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Preface

In an era of transformation and industrial change, with market demands rapidly 
evolving and the employment environment undergoing complex changes,  cultivating 
modern talent oriented toward future technological advancements and capable of 
adapting to new economic situations has become a global mission that transcends 
borders and gathers wisdom. Bridging Education and Work Experience is precisely the 
result that meets the demands of this era. We understand that the combination of 
theoretical knowledge and practical skills is the key to success in the process of career 
development. Based on this understanding, this book dives deeply into the intricate 
relationship between education and work experience, focusing on critical topics such 
as internships, apprenticeship programs, and continuing education. It aims to present 
the importance of integrating theoretical knowledge and practical skills and identify 
feasible and practical paths for achieving this integration, thereby helping to cultivate 
future outstanding engineers capable of tackling complex engineering challenges. 
In addition, through comprehensive discussions on academic mentoring, career 
counselling, and skill assessment, this book strives to provide a complete guide for 
students seeking to enhance their career prospects.

This book explores the relationships among education, teaching, and work experience 
in two dimensions: future talent and skills and practical skills and work experience. 
It interprets the prominent significance and practical paths of combining theoretical 
knowledge with practical skills.

The first section focuses on the dimensions of future talent and skills. It emphasizes 
that education must possess a forward-looking vision and closely align with the 
developmental trajectory of future society. Education development must not only 
fully consider the diverse requirements that future society places on individual growth 
but also actively contribute to the flourishing development of society as a whole. 
In practical terms, education should focus on cultivating mastery of the core skills 
essential for future society and on shaping outstanding talents who can adapt to and 
lead the developmental direction of future society. For example, research has shown 
that factors such as the institutional environment, work pressure, and personal traits 
significantly impact the psychological state of vocational educators. It is  imperative 
to establish fair and objective evaluation mechanisms to improve this situation, 
provide appropriate training resources, and enhance societal support. Additionally, 
 integrating work experience with academic theory through the work-integrated 
learning (WIL) model can effectively bridge the gap between graduates and actual 
workplace demands, significantly enhancing their thinking ability, problem-solving 
skills, and psychological resilience, thereby laying a solid foundation for their smooth 
entry into the workforce. Furthermore, technology, apprenticeships, transferable 
skills, mentorship, and industry-academia collaboration play crucial roles in bridging 
the gap between education and work experience.



IV

The second section discusses practical skills and work experience. Since society is 
transforming continuously, improving students’ practical skills and enriching their 
work experience is crucial. This can be achieved through collaborative efforts and 
proactive innovation practices, which have become focal points in the field of educa-
tion today. Specific measures include deeply integrating industry internships into the 
educational system, enabling students to train in real work environments, and enhanc-
ing their workplace competitiveness through planning, practice, and evaluation. 
Additionally, teaching methods, such as practical courses, debates, and case studies, 
are being innovated to cultivate critical abilities and lay a solid foundation for future 
careers. Special attention is also paid to transitional support for specific groups, such as 
newly graduated nurses, and complex educational scenarios, such as disabled refugee 
children. This is done by enhancing teachers’ professional skills, improving policies, 
increasing educational inclusiveness, and mastering cross-cultural and legal frame-
works. These efforts provide comprehensive support for students’ smooth adaptation 
to the workplace and future development.

Special thanks to Tongtong Gao, Jiayin Dong, and Bowen Zheng from the School of 
Education, Tianjin University, for their contributions to drafting the manuscript. 
Tongtong Gao and Jiayin Dong were responsible for collecting preliminary materials 
and drafting the preface, while Bowen Zheng participated in proofreading the back 
cover text and research plans. Their support and academic imagination broadened 
the scope of the analysis. The editorial team has worked hard to ensure the material’s 
comprehensiveness, accuracy, and representativeness. However, given our team’s 
time constraints and limitations, we welcome feedback from readers on areas needing 
improvement.

Xinqiao Liu
School of Education,

Tianjin University,
Tianjin, China
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Chapter 1

Anxiety and Depression 
among Early-Career Academic 
Researchers in China: Causes and 
Organizational Support
Yuxin Guo and Xinqiao Liu

Abstract

Early-career researchers encounter distinct challenges, balancing intense com-
petition with the demands of securing funding and publishing their work. These 
pressures have increased anxiety and depression, impacting their performance and 
overall well-being. Yet, their mental health remains a low priority for both society and 
institutions. This study adopts a qualitative research approach, employing purposive 
sampling to select 14 early-career faculty members from various academic disci-
plines, including the natural and social sciences. Data were gathered through semi-
structured, in-depth interviews and subsequently analyzed to identify the primary 
sources of stress. The study revealed that the institutional environment, academic 
pressure, and personal attributes were the main influencing factors, which need to be 
supported by fair evaluation and a rational training system. The study also provides 
recommendations for grassroots organizational interventions and primary health care 
services to address these issues.

Keywords: early-career academic researchers, anxiety, depression, influencing factors, 
organizational support

1.  Introduction

Young scientific and technological workers play a crucial role in advancing the 
national innovation system. Among the special projects initiated by the Ministry of 
Science and Technology under the “14th Five-Year Plan” national key research and 
development plan, 43 have implemented young scientist programs, accounting for 
approximately 80% of the total [1]. However, while young scientific and technologi-
cal workers are rapidly growing and making outstanding contributions, their mental 
health has also become a focus of social concern, and the “mental illness” of young 
scientific researchers needs to be urgently addressed. Based on survey data from 
over 10,000 science and technology professionals in China, a proportion of them 
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experience anxiety to different extents. Among them, individuals with intermedi-
ate professional titles exhibit the highest levels of anxiety, with some experiencing 
moderate to severe anxiety [2]. The results of a large-scale survey of young science 
and technology workers in China aged 35 years and under in 2009 and 2017 revealed 
that 49.7% of young science and technology workers experienced anxiety problems 
[3]. Moreover, the anxiety level of science and technology workers has gradually 
increased over time. The proportion of science and technology workers with mild, 
moderate, and severe anxiety problems increased from 39.9%, 6.3%, and 1.9% in 
2017 to 42.2%, 8.8%, and 4.5% in 2019, respectively. According to this survey, 21% of 
young scientific and technology workers experienced different levels of depression, 
making them more susceptible to depression than other age groups. A 2019 survey on 
the mental health of science and technology workers revealed that nearly a quarter 
of the respondents experienced varying degrees of depression, of which 17.6% of 
science and technology workers tended to experience depression, and 6.4% of science 
and technology workers could be classified into a high-risk group for depression. 
There is a direct correlation between the likelihood of experiencing depression and 
the likelihood of having thoughts of suicide among individuals working in the field 
of science and technology [4]. Common symptoms of depression include low mood, 
loss of energy, and reduced concentration. Depression not only has a serious impact 
on the study, work, normal life, and interpersonal activities of science and technology 
workers but also places a heavy burden on their families and society.

As an important group of young scientific and technological workers, early-career 
academic researchers are at a critical stage in their career development, often fac-
ing pressure from scientific research, uncertainty about career prospects, and the 
dilemma of balancing personal life and academic work. Compared with other scien-
tific and technological professions, their mental health issues may be more intricate 
and severe. This study focuses on the mental health status of early-stage academic 
researchers in the scientific research environment. The goal is to identify the factors 
that contribute to anxiety and depression and propose measures to address these 
issues. This study aims to establish grassroots organizations and a primary health 
care service network to improve the overall well-being of early-career academic 
researchers.

2.  Literature review

2.1 Factors influencing anxiety among early-career academic researchers

Anxiety is influenced by a wide range of elements, which can be categorized into 
five groups: social factors, familial factors, personal circumstances, lifestyle habits, 
and interpersonal connections. First, various elements, such as social stress, changes 
in the objective environment, the uncertainty of social transformation, social and 
cultural influences, and social status, significantly influence individuals’ psychology. 
Specifically, social stress and changes in the objective environment frequently result 
in social anxiety. The uncertainty and unpredictability brought about by social trans-
formation can cause anxiety in individuals of various ages [5]. Conflicting values can 
lead to significant psychological conflicts and anxiety when individuals’ value needs 
are not met or are severely threatened [6]. Groups with low social status are more 
prone to anxiety issues, and under the ongoing influence of social factors, anxiety can 
shift from an individual psychological problem to a social psychological problem [7]. 
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Second, family relationship tension, child-rearing stress, and family member illness 
make science and technology workers more prone to depression and anxiety [8]. 
Third, individual heterogeneity is also an important factor in anxiety [7]. Anxiety is 
influenced by self-perception and is closely related to an individual’s sense of control 
[9]. When an individual perceives that they are unable to predict or control potential 
negative events, the risk of developing an anxiety disorder increases [10]. Fourth, 
lifestyle habits such as poor sleep quality and exercise are closely related to anxiety. 
Anxiety is associated with increased sleep latency and decreased sleep quality [11]. 
The physical activity pattern of patients with anxiety disorders is characterized by 
sedentary behavior, so reducing the number and duration of sedentary behavior and 
increasing light exercise can alleviate anxiety levels [12]. Fifth, fear of negative evalu-
ation [13] and social exclusion in interpersonal interactions are important factors 
influencing anxiety. Fear of negative evaluation is a core trait of social anxiety [14]. 
When people perceive rejection from the surrounding environment, it will stimulate 
adverse reactions to the evaluation of others, which in turn leads to the occurrence 
of social anxiety [15]. In addition to general influencing factors, pathological anxiety 
is an exaggerated state of fear, which is an overexcitable manifestation of the fear 
circuit, including the amygdala and extended amygdala [16]. In addition, the pursuit 
of scientific research achievements and the pressure of scientific research assessment 
were also important factors that caused anxiety in early academic researchers. The 
conflict between interest and assessment indicators has brought pressure and distress 
to the development of some early academic researchers [17]. The gradual promotion 
and implementation of the “promotion or leave” policy in China has put increasing 
pressure on young teachers in universities, who are representatives of scientific and 
technological talent. Academic publication, promotion, peer competition, course 
teaching, and environmental adaptation have become the “five mountains” that weigh 
young teachers. Promotion and academic publication have become the main factors 
that exacerbate professional anxiety [18].

