Needed more guidance for online aspects of

Being able to reflect and use reflective practice blended learning

Using task and scenario based learning was  Learning continued to develop across programme
successful in being able to apply learning to th (that is emotional health not wholly confined to
workplace specific module)

Links to other module and content of the whole
programme

Individual project (via assessment) deepened
knowledge of (chosen) topics

How to identify (spot) emotional and mental
health problems for C&YP

Work experience alongside university learning
allowed opportunities to put theory into practic
learning happened through experience
Interest increased about topics and related
practice and policy (for example)

Understand basis for YP behaviour and respor

Able to understand and practice in multi-agenc
way

Raised awareness of need to learn and be
independent learner

n=42

Wilkinson (2004) discusses the merits of the ndistia style of focus groups seeing the debate as
egalitarian and allowing participants to elaborate develop “themes most important to themselv2804,
p.181). Further Wilkinson (2004) argues that thypet of data would not be gained using the more
intimidating style of face to face interviews. Wilkon (2004) further advocates that one of thengtres of
focus group methodology is the ethnographic datebeéogathered from the social interactions of the
participants. The focus groups were held in a famgtudy -based environment with the thought that
familiar setting would contribute to the participsinfeelings of ease and camaraderie (Bell, 20@5).
potential disadvantage of a focus group is thatgitweip either fails to engage in discussion or ghaup

dynamics mean there are limited opportunities fecussion to take place (Wilkinson, 2004). Thusrble
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and competence of the facilitator is a key factothe success of a focus group (Bowling, 2002). thar
evaluation the focus group facilitator was an eigmared group facilitator who has previously and
successfully engaged with focus group work andyaisal

Audio recording of the focus group discussion is thost common method of data collection
(Wilkinson, 2004) from which a transcription can tmade and thematic or content or interpretive amsly
can take place. For this evaluation both focus gsauere audio recorded with whole group permissiors
ensure good attendance for the group Wilkinsonsasdvi'over-recruitment of participants by 50%” (2004
p.180). An effective focus group is usually betweeh?2 participants (Bowling, 2002) lasting aroun@ 2
minutes. The evaluation focus groups both lastediden 20 — 25 minutes and both focus groups hag ver
good attendance at 12 and 15 participants, thusstifa¢egy of over-recruitment was a little too rsibu
However the evaluation co-ordinator was a compefaailitator and so the cohort numbers were not
problematic. Again the position and influence of flocus group facilitator (for example related tmsg
recruitment) has been considered within the disonsef the evaluation, as the facilitator was atke
Module Leader / Programme Leader.

Table IV shows common comments the student paatit§p raised from the focus group. These

meanings were checked with the focus group coladttse end of each session and agreed.

TablelV. What student participants concluded

Student comment M eaning (checked with cohort)

It was the way the module was, with writing up

all the time and then suddenly it links to That at the time the taught content is covered
something the children say. It is putting it into there is not always a meaningful context.
practice, that's how I've learnt from it.

| didn’t realise how much of it | do use now. Yc Using taught knowledge is the basis for evidence
learn it in class but you don't realise you’re gsi based practice and leads the way forward for
it but you do use it. sound (and best) practice

| can actually understand rather than just sayir Evidence based practice supports confidence in
do understand but actually not knowing. the practitioner.

Having knowledge and understanding of a
(potential) condition helps ‘treat’ that condition

Helped me with engaging (with) children and the child / young person remains individual

and intact.

It helped me not to be judgemental

Gained insight. recognising resilience, Underpinning knowledge is the key to supporting

depression, self-harm, distress C&YP with specific issues. The right support and
advice is offered to the right person by the right
person.

| was more aware of what to do
Knowing limits of knowledge and role are also
important components of a good practitioner
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Semi-structured Interview

A semi structured interview was chosen for thisleatéon as it allows for a fairly open conversation
that is two-way (Miller & Glassner, 2005). It fuethfacilitates the interviewee the opportunity gorate their
own experiences (King & Horrocks, 2010). An advgetaf the semi-structured interview is that relévan
areas of questioning and discussion, linking relatpics, can be considered and prepared in adyvance
however more relevant questions and themes maygeno@ice the interview is underway (Miller & Glassne
2005). The evaluation interview was a semi-striedumterview as it made best use of the interview
opportunity, as repeated interviews could not fzllkee due to time constraints (Miller & Glassn€&02) and
it allowed topics to be tackled logically, and im@der considered by the interviewer who was &bkee the
questions prior to the interview (King & HorrockX)10) and allowed the interviewer to develop theufofor
the interview from a prepared ‘guide’ of questions.

Table V illustrates that the interview highlightélgat student satisfaction is not predicated upon
student happiness with their programme, tutorsmaaterials but is much more complex. Student satisfa
involves a much more reflective, rather than reactiprocess and how this is captured (by standard
evaluation) does not necessarily allow for thi¢eafon to take place. For example the National kxternal
Student Satisfaction (NSS and ISS) surveys occllsiibBaching is still on-going and assessmentiodyet
finished, thus feedback been not been receivedoanticular this impacts on programmes where work
experiences will impact on the national and loeamt dates and so is not captured by the standastiqos
posed. This leads to data that is not a true tifleof the student experiences and their satisfacbut it is
data that holds a large influence on national acdllstanding.