Anxiety has been extensively researched in the literature. However, it is difficult 
to find relevant research on anxiety status, influencing factors, and prevention and 
treatment measures for early academic researchers in domestic and foreign research. 
The literature focuses primarily on the introduction, cultivation, growth, promotion, 
innovative development, and incentive evaluation of early-career academic research-
ers. This highlights the importance of creating high-quality teams of early-career 
academic researchers and recognizing their role as a new driving force in the develop-
ment of the national innovation system.

2.2 Factors influencing depression among early-career academic researchers

The factors that affect the level of depression among early-career academic 
researchers are complex. The general factors can be divided into four categories: 
demographic characteristics, lifestyle, living environment, and social support. 
Demographic characteristics mainly include sex and age differences, but existing 
studies have not reached a consensus. With respect to gender, some studies have 
reported that the mental health literacy level of male science and technology work-
ers is greater than that of female science and technology workers, but other stud-
ies have reported that there is no statistically significant difference in the level of 
depression. In addition, studies by early-career academic researchers have reported 
that there is no significant difference in the level of depression between men and 
women [4, 19, 20]. The gender disparities in depression among early-career academic 
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researchers arise from physiological disparities between males and females, including 
genetic susceptibility and hormonal variations. Additionally, differences in self-
perception and societal expectations across genders contribute to distinct emotional 
reactions and behavioral tendencies [21]. There is a negative correlation between 
age and the prevalence of depression among science and technology professionals. 
Specifically, those under the age of 35 in this field experience significantly greater 
levels of depression than their older counterparts do. This pattern is not observed 
among science and technology workers in other age groups [4]. A survey of IT 
professionals revealed that those aged 26–30 years and 36–40 years had higher levels 
of depression than other age groups did [22]. The prevalence of depression among 
early-career academic researchers can also be attributed to the poor lifestyle choices 
that are common in modern society. First, a lack of regular physical activity increases 
an individual’s risk of depression [23]. Physical activity helps maintain physical 
health, which is strongly associated with mental health. Therefore, when more physi-
cal activity is engaged in, physical health is better, and the risk of depression is lower. 
Second, the level of depression in early-career academic researchers is also positively 
correlated with their sleep problems. The better the quality of sleep is, the better their 
mental health is [24–26].

With respect to the impact of the living environment on depression, some stud-
ies have shown that, mediated by subjective social class, individuals’ perceptions 
of the community environment affect their level of depression and that the living 
environment and public facilities have the greatest influence [27]. Economic income 
is a significant determinant of individuals’ subjective assessment of their social class 
and has a direct effect on their overall quality of life. A previous study revealed that 
the lower the monthly income of science and technology workers is, the greater the 
level of depression [4]. The impact of social support on depression is influenced by 
the relationship between family and work among science and technology workers. 
Specifically, a positive influence of family on work was associated with lower levels of 
depression, whereas a negative influence of family on work was linked to higher levels 
of depression among science and technology workers [24]. Marital status signifi-
cantly influences the degree of depression among early-career academic researchers. 
Specifically, unmarried and nonstable partnered early-career academic researchers 
are more prone to experiencing depression than their counterparts are [22]. Poor 
coworker interactions are also a contributing factor to the development of depressive 
moods among workers in the scientific and technological fields [19]. Furthermore, 
the level of depression among early-career academic researchers is also influenced 
by the pressure of doing research and the evaluation of their findings. Furthermore, 
there is a strong correlation between the level of depression and job burnout among 
early-career academic researchers. This means that unpleasant emotions, such as 
depression, directly impact workers’ levels of work engagement [28].

In recent years, the depressive symptoms of early-career academic researchers 
have gradually worsened, and further research is needed to explore this issue in 
greater depth. Existing studies have focused primarily on scientific and technologi-
cal professionals working in the fields of education, information technology, and 
medical and healthcare systems. Early-career academic researchers, who are the 
primary drivers of scientific research and innovation, experience heightened mental 
health challenges. However, a limited amount of research has focused explicitly on 
mental health disorders and the factors that influence these individuals. With respect 
to measurement tools, the majority of previous studies have utilized commonly 
used questionnaires to evaluate the level of depression in individuals (such as the 
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Flow Center Depression Inventory and the Adult Mental Health Scale (PHQ )-9). 
However, more comprehensive measurement questionnaires specifically designed for 
early-career academic researchers are scarce. Furthermore, the multitude of factors 
that influence the extent of depression among early-career academic researchers are 
intricate and necessitate a complete analysis encompassing both broad and specific 
aspects. Finally, with the improvement of mental health services, the prevention 
and treatment of depression for early-career academic researchers should consider 
a two-pronged approach of general prevention and treatment with the participation 
of multiple subjects and specialized interventions to pay attention to the problem 
of depression among early-career academic researchers and implement timely and 
effective interventions.

2.3  General treatment measures for anxiety and depression in early-career 
academic researchers

Research on the alleviation and treatment of depression and anxiety is a signifi-
cant focus in the medical and psychological fields. Numerous scholars have dedicated 
their attention to studying depression and anxiety in various groups and have con-
ducted extensive research that has yielded fruitful outcomes. College student groups 
are similar to early academic researcher groups, and improvements in their mental 
health and the alleviation of anxiety and depression should be approached from both 
internal and external perspectives. On the one hand, it is important to enhance an 
individual’s self-control and cognitive ability. They should take specific actions to 
improve their own well-being when they become aware of their negative emotions. 
On the other hand, efforts should be made to improve the environment. For example, 
organizations should increase awareness and education about mental health. Regular 
lectures on mental health can also be conducted [29]. Psychological research has 
established a robust association between social support and depression and anxiety, 
indicating that social support acts as a protective factor for mental health. College 
and university students, as well as scientific and technological talent, who experi-
ence high levels of psychological pressure or mental illness, should receive increased 
support and care to ensure that they feel a sense of community support and empathy 
[30]. In addition, many studies have proposed valuable suggestions to alleviate the 
anxiety and depression of early-career academic researchers. The government should 
ensure the mental well-being of early-stage academic researchers by implementing a 
comprehensive management system. Additionally, robust rest and vacation benefits 
for scientific and technological talent should be established. The organization should 
also create an impartial and rational assessment and evaluation system to alleviate 
the pressure faced by researchers in their scientific endeavors. At the individual level, 
scientific and technical talent should be directed toward improving awareness of 
mental health and lifestyle [31]. Furthermore, we may initiate the process of nurtur-
ing scientific and technological talent, construct a novel paradigm for talent cultiva-
tion, enhance the teaching system for mental well-being, and facilitate the methodical 
advancement of psychological education [32, 33].

Most patients (approximately 74%) who seek therapy for symptoms of anxiety or 
depression do so from primary care physicians rather than mental health profession-
als. Anxiety, depression, and other psychological disorders are prevalent in primary 
care settings. Research has shown that the primary healthcare services provided in 
foreign nations are insufficient for identifying and managing anxiety and depression 
[34, 35]. In China’s primary care system, there is a similar issue: approximately 50% 
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of patients who seek treatment from primary care doctors are not identified, and even 
if they are diagnosed, fewer than 10% of patients receive suitable treatment [36]. 
The present research on therapies for anxiety and depression focuses primarily on 
psychotherapy and medicines. Despite the existence of productive research findings 
and a comprehensive treatment system, studies on the integration of primary care are 
lacking. Exploring strategies to enhance the incorporation of treatment interventions 
for anxiety and depression into the primary care system has emerged as a significant 
area of interest for future investigations.

2.4  Demand for primary health care services among early-career academic 
researchers

Primary health care serves as a crucial gateway for patients to obtain health care 
services [37]. According to the World Health Organization (WHO), primary health 
care is defined as a method of engaging the entire community in health-related issues 
with the aim of providing healthcare services that are easily accessible and closely 
aligned with people’s everyday surroundings [38].

Currently, primary health care is an effective model given the limited availability 
of medical resources. Countries such as the United States have been enhancing 
primary care services in recent years and have acquired valuable expertise [39]. An 
increasing number of European governments are advocating for the reconstruction of 
the primary health care system, and numerous countries have implemented a range of 
reform initiatives to enhance the primary health care system. China has gained valu-
able insights into enhancing its primary health care system by focusing on delivering 
people-centered health care services, promoting the coordination and integration of 
health services, and ensuring comprehensive, continuous, and accessible primary 
health care services [40].

China’s primary health care system is dominated by government investment, with 
public health services funded mainly by the government, which provides full subsi-
dies for the personnel, development, construction, and operating expenses of public 
primary health care institutions run by the government. For private primary care 
institutions, the government does not subsidize all of their operating costs [41]. Since 
the implementation of medical reform in 2009, the primary medical care system in 
mainland China has become a crucial focus of reform [42]. There has been a sub-
stantial increase in government funding, as well as gradual enhancements in primary 
facilities, equipment, and the development of a skilled workforce. These improve-
ments have facilitated further advancements in the primary health care system. For 
example, measures such as implementing and enhancing the physical examination 
system, gradually incorporating mental health assessments into routine health 
examinations for scientific and technological workers, establishing qualified units 
to provide psychological counseling centers for scientific and technological work-
ers, offering psychological health care and counseling services, reinforcing physical 
and mental health education and training for scientific and technological workers, 
developing daily education on physical and mental well-being, and establishing and 
implementing a vacation system for scientific and technological workers have been 
taken [43].

In general, there have been extensive studies on anxiety, depression, and pri-
mary health care services, but there is still a lack of research focusing on the early 
academic research community. In domestic and foreign research, studies on anxiety, 
depression, and health care services that focus solely on the early academic research 
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community are almost impossible. There are notable distinctions between the early 
academic researcher group and other groups. First, this group has a demanding work 
schedule that makes it impractical for them to make frequent visits to the hospital 
for mental health assessment and treatment. Second, this group places significant 
importance on external evaluation and is highly sensitive to the social stigma associ-
ated with mental illness. Consequently, they may be reluctant to seek medical treat-
ment because of concerns about being labeled with a mental health diagnosis. Third, 
a majority of individuals in this group are affiliated with organizational units such as 
scientific research institutions and universities. This makes it feasible to establish a 
suitable primary healthcare service network through the organization of grassroots 
units, departments, and similar entities.

3.  Research methods and process

3.1 Research methods

This study adopted a qualitative research method to explore the anxiety and 
depression of early academic researchers and the factors affecting them. “Qualitative 
research” is “an activity in which the researcher uses himself as a research tool, in 
a natural setting, using a variety of data collection methods (interviews, observa-
tions, physical analysis) to conduct an in-depth and holistic exploration of research 
phenomena, forming conclusions and theories from raw data, and gaining an inter-
pretive understanding of the behavior and meaning construction of the research 
object through interaction with the research object” [44]. Using qualitative research, 
this study hopes to explore the mental health status of early academic researchers 
and the factors that affect it through the interaction between the researcher and the 
research subject and from the research subject’s perception of their own anxiety and 
depression.

3.2 Research process

This study adopted the purposeful sampling method commonly used in qualita-
tive research, which involves selecting people, places, and events that can provide the 
most information for the research question [45].

The interviewees were selected based on the following criteria: (1) Career Stage 
and Title: All participants were early-career faculty members, with academic titles 
ranging from lecturer to associate professor. Special attention was given to young 
scholars who had not yet attained senior titles, as they typically experience higher 
pressure related to academic promotion. (2) Academic Discipline: The participants 
represented a variety of disciplines, including natural sciences, social sciences, and 
others. This diversity enabled the study to examine the specific pressures and chal-
lenges faced by scholars in different fields. (3) Gender Balance: Efforts were made to 
ensure a gender-balanced sample in order to explore potential gender-related differ-
ences in the experience of academic career stress.

A total of 14 early-career academic researchers were selected as interviewees for 
semi-structured, in-depth interviews. The basic information of the interviewees is 
shown in Table 1.

After the interviewees were identified, the interview outline and informed 
consent form were sent to the interviewees. The researcher and the interviewee 
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collected data online at predetermined times, and the interviews lasted approximately 
45–60 minutes. After all the interviews were transcribed, the data were analyzed via 
the software NVivo11 and the three-level coding method of grounded theory, which 
is a qualitative research method. As shown in Table 2, after the data were coded, three 
categories were obtained: “stress that causes anxiety and depression,” “factors that 
affect anxiety and depression,” and “support for relieving anxiety and depression.”

Category Attribute Dimension

Stress that causes anxiety 
and depression

The pressure of assessment 
and promotion

“Promotion or departure,” high assessment 
standards, unstable policies, and fierce competition.

Pressures on teaching tasks Overloaded teaching tasks, unfamiliarity with 
teaching courses.

Pressures on administrative 
affairs

Time-consuming tasks, negative feedback, 
overwhelming responsibilities.

Pressure in family life Financial pressure, marital pressure, childcare 
pressure.

Factors that affect anxiety 
and depression

The institutional 
environment

Institutional design, organizational environment, 
policy implementation.

Academic activities Unsuccessful research progress, insufficient teaching 
experience, uncertainty in project applications.

Individual heterogeneity Gender, age, and proactivity.

Support for relieving 
anxiety and depression

Organizational support Institutional improvements, capacity enhancement, 
and compensation guarantee.

Social support Family support, friend support, and colleague 
support.

Table 2. 
Coding table for data analysis.

ID Gender Age Title

Respondent 01 Male 31–35 Lecturer

Respondent 02 Female 31–35 Assistant Professor

Respondent 03 Female 31–35 Associate Researcher

Respondent 04 Female <30 Lecturer

Respondent 05 Male 31–35 Lecturer

Respondent 06 Male 35–40 Lecturer

Respondent 07 Female <30 Lecturer

Respondent 08 Female <30 Lecturer

Respondent 09 Male 31–35 Associate Professor

Respondent 10 Male 31–35 Junior Researcher

Respondent 11 Female <30 Lecturer

Respondent 12 Female <30 Lecturer

Respondent 13 Male <30 Lecturer

Respondent 14 Female <30 Associate Researcher

Table 1. 
Basic information of the respondents.
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4.  Results

Research has revealed that early academic researchers, while making rapid prog-
ress and making outstanding contributions, are facing relatively serious mental health 
conditions, and the “mental health” of early academic researchers urgently needs to 
be addressed. Consistent with previous research findings, the respondents believe 
that their mental health is poor and that they have varying degrees of anxiety and 
depression. The respondents with severe symptoms suspected that they had anxiety 
disorders (Respondent 12). The study revealed that the main reasons for the anxiety 
and depression experienced by early academic researchers were the pressure of 
assessment and promotion, the pressure of teaching tasks, the pressure of administra-
tive affairs, and the pressure of family life.

4.1 The pressure of assessment and promotion

Currently, due to the reform of higher education, Chinese universities have adopted a 
pretenure track system for faculty appointments. As the number of universities that have 
introduced the pretenure track system continues to increase, the number of young faculty 
members working on a pretenure track has also increased annually. Since the pretenure 
track system has a relatively strict evaluation mechanism, pretenure track faculty mem-
bers who fail to pass the tenure review (also known as the expiration assessment) during 
the pretenure period are usually not reappointed. This “promotion or departure” assess-
ment not only motivates teachers to work hard but also creates problems such as high 
work pressure, multiple and differentiated identities, and a decline in job security and 
a sense of belonging [46]. Approximately 50% of the interviewees were young teachers 
under the new university system, and they said that the pressure to be promoted was an 
important source of anxiety and depression. For early academic researchers under the old 
system, although they did not face strict assessment pressure and the cruel “promotion or 
leave” rule, they also believed that the pressure of promotion could easily lead to psycho-
logical states of anxiety and depression. “Anxiety comes from the title. Like us, everyone 
is either promoted or fired. The company has an assessment period, assessment tasks, and 
needs to be assessed for its professional title. This pressure is even greater.” (Respondent 
01) “When I first started working, I felt a lot of pressure. I think it was because I needed to 
adapt to the job, and the pressure of the assessment was like a sword of Damocles hanging 
over my head. If I did not meet the requirements, I would feel anxious. For a long time 
after I started working, I did not feel like I was in control of my own time. I was more like 
being pushed forward, and I felt anxious.” (Respondent 02)

Some respondents believe that excessively high assessment requirements, unstable 
assessment policies, and vicious competition caused by promotion pressure are important 
causes of anxiety and depression. “What is worrying is the kind of vicious competition 
and the very vague promotion channels. If it is either promotion or departure, I think it is 
okay to have a clear assessment system, and then we all abide by the rules of the game and 
the survival of the fittest. However, under a more vague and dynamic system, this anxiety 
will be greater, and it is not good to create more vicious competition. I think most teachers 
do not want to see this phenomenon.” (Respondent 03)

4.2 Pressures on teaching tasks

The anxiety and depression experienced by early-career researchers due to teach-
ing duties mainly stem from the pressure of preparing lessons, heavy teaching duties, 
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and the challenge of guiding students. These factors combine to cause them to face 
greater psychological pressure in the early stages of their careers.

First, the pressure of preparing lessons is high. Owing to their relatively short job 
time, many early-career researchers need to take completely new courses, which often 
require much time to prepare. In particular, new teachers may have to teach courses 
that they are not familiar with, which increases the difficulty and time pressure of 
preparing lessons. Many teachers are occupied with preparing lessons during the 
day, at night, and even on weekends and are unable to conduct independent research, 
which greatly affects their work-life balance. New teachers lack autonomy in course 
scheduling and are usually only able to accept courses arranged by the school. This 
passive acceptance prevents them from fully developing their career direction and 
personal research interests, further increasing their psychological burden. “For novice 
educators, the heavier pressure is still the pressure of preparing lessons. Especially in 
our school, all the classes I took in my first year were new classes. I even had to teach 
some classes that I was completely unfamiliar with. Many times, I did not have much 
autonomy in choosing the classes, and I had to teach whatever classes I was assigned.” 
(Respondent 04)

Second, teaching tasks are heavy. Some universities have high teaching require-
ments for new teachers, requiring them not only to achieve a certain teaching dura-
tion but also to take on additional teaching tasks, such as serving as undergraduate 
class teachers and academic advisers. These additional responsibilities increase the 
workload and make them feel more stressed. “In addition to preparing lessons, I also 
need to take master’s or undergraduate students and guide them in doing projects or 
writing papers. This semester, I am also the undergraduate class teacher and academic 
adviser.” (Respondent 02)

The third challenge involves supervising students. In addition to teaching, early 
academic researchers also need to supervise the research work and thesis writing of 
master’s and undergraduate students. Although some students are more cooperative, 
some students with strong personalities are unwilling to accept supervision, which 
may lead to research not progressing smoothly and even affecting students’ gradu-
ation. “Some of my colleagues have encountered students with strong personalities. 
When you give them guidance, they may not be willing to accept your advice, which I 
think can be stressful. Interviewee 2 The main difficulty in guiding students is related 
to their personal abilities. Because the students here still lack a little self-learning 
ability.” (Respondent 06)

4.3 Pressures on administrative affairs

Teaching, research, and public service are recognized as important functions of 
universities. In addition to teaching and research, university teachers also need to 
engage in administrative affairs. However, excessive and burdensome administra-
tive affairs not only occupied the time of early academic researchers in teaching and 
research activities but also caused them to experience anxiety and depression. The 
respondents said that the pressure of administrative affairs was also one of the rea-
sons for their negative emotions, mainly due to the fragmentation of time caused by a 
large number of chores, the conflict between administrative work and research goals, 
excessive workload and a sense of responsibility, and the mandatory arrangement of 
administrative tasks by leaders.