Of this evaluation a more pivotal theme appealsetthe engagement and contact the programme has
with real work experiences and potential careergie students. For example gaining experiencdshisp
embed learning and enrich understanding (evensfekperience is difficult) is (locally) reviewed btudents
as being very satisfactory as well as adding tolth&ersity critical success factors. The Senioademic
Staff participant expressed a need to work lodallgddressing the need to change the thinking ¢aitdre)
of what constitutes a good academic Programme.rmgailine with the position of the University, hiies
into the notion of being a vocationally based lagdiUniversity (Petford, 2012) that puts graduate

employability as a key critical success outcome.

Stakeholders

The same student participants were also stakelsoidehis evaluation, in that the outcomes of this
evaluation may well influence the future model edi¢hing and learning and structure for the progranmim
also impacts upon their student experience, cqrattiways, future study and readiness for the wéakep
and their employability. The Senior Academic Stffo acted as a participant and stakeholder instiats
responsible for ensuring the implementation of theversity strategic aim linked to student satiifat,
which has a further connection to employabilityeTévaluation findings can clearly contribute tosthaims

and been taken forward as an exemplar.
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TableV. Thematic feedback from the Senior Academic Staff

Developing Theme Suggested Impact on student experience

Need to teaching reflection as a professional and

Reflection supported links into practice academic skill base

Need to monitor and review learning journey for

Student self- awareness increased with work
student.

experience.

Build in support and developmental opportunities

Student developed confidence as practitioner. . :
in a systematic manner.

Student gained confidence to ‘look things up’,

Acknowledge and credit assessed work
refer on and seek support

experiences along academic achievements.

Educational theory: that what students see anc
is a much stronger learning experience than di
face to face teaching.

Need to influence teaching, learning and
assessment strategy across the University.

Experiential learning leads to deeper learning: Change culture and understanding of what

does not water down academic knowledge constitutes ‘traditional’ HE teaching, learning and
assessment suitable for HE (not just professional
and vocationally orientated programmes).

Children and young peoplare clearly key stakeholders in this evaluaticsofar as gaining from
better educated and prepared professionals withi ¢hildren’s’ workforce; for example in the
implementation of support for their emotional weding (Department of Health, 2010; James, 2010).
However for the purpose of this evaluation childegrd young people were not included as participdués
to the time limitations of the evaluation deadlirmsd the need to set up, gain and implement ethical
considerations. This evaluation makes a clear agleaagment that children and young people shoulthbe
key peoplein gaining evidence when considering whether thactise of the undergraduate students is
effective in supporting emotional well-being. It asrecommendation that future evaluations shoutdifo
upon gaining this evidence. In common with theorsdie and purpose of identifying children and young
people as stakeholders, the workplace / settinqalsasbeen identified as a key stakeholder. Hazihgtter
educated and prepared workforce around childrenyandg people’s emotional wellbeing is a clear psg
in this sector of Higher Education and as notethérelated reports noted above. A future evalonagiwould

aim to gain evidence related to this notion of dieass for employment’.
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Findings of the Evaluation

The data has been interpretively analysed usidgemaatic paradigm and sought to compare student
experiences of the knowledge they feel they acduim@n the module and the application of this krexige
in supporting the emotional well-being of childremmd young people within their workplace. The

interpretations have been discussed and agreedheitktvaluation participants.

Theme 1: Acquiring knowledge

< Through the very high pass rate of the module assests the quantitative data suggests that the
student participants have acquired knowledge.

« The student participants, qualitatively, identifidds acquired knowledge as purposive. They
were able to identify key knowledge topics (for mde; resilience, depression, self-harm) as
being directly applicable to their practice expeces.

« Students were able to confidently (self-identifieé§cuss and explain theory and meaning of the

topics with mentors and young people

Theme 2: Bridging the practice —theory gap
« Data from the same student participants overwhemsiy they felt equipped (by the module)
with knowledge that could then be used within theirkplace. This theme was extended by the
same participants identifying ‘how to’ practice,the second most learnt theme.
* Real work experiences help embed learning and lemnderstanding, even if this experience is
difficult. This aspect is reviewed by students amb very satisfactory as well as adding to the

University critical success factors

This evaluation showed how real life experiencekngside reflective interactive learning
experiences in the classroom and the online theaftétformation came together for optimal studieairning
that is both applied and underpinned by evidensed#heoretical knowledge (materials written byestgin
their field). This integrated learning approachaahthe key principles noted by Tight (2003) andrSé et
al., (2006) in teaching in HE. This builds furtter Chapman and Clegg’s (2007) conceptualisatiothef
model of practical Higher Education as being exgtioe and integrative. These findings strongly sjjghe

moduleis contributing to students acquiring purposive knalgke and thus bridging the practice —theory gap.