First, they are unable to manage their time effectively, and their energy is scat-
tered. A large number of administrative tasks, such as proctoring exams, grading 
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papers, recruiting students, conducting interviews, and serving as class advisers, 
cause the time of early-stage academic researchers to be highly fragmented. They need 
to juggle these trivial tasks between their heavy daily teaching and research tasks, 
and they are unable to concentrate on completing academic research. This fragmenta-
tion of time and the interlacement of tasks make them feel that they are unable to 
manage their time effectively, which in turn leads to anxiety and depression. “For 
example, proctoring examinations, evaluating papers, providing lectures, recruiting 
 students, and conducting interviews are all still needed. These things will fragment 
the time, which I believe is inconvenient. You cannot put it all together into a single 
time frame to achieve something.” (Respondent 01)

Second, there is a gap between career expectations and reality. Early academic 
researchers often enter universities with the original intention of engaging in aca-
demic research, but a large amount of administrative work is inconsistent with their 
career expectations. The frequent interruption and time occupation of administra-
tive tasks prevent them from focusing on scientific research, resulting in a sense of 
disparity between career ideals and reality. This inconsistency leads to psychological 
disappointment and frustration, which further exacerbate anxiety. “I have a relatively 
negative attitude toward these administrative tasks. After all, the original intention 
of taking the academic path and entering the university was to do some academic 
research that I was interested in, but these administrative tasks will take up a lot of 
time, and meetings are a common occurrence.” (Respondent 06)

The third factor is the passive acceptance of administrative tasks. Administrative 
tasks are often assigned by leaders, and early academic researchers lack the autonomy 
to choose when faced with these tasks. Some leaders are strict about administra-
tive work and even exert pressure, which makes them feel passive and helpless. 
This passive acceptance of administrative tasks, especially when tasks conflict with 
personal academic goals, increases the psychological burden, leading to anxiety and 
depression. “I do not truly want to do these administrative tasks, but I have no choice 
because they are assigned by my supervisor.” (Respondent 05)

4.4 Pressure in family life

Interviews have indicated that early-career academic researchers also encounter 
anxiety and depression due to the demands of family responsibilities. The majority of 
early-career academic researchers are approximately 30 years old, and they place sig-
nificant importance on their family responsibilities. Acquiring property, establishing 
a family, and procreating have emerged as significant components of their familial 
obligations and personal development. Furthermore, individuals must consider both 
the parental assistance they receive and the education of their offspring. Early-career 
academic researchers working in major metropolitan areas confront exorbitant hous-
ing costs and the financial burden of providing their children with high-quality edu-
cation. Additionally, they experience significant stress and mental health issues due 
to economic demands, marital challenges, and reproductive concerns. “Our school 
salary is still very low…in terms of life, it is the mortgage and marriage, the school 
only has a kindergarten now, and the children are going to secondary school, and they 
have to go and compete with the other schools with the people piece by piece, so all 
these pressures are still quite high.” (Respondent 05)

This study revealed that female early-career academic researchers face greater 
challenges in balancing family and career development. The existing assessment 
mechanism and personnel system are not friendly to women, and the double burden 
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of research pressure and family responsibilities makes them feel exhausted. Especially 
during childbearing years, female researchers often have to make difficult choices 
between career development and family responsibilities, and this pressure strongly 
affects their mental health. “I think for young teachers, especially for young female 
teachers, the current assessment mechanism, especially the new system after the 
reform of the personnel system, is in fact not so friendly to young female teachers 
because the pressure of research is very high. For young female teachers, it is still 
difficult to take care of them because they may have to face the pressure of getting 
married and having children, including taking care of the elderly at home and so on.” 
(Respondent 02)

5.  Discussion

5.1  Factors influencing anxiety and depression in early-career academic 
researchers

Research has demonstrated that the causes of anxiety and depression encompass 
a wide range of areas, which can be categorized into five main groups: social factors, 
familial factors, personal circumstances, lifestyle habits, and interpersonal relation-
ships. The findings of this study indicate that the anxiety and depression experienced 
by early-career academic researchers are influenced mostly by the institutional 
environment, academic activities, and individual heterogeneity, as shown through 
in-depth interviews.

5.1.1 Institutional environment

China’s recent adoption of the “promotion or departure” policy has placed increas-
ing pressure on early academic researchers. They now face challenges in terms of 
academic publication, title promotion, peer competition, curriculum teaching, and 
environmental adaptation, which have become significant obstacles for young teach-
ers. Title promotion and academic publication are the primary factors that exacerbate 
career anxiety [18]. The development and execution of the organization’s evaluation 
and advancement system, as well as the subsequent work environment, significantly 
impact the levels of anxiety and depression experienced by early-career academic 
researchers.

First, the current academic evaluation system places high value on the quan-
tification of results, making direct comparisons between the results of different 
teachers and ignoring the diversity and uniqueness of individuals. The interviewees 
consider competition under this system to be “cruel” because it does not truly serve 
the purpose of cultivating talent but rather is more like a “predatory” practice. This 
quantitative approach ignores teachers’ individual strengths and the different stages 
of academic growth, leading to increased anxiety and frustration.

Second, in recent years, colleges and universities have continuously adjusted 
and reformed their hiring standards, such as the implementation of policies such as 
“breaking the five only,” which, although aimed at optimizing the academic environ-
ment, has also brought about instability in the system. The interviewees felt that these 
frequent policy changes increased their anxiety about the system, as they needed to 
adapt constantly to new standards and requirements and that this uncertainty had a 
negative impact on their mental health.
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Finally, the respondents reported that their colleges were marginalized within 
the university and lacked sufficient voice. This marginalization leads to the college’s 
lack of influence in resource allocation and decision-making processes, which in turn 
affects the career development opportunities and psychological well-being of the col-
lege’s faculty. Teachers felt pressured to work in an environment of limited resources 
and weak voice, making it difficult to achieve their professional goals.

5.1.2 Academic activities

Teaching and research are among the main job descriptions of early-career 
academic researchers, represented by university teachers. However, as new entrants to 
the academic community, they may experience more serious anxiety and depression 
when faced with the high uncertainty of subject application, the long period of paper 
publication, and the lack of a sense of significance of research results.

First, subject declaration is one of the main sources of research pressure faced 
by early-career academic researchers. Owing to the uncertainty of the declaration 
process, it is difficult for researchers to control the outcome, leading them to feel 
stressed throughout the declaration process. In particular, the lack of clear feedback 
and guidance further exacerbated their anxiety.

Second, the cycle of paper publication is long. Domestic journals have a long cycle 
for publishing papers, which usually takes a year or even longer. This long waiting 
process makes it difficult for researchers to plan and keep track of their scientific 
progress, especially under the requirement of assessment, and the pressure of pub-
lishing in such a long cycle results in constant anxiety. In addition, there are differ-
ences in the difficulty and cycle of publications in different disciplines and directions, 
and some exploratory topics take longer, which further increases their psychological 
burden.

Finally, some early-career academic researchers lacked confidence in their ongoing 
scientific research and questioned its significance and value. This lack of meaning for 
their research results, especially in the face of a difficult research environment and 
limited resources, can make them feel frustrated and powerless. Working in this state 
for a long period of time not only affects their research motivation but also leads to 
persistent anxiety and depression.

5.1.3 Individual heterogeneity

Individual heterogeneity, driven by cognitive processes, plays a significant role 
in anxiety and is intimately linked to an individual’s sense of control. The study 
revealed that early-career academic researchers of varying genders, ages, and levels 
of initiative exhibited distinct responses in managing anxiety and depressive mood. 
In general, the higher the level of subjectivity is, the more effective early-career 
academic researchers are in reducing anxious-depressive moods and mitigating their 
detrimental impacts.

5.2  Countermeasures to alleviate anxiety and depression in early-career academic 
researchers

Early-career academic researchers often experience higher levels of anxiety and 
depression due to the increased strain of assessment and promotion, teaching respon-
sibilities, administrative work, and family obligations. To address the anxiety and 
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depression experienced by early-stage academic researchers effectively, it is advisable 
to involve multiple stakeholders, empower grassroots units, offer organizational and 
social assistance, and address issues related to the organizational system, talent capac-
ity, welfare and treatment, and interpersonal relationships. Additionally, it is crucial 
to establish a primary healthcare service network specifically tailored to the mental 
health needs of early-career academic researchers.

5.2.1 Organizational support

Studies have proposed some informative suggestions to alleviate the anxiety 
and depression of early-career academic researchers; for example, the government 
should provide protection for the mental health of early-career academic researchers 
at the level of the management system; establish and improve the welfare benefits 
of scientific and technological talent for rest and vacation; establish a new concept 
of quality of talent training; improve the mental health teaching system; promote 
the systematic development of psychoeducation [32, 33]; and guide scientific and 
technological talent to increase mental health awareness and improve lifestyles [31]. 
The respondents believe that organizational support is important for alleviating their 
anxiety and depression.

First, a fair and reasonable appraisal and evaluation system should be established 
at the organizational level to reduce the work pressure of early-career academic 
researchers. Early-career academic researchers are in the golden period of the devel-
opment of energetic and vigorous creativity, and all research units must establish 
a scientific, fair, and reasonable assessment and evaluation system to help early 
academic researchers compete reasonably, develop healthily, and escape the swamp of 
“performanceism.” On the one hand, early academic researchers should be guided to 
set up ambitious academic ideals and work ambitions, avoiding “working for the sake 
of completing the assessment” or “working for the sake of working.” On the other 
hand, scientific research units at all levels must combine stage assessment with long-
term development and create good soil for the sustainable and healthy development 
of early academic researchers.

Second, practical and effective measures have been taken to promote the growth 
and maturity of early-career academic researchers. On the one hand, we pay attention 
to the new teacher group, provide comprehensive induction education for new young 
teachers, and provide useful guidance for young teachers in interpersonal com-
munication, teaching, and research through new and old exchanges, pairing, etc. On 
the other hand, we pay attention to the on-the-job growth of early-career academic 
researchers and promote the growth and maturity of early-career academic research-
ers through the organization of academic salons, school-based training, and profes-
sional development schools for teachers.

Third, the security of early-career academic researchers should be improved 
in terms of economy, salary, and welfare benefits to alleviate the pressure on their 
economic lives. Scientific research units should increase their internal salary and 
welfare systems to meet the specific needs of early-career academic researchers. This 
includes offering reasonable salaries and providing various allowances and subsidies, 
such as housing, food and beverages, and medical care. These measures aim to address 
the concerns of early-career academic researchers. Furthermore, scientific research 
institutions at all levels should prioritize addressing the family life circumstances of 
early-career academic researchers, particularly women, to support them in achieving 
a healthy work-life balance alongside their teaching and research responsibilities.
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Furthermore, it is crucial to fully utilize primary health care services. First, there 
is a need to enhance the development and administration of psychological support 
services for early-career academic researchers. It is advisable to establish and enhance 
a mental health service system through grassroots organizations such as faculties 
and institutes. By leveraging trade unions, the Communist Youth League, women’s 
federations, and other organizations, they consistently offer mental health services 
to young academic researchers. Simultaneously, the utilization of increasing internet 
technologies allows for the enhancement of psychological services by integrating 
the promotion and provision of psychological help with digital mental health inter-
ventions. Ultimately, the mental health treatment system inside local government 
departments should be established and enhanced. Direct efforts toward enhancing 
the caliber of mental health treatment services provided in university hospitals while 
progressively establishing and enhancing the mental health service framework, 
including the consultation system, healthcare system, training system, and vacation 
system, are needed.

5.2.2 Social support

The respondents expressed that, in addition to receiving support from their 
organization, they believed that social support may assist them in managing anxiety 
and depression. They also reported that assistance from family, friends, and cowork-
ers was advantageous for alleviating stress. Psychological research has established a 
robust association between social support and depression and anxiety, indicating that 
social support acts as a safeguard for mental health. College students and those with 
advanced scientific and technological abilities who experience heightened psycholog-
ical pressure or mental illness should receive additional assistance and care to ensure 
that they sense the collective’s compassion [30].

6.  Conclusion

It is important to conduct a detailed and in-depth study on early-career academic 
researchers, as they face unique pressures and difficulties at different stages of their 
career development. Their physical and mental health, as well as the factors that 
influence them, vary significantly. The study revealed that the primary determinants 
of anxiety and depression among early academic researchers are institutional contex-
tual variables, academic activity factors, and personal trait factors. This group should 
be supplied with organizational assistance, which includes the implementation of a 
just and equitable appraisal and evaluation system, the creation of a systematic and 
rational training program, and the provision of a certain level of social support.

To address the anxiety and depression experienced by early academic researchers, 
providing guidance for multiple parties, empowering grassroots units, and offering 
organizational and social support is beneficial. First, we need to increase efforts 
to promote and raise awareness and promptly address mental health issues among 
scientific and technological workers to ensure timely treatment. Second, we should 
establish a primary mental health care service network for early-stage academic 
researchers by leveraging group organizations, departments, and grassroots units. 
This network should gradually develop and enhance a comprehensive mental health 
service system, which includes medical checkups, counseling, healthcare, training, 
and leave of absence.
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Chapter 2

Enhancing Fashion Graduate 
Employability through  
Non-Placement Work-Integrated 
Learning: Designing a Scaffolded, 
Integrated Curriculum Framework 
for Real-World Impact
Divya Singh and Heidi Svendsen

Abstract

Today’s world of work requires graduates with a robust blend of theoretical knowl-
edge, practical skills, and industry acumen, and the contemporary fashion industry 
is no exception. Fashion higher education institutions face the challenge of nurturing 
graduates capable of responding to these expectations. Answering this need will 
require an innovative curriculum that not only imparts disciplined learning and 
essential skills but also ensures meaningful employment outcomes. Successful career 
trajectories in fashion are contingent upon graduates’ ability to exhibit strong critical 
thinking, creative problem-solving, and resilience. This research presents a model for 
successfully cohering in work-integrated learning (WIL) and collaborative learning 
environments to enable these outcomes. It defines a framework to address the experi-
ence gap among fashion graduates and proposes the incorporation of an applied WIL 
approach, utilizing an interdisciplinary project methodology, fashion brand mentor-
ship, and reflective assessment. The proposed curriculum fosters industry-relevant 
skills, graduate employability for real-world impact, and career progression in the 
dynamic fashion industry. Foregrounding synergies between theory and practice, this 
study contributes to the ongoing dialog on curriculum innovation in fashion educa-
tion. It offers insights into how institutions can better prepare their graduates for the 
multifaceted challenges of the modern fashion landscape, bridging the gap between 
academic learning and industry requirements.

Keywords: graduate employability, integrated curriculum, work integrated learning, 
graduate attributes, non-placement WIL, fashion education, student success
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1.  Introduction

The fashion industry is undergoing significant transformations, necessitating a shift 
in the skillset required of its graduates. In a highly competitive marketplace, today’s fash-
ion professionals need more than discipline-specific knowledge and high-level technical 
skills; they must be adaptable, innovative, and equipped with a broad range of transfer-
able skills [1–3]. Agreeing, Ref. [4] points out that the most valuable employees in the 
organization are, in fact, those that have a mix of both hard and soft skill competencies.

The garment industry needs graduates who possess a wide range of knowledge and 
intelligence in predicting the progress of the fashion industry in the future [5]. Globally, 
the fashion industry has recognized the importance of enhancing academic programs 
and curricula to better prepare students for the changing face of the industry and career 
opportunities in the world of fashion. This has been highlighted as a top priority for the 
International Textile and Apparel Association (ITAA) meta-goals [6]. The identified 
challenge is confirmed in Ref. [7]; however, they stress a further specific challenge of 
“university graduates lacking skills development and future employability competency 
for changing industry demands” especially in the developing world and infer that:

It is primarily due to a lack of social justice, a digital divide, a non-uniform educa-
tion curriculum with varying levels of education quality, gender disparity, and a lack 
of government initiatives, among other factors. … As a result, many recent graduates 
find themselves out of work each year.

Describing the apparel sector in Bangladesh, it is recorded that notwithstanding a cur-
rent, thriving export market which accounts for more than 80% of the country’s national 
exports, a severe shortage of skilled human resources is one of the pivotal reasons that 
Bangladesh may not realize further growth in the sector [8]. Due to the skills deficit, 
fashion companies hire foreign workers because of their better skills and knowledge [9].

Soft skills have become a crucial requirement for employers in Bangladesh. College 
graduates in Bangladesh often lack the soft skills employers require because of the 
insufficient efforts of educational institutes. Consequently, the future of college 
graduates in Bangladesh may be in jeopardy unless measures are taken to enhance 
their soft skills [9].

A similar situation prevails in Ghana which has a thriving fashion industry [10]. 
As in Ref. [10], employers are looking for a unique skill set but graduates simply “do 
not have the necessary skills to make them employable.” Further on the issue, his con-
cern is that higher education institutions continue to “emphasize students’ conceptu-
alized knowledge rather than the relevant skills and competences” [10]. Ameliorating 
the situation and for the fashion industry to remain competitive in Ghana will require 
emphasis on developing a higher and broader skill set [10].

HE institutions have a crucial role to play in satisfying those needs. It is critical, 
consequently, for HE institutions to recognize and address essential requirements for 
the fashion industry and churn out graduates with the desired competencies to work in 
them. … [W]orkplace learning cannot be ignored in any HE discussion [10].

In South Africa, the overarching imperative to produce graduates ready for and 
attractive to the workplace is underscored by the specific national commitment to 
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reduce poverty and inequality by raising employment from 13 million in 2010 to 24 
million by 2030 [11]. This aspiration from the National Development Plan 2030 has 
been a strong motivator for higher education institutions to revisit graduateness and 
become more innovative and responsive in their approaches to curriculum design and 
content, with the purpose of ensuring that graduates are equipped with the necessary 
knowledge as well as industry-relevant skills, behaviors, attitudes, and attributes that 
enhance their potential for employment [12]. Promoting graduate employability in 
South Africa is a national commitment and reflects on more than individual career 
success—it is also about achieving national socio-economic growth and success, 
reducing poverty and inequality, and addressing a critical concern of youth jobless-
ness. In South Africa, the fashion industry makes up nearly 8% of the country’s Gross 
Domestic Product and provides almost 60,000 jobs [13]. Euromonitor International 
rates the country as the leading apparel and footwear industry in sub-Saharan Africa 
with a worth of over $11bn [14]. A workforce of skilled, job-ready graduates has the 
remarkable potential to contribute to a more competitive labor market, attracting 
both local and foreign investment while fostering innovation, entrepreneurship, and 
growth [12].

Against this background, there is no gainsaying the imperative for transformative 
pedagogies that respond to the needs of the industry. Higher education institutions 
have not been blind to the reality, and there is a concomitant acknowledgment that 
to remain relevant, institutions must develop a more constructive integration of 
real-world experiences into their teaching and learning paradigms that promotes 
employability [1, 15, 16]. Discussing employability as an outcome of higher educa-
tion, Ref. [17] shares the cogent reminder that employability is more than a mere set 
of skills: rather, employability should be seen as encompassing the conglomeration of 
attributes, capabilities, and behaviors which combine and must be in evidence when 
an individual enters the workplace and for future transfer within, the labor market; or 
stated otherwise:

Employability is a set of achievements – skills, understandings and personal attri-
butes that makes individuals more likely to gain employment and be more successful 
in their chosen occupation [18].

Work-integrated learning (WIL) is central to this mission, a crucial constituent 
of the higher education curriculum that bridges the gap between classroom learn-
ing and real-world experience [1]. As Ref. [19] describing the potential of WIL, five 
broader clusters of WIL are proposed namely, Foundational WIL, Co-curricular WIL, 
Applied WIL, Embedded WIL, and Professional WIL. However, for higher education 
institutions offering qualifications in fashion (FHEIs), the challenge lies in developing 
an integrated WIL framework that reflects the industry’s fast-paced, evolving, and 
diverse nature and effectively prepares graduates for their future roles and functions 
[20–22]. A promising solution emerges from the combination of aspects of Embedded 
WIL (EWIL) and Applied WIL (AWIL) incorporated with a non-placement (cam-
pus-based) WIL curriculum. This approach offers students the opportunity to apply 
theoretical concepts in practical, experiential contexts supported by industry mentor-
ship. Such a framework fosters a deep understanding of the fashion industry while 
simultaneously developing relevant twenty-first-century skills [23, 24]. The novel 
framework proposed by the researchers will be presented and discussed more fully 
under Section 3 below.
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2.  Literature review and discussion

It is impossible to assess the state of the fashion industry without thinking about 
how one becomes a good member of the fashion industry [25]. The consensus theory 
of employment and human development theory are both central when building the 
paradigm for graduateness and employability. Together they present a clear picture of 
the quality of graduates, and the skills and knowledge required for graduate employ-
ability and ensuing success in the workplace [26].

A comprehensive literature review reveals extensive research on WIL methods and 
their benefits for enhancing relevant learning experiences. As in Ref. [27]:

WIL is a]n umbrella term for a range of approaches and strategies that integrate 
theory with the practice of work within a purposefully designed curriculum.

As an educational approach, WIL bridges the gap between academic knowledge 
and practical workplace skills, providing students with opportunities to apply 
theoretical concepts in real-world settings [1]. While the advantages of WIL across 
various disciplines have been well-documented, there is a notable research lacuna in 
how WIL may be successfully incorporated within fashion education. The fashion 
sector’s rapidly evolving nature, coupled with its blend of creative and business 
elements, presents distinct challenges in implementing effective WIL strategies and 
there is an important need for research that addresses how WIL can be optimally 
integrated into fashion curricula to prepare graduates for the industry’s multifaceted 
demands [1, 3, 6, 21].