Theme 3: Influential educational approaches

* Moving from pure online learning through to mixeelidery.

e Students as co-producers in their own education

The original module presentation aimed to answenesof the drivers for HE change in applying
online education (Bach, Lewis-Smith & Haynes, 20B@rry & Pilati, 2011) such as ease of access; self

determined learning space and utilising engagiggalitechnologies.
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Reflective
Classroom
Interactions

QOnline
theorectical

Figure 1 A model of Applied and Purposive Learning from thisevaluation

Despite using generally accepted HE tools and iiesvin the design of the module, tracking and
student evaluation found that students did not gageith the contents, activities or formative assemnt.
Further students reported feeling disengaged Wwihriodule as part of their studies.

The move to a blended teaching strategy was bas&hmsden’s notion (1992, 2003) of teaching as
‘transmitting knowledge’, ‘organising student ady¥ and ‘making learning possible’ and one of the
educational principles of “...intellectual challengajependence, control and active engagement ancirg
from students” (adapted from Ramsden, 2003, ph@6g underpinned the improvements and developments
of the student learning experience in order toeetd applied purposive learning. Blended learnifigred a
vehicle of education that sought support the stisden’learn to learn’ through their productioninferactive
activities online and in the classroom. This waslarpinned with traditional values of constructidnis
educational theory (Condie & Livingston, 2007). ther Hagstrom and Lindberg (2013) suggest that
education and educational processes can nevemiygetely prescribed, in that education and knowdeidga
co-operative process in which learning occurs bykwmg things out together. This notion has beenipiat
action through working things out between the sttidad tutor. Further the student was requirecht@ract
with the online and classroom materials; co-prodgicieflective activities for formative and summativ
assessment. With the support of the mentor andesgedriences in the placement / workplace, studesats
able to produce their own repository of experidntélective learning. Using the described datavehg
increased student satisfaction and attainment eatdghe qualitative evidence of students being abkelf-

identify purposive learning indicates the move fended learning has been successful.
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Limitation of the Evaluation

The evaluation has taken place with the co-ordmlaging known to student participants as a person
of authority and power within their programme ahd tnstitution. This position was reversed for seeni-
structured interview with the participant holdingwer and authority in the same context. That “all
researchers are positioned whether they write abeuplicitly, separately, or not at all” has beskey point
for this evaluation (Chiseri-Strater, 1996, p.1IH)e evaluation co-ordinator has considered thikiwithe
subjective-contextual factors of having a vestddrast in gaining positive results from studentleaion,
satisfaction and achievement. Further Ganga andt §@06) claim that insider research, defined by t
researcher being an ‘insider’ by context, givesmass of social proximity that may add authentititythe
research. However, this point also has the potetatianhance the different positions of the pgpacits and
researcher. Denzin et al.,, (2006) and Ganga and $@06) suggest that so long as the voices of the
participants remains the central points, rathen tha interpretations of the researcher, the mositity of the
researcher should not limit the value of the redear

For this evaluation, there was no suitable replarento carry out the data collection. This was
explained to the participants with assurances afidentiality (questionnaires) and the rationaleaofocus
group rather than individual interviews to mitigaiee authoritative position of the co-ordinator.isTh
evaluation’s findings are based the interpretatiohshe co-ordinator which have been checked asia t
reflection by the participants of the questionraif@issemination session), the focus groups (atirthe) and
the semi-structured interview (email follow up).

Whilst the evaluation has been successful in reaant of participants, the student participantsshav
been limited to one programme due to the contett@evaluated module. There are some suggestions,
the literature reviewed and the more general figsliof the semi-structured interview, that the fingdi might

be transferable to other vocationally orientatezypgmmes.

Conclusions and recommendations
This evaluation suggests that the aims of moduée raet in that the knowledge and understanding of
emotional well-being for children and young peopleguired through this module allows undergraduate
students’ to apply their learning (of this topio)their practice within the children’s workforcéus bridging
the ‘practice —theory gap’. Students acquired psifgoknowledge. This evaluation supports the Usiter
strategic aims in providing a meaningful and nunr/ learning student experience and in raising
employability and readiness for graduate work. Mweeg, these findings will influence the teachingdan
learning strategy for the BA programme in Childh@ol Youth and be used to support the School Tegchi
and Learning strategy. Finally the findings fronsthvaluation may be informative in contributinggolicy
decisions in planning the education of the futdmédecen and young peoples’ workforce.

The findings of the study suggest that there isedrto know what thnpact is for children
and young peoplen the learning experiences of the undergraduatgests. This could also capture
the point of view of the setting / work place. Bwation and / or research of these points shoule tak

place. Furthermore, the evaluation has a potemtidér impact in translating the strategies and
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learning from this module to similar vocational f@ssional education, for example in Teacher
Education, where a need to teach emotional wefligbbias been identified. It is a recommendation

that pilot studies be carried out for this.
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