2.1  Fashion graduates: Graduate attributes for employability

Authentic graduate attributes will prepare students for the professional world and 
equip them with the much-needed skills, knowledge, and mindset required to thrive 
in a dynamic and competitive industry [3]. Businesses are acknowledging this fact 
and employers are increasingly prioritizing those skills that people need to succeed 
in their personal, social, and professional lives over pure academic competence [28]. 
Such skills include interpersonal skills such as communication and collaboration; 
and personal traits such as adaptability and creativity [8]. As highlighted in Ref. [29], 
communication, problem-solving, creativity, teamwork, leadership, professionalism, 
and adaptability skills as those that will give graduates an edge when seeking employ-
ment. The emerging consensus appears to be that these attributes enhance graduates’ 
employability while also ensuring their readiness to make significant contributions 
across various fashion roles [30].

Research on hiring practices in the fashion industry identified specific skills 
valued by employers [30]. Communication skills were the unequivocal front-runner 
sought after by 73% of the respondents, with team collaboration (29%) and adapt-
ability (28%) following. Other highlighted skills included problem-solving (17%), 
leadership (14%), and critical thinking (4%). Effectively cultivating these attributes 
requires implementing an integrated teaching and learning solution. This approach 
will authentically develop the skills necessary for graduates to make a meaningful 
impact in the industry, support the fashion economy, drive business growth, and 
secure the future of fashion in South Africa [1].

The following discussion interrogates each of the key employability competencies 
identified - communication, teamwork and collaboration, resilience and adaptability, 
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judgment and reflection, leadership, and critical thinking - against the backdrop of a 
fashion curriculum in higher education.

2.1.1  Communication

Communication is a fundamental skill that plays a pivotal role in personal and 
professional success [31]. Effective communication is intrinsic to relationship-
building, conflict resolution, empathy, and leadership; it supports the development 
of interpersonal connections and makes possible constructive interaction between 
members of the working team. Poor communication, on the other hand, makes it dif-
ficult for employees to work cooperatively, often creating a disconnect between what 
is required and what is done [30, 31].

With specific reference to the fashion industry, where a designer’s vision must 
be translated into marketing materials, production specifications, and retail strate-
gies, the ability to communicate effectively and across disciplines is paramount. 
Fashion education must inculcate the understanding of the industry argot (“common 
language”) that bridges different areas of expertise [30]. This may take the form of 
exercises in the curriculum requiring students to explain complex concepts from 
their respective specializations to peers from other disciplines. For instance, a textile 
student may be asked to convey the properties and benefits of new sustainable fabric 
to design and marketing students in a way that is both technically accurate and 
understandable. Such practice improves communication skills while simultaneously 
deepening students’ understanding of their own area of specialization.

Additionally, the fashion industry is increasingly driven by both creative vision 
and commercial realities, and in this working environment the ability to build con-
sensus and negotiate effectively is crucial [31]. In preparation, the learning journey 
may involve simulations of common industry scenarios, negotiating with suppliers, 
reaching agreement on design directions within a team, or finding compromises 
between creative ambitions and budget constraints. By engaging in these exercises, 
students learn to articulate their positions clearly, listen actively to others’ perspec-
tives, find common ground, and develop solutions that balance diverse needs and 
priorities. Fashion education must provide multiple opportunities for students to 
develop and practice these skills in contexts relevant to their future careers in a scaf-
folded and integrated manner that mimics the workplace.

Closely linked to positive communication skills are the skills of emotional intelli-
gence and empathy. While often overlooked in the so-called hard curriculum, emo-
tional intelligence and empathy are critical in an industry built on understanding and 
predicting human desires and behaviors [31]. Incorporating elements that develop 
these softer skills will include training in active listening, workshops on understand-
ing and managing emotions in high-stress situations (like Fashion Week and Fashion 
Show preparations), or exercises in perspective. For example, students may be asked 
to design for demographics different from their own, requiring them to understand 
the needs and preferences of diverse consumer groups.

2.1.2  Teamwork and collaboration

The fashion industry is innately a highly collaborative field that relies heavily 
on effective interpersonal relationships [3]. From design teams working together to 
create cohesive collections, to partnerships between brands and manufacturers, to 
the intricate relationships between stylists, models, and photographers on a shoot, 
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success in fashion often hinges on the ability to work well with others. Acknowledging 
this reality, the transformative fashion curriculum will actively foster the develop-
ment of robust interpersonal relationship tools that harness the skills of working as a 
team. Building these interpersonal skills in fashion education will focus on several key 
areas. For example, in the fashion industry, diverse expertise is often required to solve 
complex challenges. By emphasizing shared problem-solving in educational settings, 
students are prepared for the collaborative nature of the industry. Institutions should 
also create integrated cross-functional scenarios where students from different spe-
cializations—such as design, marketing, and production—can work together to find 
holistic solutions, such as a case study with a project that tasks students with creating 
a sustainable fashion line. This will require designers to work with textile specialists 
to source eco-friendly materials, collaborate with marketers to develop a compelling 
brand story, and partner with supply chain experts to ensure ethical production. 
Through such exercises, students learn to integrate different perspectives, negotiate 
priorities, address challenges, and leverage diverse skill sets to achieve the shared goal.

The fast-paced nature of the fashion industry also demands efficient task division 
and project management. Thus, as students are introduced to the skills of collabora-
tive engagement through projects mimicking real-world scenarios, they may also 
be required to demonstrate allied capabilities such as delegating responsibilities, 
coordinating efforts, and effectively managing timelines. For example, students 
might be tasked with organizing a fashion show, from concept development to final 
execution. This would require managing task divisions such as design, model cast-
ing, venue selection, marketing, and logistics among team members. Through such 
projects, students learn to assess individual strengths, allocate resources effectively, 
and coordinate diverse elements to achieve a cohesive result—all critical skills in the 
professional world of fashion.

Inculcating the ability of fashion students to work in a team has the added industry 
advantage of generating an understanding and appreciation for diverse approaches. 
As previously emphasized, the fashion industry is epitomized by artistic vision meet-
ing business practicality, where traditional craftsmanship intersects with cutting-
edge technology. Thus, having design students spend time in a production facility 
can help them appreciate the technical constraints within which pattern makers and 
seamstresses work. Similarly, allowing marketing students to participate in the design 
process can give them a deeper understanding of the creative considerations that 
inform a collection. By understanding and appreciating the complexities of each role, 
students develop respect for their future colleagues, laying the groundwork for more 
harmonious and productive professional relationships.

Cultivating mutual respect for different disciplinary approaches is crucial in this 
multifaceted industry and by exposing students to the intricacies and challenges 
of various fashion-related roles at the start of the learning journey, the educational 
program fosters these values.

2.1.3  Resilience and adaptability

In the constantly evolving world of fashion, adaptability emerges as a critical 
skill for success [3]. The industry is characterized by rapid change, where trends 
can emerge and dissipate overnight, consumer preferences shift with increasing 
velocity, and technological advancements continually disrupt traditional business 
models [32]. In this context, the ability to adapt is not just an asset—it is a neces-
sity for survival and growth in the fashion world [3, 6]. Adaptability in the fashion 
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industry encompasses a wide range of capabilities, but at its core is the need to be 
responsive to change while maintaining vision and purpose [3, 30, 32]. For instance, 
a successful fashion stylist must possess the agility to swiftly respond and adapt to 
new trends, navigate the constantly changing preferences of celebrities, and handle 
unexpected challenges that arise on set. This requires not only a keen eye for style but 
also the flexibility to adjust creative visions in real-time, and often under consider-
able pressure [3]. Similarly, fashion designers must be adaptable in their approach 
to creativity. While maintaining a unique artistic voice, they must also be attuned 
to shifting market demands, emerging sustainable practices, and new production 
technologies [3, 32]. The ability to pivot designs or entire collections in response to 
sudden changes in fabric availability, consumer sentiment, or global events can mean 
the difference between a successful season and a missed opportunity. In the retail 
sector, adaptability takes on yet another dimension. Fashion buyers and merchandis-
ers must constantly adjust their strategies in response to sales data, emerging trends, 
and economic fluctuations [3, 32]. The rise of fast fashion and the increasing demand 
for sustainable options require these professionals to be nimbler than ever, making 
quick decisions that balance consumer desires with ethical considerations and profit 
margins [30, 32]. Cultivating key skills of adaptability, flexibility, and resilience in the 
face of continuing industry pressures requires a set of complex interpersonal and cog-
nitive tools which, being essential to the employability skills set of a fashion graduate, 
must be introduced in the undergraduate learning curriculum [1, 3, 30].

Problem-solving stands at the vanguard of this adaptability framework. By 
developing a strong foundation in problem-solving skills, students are equipped to 
tackle new challenges and find innovative solutions in different contexts [1, 3, 6]. This 
involves learning established problem-solving methodologies while fostering a mind-
set that views challenges as opportunities for innovation. Critical thinking is another 
essential component of adaptability. The ability to analyze information from various 
sources, evaluate relevance and reliability, and synthesize information into action-
able insights is crucial in a fast-paced industry [30–33]. Fashion students should be 
trained to question assumptions, consider multiple perspectives, and make informed 
decisions based on rigorous analysis rather than gut feeling alone. Third, exposure to 
multiple perspectives is vital in developing adaptability. As stated in Ref. [25]:

The increasing complexity the future designer will encounter when developing cre-
ative proposals will require greater breadth - and depth – of knowledge. The ability 
to engage with multiple disciplines, and in design teams containing participants with 
highly diverse expertise, will provide fashion designers with a broader spectrum for 
creative opportunities.

Fashion education programs should strive to create interdisciplinary learning 
experiences that force students to consider viewpoints from fields such as busi-
ness, technology, sustainability, and cultural studies. This broad exposure enhances 
students’ ability to adapt to new situations by providing them with a diverse toolkit of 
ideas and approaches. Fourth, flexibility, both cognitive and practical, is a key attri-
bute of adaptability. Fashion education should challenge students to shift between 
different subjects and adjust to new learning styles. This may involve rapid proto-
typing exercises, cross-disciplinary projects, or even studying in different cultural 
contexts through exchange programs.

The rapid adoption of technology infusing all aspects of the fashion indus-
try (including the reinvention of fashion careers) necessitates a focus on digital 
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adaptability. As the industry embraces the technology tsunami, fashion education 
programs must ensure that graduates are prepared for emerging technologies such as 
3D modeling, virtual and augmented reality, and artificial intelligence. Students must 
be able to use current tools and platforms and have the wherewithal to adapt their 
knowledge and understanding to the new tech.

A further element of adaptability in the fashion industry responds to sustain-
ability and ethical considerations. As the industry grapples with its environmental 
and social impact, fashion professionals must be able to acclimate their practices to 
meet evolving standards of sustainability and ethical production [33]. This requires 
knowledge of sustainable materials and processes and the ability to innovate and find 
new solutions to long-standing industry challenges [33]. Future-proofing graduates 
for the new fashion industry will require them to be equipped with the skills to blend 
creative vision with business acumen, technological savvy with sustainable practices, 
and global awareness with local sensibilities. By placing adaptability at the core of 
fashion education, we can ensure that the next generation of fashion professionals is 
prepared to respond to change, drive it, and create a more innovative, sustainable, 
and responsive fashion industry for the future.

2.1.4  Judgment and reflection

Judgment is the ability to make sound decisions based on availability [34]. In 
fashion, it is about selecting the right materials, choosing the perfect color combina-
tions, and understanding what will resonate with a target audience. It is essential to 
subject all promising ideas to rigorous critical analysis [35]. The fundamental dif-
ference between a good idea and a successful creative project lies in the capability to 
evaluate an idea and then implement it. Fashion buyers, for example, must exercise 
exceptional judgment when selecting merchandise to meet the needs of their custom-
ers while maximizing profit. Similarly, a window display designer must be able to 
judge the effectiveness of the concept to promote and communicate the merchandise 
store to the target market. In the dynamic and often unpredictable world of fashion, 
the ability to exercise sound judgment and engage in meaningful reflection stands as 
a cornerstone to professional success. Judgment, in this context, extends far beyond 
mere decision-making; it encompasses the nuanced ability to evaluate complex situ-
ations, weigh multiple factors, and arrive at decisions that are creative, commercially 
viable and ethically sound.

At its core, judgment in fashion is about synthesizing an array of information and 
making choices that resonate with both artistic vision and market demands. This 
multifaceted skill comes into play across various aspects of the industry. For instance, 
in material selection, a designer must judge not only the esthetic qualities of a fabric 
but also its durability, sustainability, and suitability for the intended design. Color 
combination choices require a deep understanding of color theory, current trends, 
and the psychological impact of colors on consumers. Judgment in fashion involves 
an intuitive yet informed knowledge of what will resonate with the target audience, a 
skill that blends market research with creative instinct. The importance of judgment 
becomes even more apparent when considering the role of fashion buyers. These 
professionals must navigate a complex landscape of trends, consumer preferences, 
and economic factors to select merchandise that will appeal to customers and maxi-
mize profit margins. Their decisions can make or break a retail season, highlighting 
the critical nature of well-honed judgment skills in the fashion industry. Similarly, 
visual merchandisers and window display designers must exercise acute judgment in 
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creating displays that effectively communicate a brand’s identity and promote mer-
chandise to the target market [27]. Their work requires a delicate balance of artistic 
expression and commercial strategy, exemplifying how judgment in fashion often 
straddles the line between creativity and business acumen.

Judgment in fashion is, however, not a static skill. It is continuously refined 
through the process of reflection, and it is the skill of astute reflection that bridges 
learning and experience, allowing fashion professionals to critically analyze their 
decisions, understand their outcomes, and evolve their approach. This iterative 
process of judgment and reflection is what transforms good ideas into successful 
creative projects [36]. The ability to step back, evaluate an idea objectively, and then 
implement it with insights gained from past experiences is what distinguishes the 
truly successful fashion professional.

Fostering judgment and reflection skills in the educational context requires a mul-
tifaceted approach. Case studies of successful and failed fashion ventures can provide 
students with opportunities to exercise judgment in low-stakes environments, while 
role-playing exercises, where students take on the roles of buyers, designers, or market-
ers, can help them understand the complex factors that influence decision-making in 
various fashion industry roles. Developing judgment and reflection skills in fashion 
education should also acknowledge the industry’s increasing focus on sustainability 
and ethical practice and students must be trained to judge the esthetic and commercial 
aspects of their work and its environmental and social impacts [35]. This expanded scope 
of judgment requires a deep understanding of sustainable materials, ethical production 
processes, and the long-term consequences of fashion choices on global ecosystems and 
communities. Furthermore, as technology becomes increasingly integrated in the fashion 
industry, judgment in fashion must also encompass the ability to evaluate and integrate 
new technologies into design and business practices. From 3D printing to virtual fitting 
rooms, the fashion landscape is continuously evolving, and sound judgment is crucial in 
determining which innovations to adopt and how to implement them effectively.

As the fashion industry becomes more globalized and interconnected, sound judg-
ment capabilities are crucial to avoid cultural insensitivity. As pointed out in Ref. [37]:

The new world includes diverse work groups who can the ability to interact glob-
ally with different cultures. The ability to use interpersonal communication skills is 
critical for employees to work with and understand team members. The workforce 
mixture is changing. There is a combination of individuals from multiple age groups 
including individuals nearing retirement. Included in the mix are people of different 
ethnicities and genders. Generational changes have resulted in the increased demand 
for employees with soft skills.

Fashion professionals must be able to make decisions that respect and celebrate 
cultural diversity while avoiding appropriation or thoughtlessness. Summarizing 
the current climate, the ability to work effectively with people from diverse cultural 
backgrounds is described as invaluable [35]. This requires a nuanced understanding 
of global markets, cultural norms, and the social implications of fashion choices; and 
good fashion programs will promote cultural sensitivity and global awareness as key 
components of interpersonal skills. This may be achieved through international and 
cross-cultural project collaborations, or modules focused on global fashion markets 
and practices. By developing these skills, students are better prepared to navigate 
the complexities of global supply chains, international brand expansions, and cross-
cultural design collaborations.
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2.1.5  Critical thinking

Critical thinking is proven to facilitate effective decision-making by enabling 
critical evaluation of available evidence, seeking consistency, and testing assump-
tions in problem assessment [38]. Critical thinking stands as a cornerstone of 
success for fashion graduates, playing a pivotal role in their ability to navigate the 
complex and ever-evolving landscape of the industry. As highlighted by recent 
studies, this essential cognitive skill empowers students to analyze trends, inter-
pret consumer behavior, and make informed design decisions that resonate with 
their target audience and stand out in a competitive market [1, 3, 6]. The multifac-
eted nature of the fashion industry demands a robust critical thinking framework 
as fashion designers must engage in a complex evaluation and decision-making 
process when, for example, creating a collection. This process begins with a critical 
analysis of fabrics, where designers must consider esthetic qualities, functionality, 
sustainability, and economic viability [39]. The selection of silhouettes requires a 
deep understanding of current trends, cultural contexts, and the target market’s 
preferences and color palette decisions involve a nuanced appreciation of color 
theory, psychological impacts, and market trends [39]. These elements must be 
woven together to create a coherent, impactful esthetic that speaks to the designer’s 
vision while meeting consumer needs.

Beyond the immediate realm of design, critical thinking in fashion extends to 
understanding the broader implications of fashion choices. This includes evaluating 
the economic impact of design decisions, from production costs to pricing strategies 
and market positioning. Social implications must also be considered, including cul-
tural appropriation, body image issues, and representation in fashion. Environmental 
considerations have become increasingly crucial, requiring designers to think criti-
cally about sustainable materials, production methods, and the lifecycle of their 
creations. This holistic approach to fashion, rooted in critical thinking, enables 
graduates to create socially responsible and economically viable fashion lines [39]. To 
foster these critical thinking skills, fashion education programs should expand their 
learning outcomes and include learning that encourages questioning assumptions 
and underlying assumptions. By engaging students in industry projects and using 
real-world problem-solving, educators can simulate the complex challenges faced 
in the industry. The learning project should be designed to train students to identify 
problems, consider multiple solutions, and make decisions based on critical analysis 
of available information. This simulated practical approach to learning hones critical 
thinking skills while preparing students for the realities of the fashion industry.

Analysis and reflection serve as the backbone of critical thinking in fashion educa-
tion. Many industry-related tasks involve analyzing data to make informed decisions, 
from interpreting sales figures to predicting future trends, making data analysis 
techniques an important contribution to a transformed curriculum. Moreover, 
encouraging reflection on design processes, buying decisions, and styling outcomes 
helps students develop a more nuanced understanding of their work and its impact. 
The development of these critical thinking skills should be integrated throughout 
the fashion education curriculum rather than being taught in a single module—from 
foundational modules in design principles to advanced classes in fashion business 
strategy, critical thinking should be a critical cross-field outcome integrated through-
out the learning journey achieved through various pedagogical approaches, such as 
case studies, design critiques, and collaborative projects that mirror industry practices 
and are scaffolded across the curriculum.
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2.1.6  Graduate employability

In the fashion industry, the importance of cross-functional skills cannot be 
overstated. These skills, which transcend traditional boundaries between disciplines, 
have become increasingly crucial for success in the dynamic and multifaceted world 
of fashion [30]. Cross-functional skills enable graduates to adapt to rapidly chang-
ing industry demands, collaborate effectively across various departments, and bring 
innovative perspectives to their work. As the fashion industry continues to evolve, 
integrating technology, sustainability, and global perspectives, professionals who can 
navigate multiple domains are increasingly valued.

At the heart of cross-functional skills in fashion lies effective communication 
and interpersonal skills [30]. In an industry that thrives on collaboration, the ability 
to articulate ideas clearly, negotiate effectively, and present concepts persuasively 
is a significant asset. Fashion professionals must be able to communicate with their 
immediate team as well as with stakeholders from diverse backgrounds – from design-
ers and manufacturers to marketers and retailers [30]. This requires not just verbal 
and written communication skills but also the ability to adapt communication styles 
to different audiences and cultural contexts. For instance, a fashion designer must be 
able to convey their creative vision to pattern makers and manufacturers, translate 
it into marketable concepts for the sales team, and present it compellingly to buyers 
and the media. Problem-solving and creativity form another crucial set of cross-
functional skills in fashion. The industry is endemic with challenges that require 
innovative thinking and adaptability—from addressing sustainability issues to meet-
ing ever-changing consumer demands. Fashion professionals need to be able to think 
laterally, approaching problems from multiple angles and drawing inspiration from 
diverse sources. This might involve a marketing professional finding creative ways to 
promote sustainable fashion, or a supply chain manager devising innovative solutions 
to reduce waste in the production process. The ability to blend creative thinking with 
analytical problem-solving is a powerful combination in the fashion world.

In today’s fashion landscape, sustainability imperatives have become another 
essential cross-functional skill. Understanding the environmental and social impacts 
of fashion is no longer the sole purview of specialized sustainability departments—it 
is a crucial competency for professionals across all areas of the industry. From design-
ers considering the lifecycle of their creations to retail managers implementing circular 
fashion initiatives, a comprehensive understanding of sustainability principles is vital. 
This includes knowledge of sustainable materials, ethical production practices, and the 
ability to balance environmental considerations with commercial viability [33].

As digital technologies continue transforming the fashion industry—from 3D 
design software to AI-driven trend forecasting and virtual try-on experiences—pro-
fessionals need to be comfortable working at the intersection of fashion and technol-
ogy. This does not mean that every fashion graduate should be a programming expert, 
but graduates should have, at least, a reasonable working understanding of how 
various technologies impact different aspects of the industry. Moreover, in keeping 
with the commitment to sustainability, ethical technology adoption and deployment 
will always be an important responsibility of every user, irrespective of the industry. 
Global awareness and cultural sensitivity are also crucial cross-functional skills in 
today’s interconnected fashion world. Fashion professionals often work with global 
supply chains, diverse consumer markets, and multicultural teams. The ability to 
navigate different cultural contexts, understand global market trends, and adapt 
strategies for different regions is priceless [30, 40]. This might involve understanding 
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how color symbolism varies across cultures for a global marketing campaign, or how 
to adapt designs for different body types and cultural preferences in various markets.

As the intersection of design and business becomes increasingly apparent, finan-
cial literacy is another important cross-functional skill that is often overlooked in 
the hard curricula of fashion education [5]. Again, while not every fashion profes-
sional needs to be a financial expert, a basic understanding of business principles, 
budgeting, and financial planning can be advantageous. This could involve a designer 
understanding the cost implications of their material choices, a buyer making data-
driven purchasing decisions, or a brand manager analyzing the financial viability of 
a new product line. Finally, leadership and project management skills are important 
cross-functional abilities in the fashion industry. As professionals advance in their 
careers, they often take on roles that involve leading teams, overseeing projects, and 
making strategic decisions. Being able to lead diverse teams, manage timelines and 
resources efficiently, and steer projects from start to finish is valuable in all aspects of 
the fashion industry [30].

To develop these cross-functional skills effectively, fashion education programs 
must move beyond traditional siloed approaches [1, 3, 30]. Real-world projects 
that involve multiple aspects of the fashion industry—such as design, marketing, 
and technology—can provide students with valuable hands-on experience in cross-
functional collaboration. For example, a project might task students with creating a 
sustainable fashion line, requiring them to consider design esthetics, material sourc-
ing, production methods, marketing strategies, retail distribution—all while adhering 
to sustainability principles. Such projects, while developed for specific skills, also help 
students to understand the interconnectedness of various fashion industry roles.

Successfully developing the integrated framework for the identified critical 
cross-functional graduate attributes and employability skills for the fashion industry 
is not an academic exercise. Its relevance and responsiveness to industry is intrinsi-
cally predicated on real world experiences, case studies, and workplace simulations 
provided by industry partners. Engagement with real-world challenges is crucial in 
preparing students for the dynamic nature of the fashion industry.

Complementing the integration of employability skills into the curriculum, 
further exposure to industry professionals is vital in developing a real understand-
ing and application of the various, often complex, required skills and attributes. By 
collaborating with industry professionals, students gain insight into different work 
styles, communication approaches, and professional expectations. This collaboration 
can take many forms, for example, guest lectures, internships, or industry-sponsored 
projects. Each interaction provides students with the opportunity to observe and 
practice professional communication, adapt to different leadership styles, and under-
stand the nuances of industry etiquette. These experiences help students develop 
the flexibility and adaptability crucial for success in the diverse work environments 
which they will encounter in their world of work. Mentorship programs that pair 
students with professionals from diverse backgrounds can also play an important role 
in developing cross-functional skills. By learning from mentors who have navigated 
different aspects of the fashion industry, students gain insights into the importance 
of versatility and adaptability through hands-on learning. These mentorship relation-
ships can expose students to different perspectives, working styles, and problem-
solving approaches, broadening their understanding of the industry and helping 
them develop a more holistic skill set.

In addition to all the above—knowledge, skills, and attitude—work ethic is the 
fourth essential pillar of graduate employability. A strong work ethic is rooted in 
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professional values. In the fashion industry, a strong work ethic has become not just 
an admirable trait but a fundamental necessity for success. The industry’s inherent 
need to adapt to constant disruptions, from rapidly changing consumer preferences 
to technological advancements and sustainability challenges, demands professionals 
who possess an unwavering commitment to their craft and an ability to persevere 
through challenges. As highlighted in Ref. [30], work ethic in the context of fashion 
encompasses a constellation of values and behaviors, including diligence, hard work, 
dedication, perseverance, commitment, and a strong sense of responsibility. In the 
fashion industry, work ethic transcends the traditional notion of simply putting in 
long hours and includes producing meaningful, creative, and impactful work that 
contributes to the broader goals of a brand or organization.

Individuals in fashion with a strong work ethic demonstrate several key char-
acteristics that set them apart in this competitive field. They excel in prioritization 
and time management, both of which are crucial skills in an industry where trends 
can change overnight, and production deadlines are often tight. These professionals 
can balance the creative process of design with the practical aspects of production 
schedules, often managing multiple projects at different stages of development. 
Consistency in delivering high-quality results is another hallmark of a strong work 
ethic in fashion. Whether it is a couture gown or a fast-fashion line, maintaining high 
standards even under pressure is paramount, requiring meticulous attention to detail 
and a steadfast commitment to excellence. Encouraging self-reflection and continu-
ous improvement is crucial in developing a strong work ethic. Regular self-assessment 
exercises, constructive feedback, and the creation of portfolios that document not 
just the final products but also the process and learning journey can foster the much-
respected mindset of continuous growth and improvement.

2.2  Achieving graduate employability through interdisciplinary WIL pedagogy

2.2.1  Interdisciplinary pedagogy

Interdisciplinary pedagogy represents a transformative approach to education that 
is of specific relevance for exit-level fashion business students preparing to embark 
on their professional journeys [41–44]. Although, as presented earlier, in the rapidly 
evolving world of fashion, there is a sound case to be made for interdisciplinary 
pedagogy to be integrated from the inception of the learning journey with scaffolded 
activities over the learning pathway for deeper engagement. This pedagogy creates an 
immersive, real-world learning experience by integrating knowledge and methodolo-
gies from multiple disciplines, enhancing student learning outcomes and career readi-
ness [41–44]. The advantages of interdisciplinary pedagogy in WIL environments are 
rooted in the idea that complex real-world problems rarely conform to the boundaries 
of a single academic discipline. Linking interdisciplinarity and WIL in the curriculum 
creates the opportunity for students to experience and explore the workplace, and 
scaffold their knowledge and skills through engagement, real-world practices, and 
reflection. Research confirms the benefits of interdisciplinary pedagogy, expanded 
work-integrated learning (EWIL), and constructivist approaches to community-
enriched learning, yet many higher education institutions continue to operate 
within traditional disciplinary silos, reflecting existing institutional departmental 
and faculty structures. However, on the positive side, there is an emerging cadre 
of scholars whose voices are gaining credibility who promote the need for a more 
integrated approach to curriculum development that will equip graduates with the 
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relevant attributes and skills necessary for both initial and long-term career success in 
an increasingly complex and interconnected world [10, 42–44].

The fashion industry with its inter- and multidisciplinary connections stands 
to benefit greatly from graduates exposed to interdisciplinary pedagogy. Graduates 
emerge with a holistic understanding of the fashion ecosystem, encompassing areas 
such as supply chain management, consumer behavior, sustainable practices, and 
emerging technologies. This broad perspective enables them to identify opportuni-
ties, drive innovation, and effectively address complex problems that span multiple 
domains within the fashion business landscape.

2.2.2  Non-placement WIL

WIL is, without doubt, fundamental in the design of any curriculum that has gradu-
ate employability as a key critical outcome as it creates the learning bridge between the 
classroom and real-world experience. The challenge of WIL for many higher education 
institutions is implementing the traditional (placement) WIL model which requires that 
industries be identified, and students placed and assessed in situ for workplace learning 
engagement. Access to workplace placements became an equity concern especially when 
it became evident that equity-deserving students were most adversely impacted [45]. 
However, a growing understanding of non-placement/on-campus WIL has recalibrated 
WIL implementation and contributed to mitigating this challenge as institutions now 
incorporate industry relevance into the curriculum through authentic industry-based 
activities such as studios and laboratories, projects, and other similar industry-simulated 
experiences (so-called workplace-based learning). Non-placement WIL offers a variety 
of engaging options that can be implemented within the academic setting, driven by the 
creativity and expertise of lecturers [1, 22, 46].

While placement WIL undoubtedly offers unique benefits, such as direct exposure 
to professional work environments and the opportunity to build better industry 
networks, it also presents significant challenges [1, 22, 46]. This is particularly true in 
specialized fields like fashion, where entry-level positions often demand a high degree 
of skill and industry-specific knowledge. The fashion industry’s fast-paced nature 
and the need for immediate productivity in many roles can make it challenging for 
students to fully integrate into short-term placements and derive maximum benefit 
from the experience [1, 22, 46]. Non-placement WIL addresses these challenges by 
creating a more controlled and supportive learning environment [1]. It allows educa-
tors to curate industry experiences that align closely with the curriculum, ensuring 
that students engage with relevant, industry-specific projects that build upon their 
theoretical knowledge. Non-placement WIL also offers greater flexibility in terms of 
project scope and duration. Educators can design experiences that range from short-
term simulations to long-term collaborative projects with industry partners, all within 
the campus setting [1, 22, 46]. This flexibility allows for a more tailored approach to 
skills development, ensuring that students can progressively build their capabilities 
in a structured manner. Non-placement WIL represents an innovative approach to 
bridging the gap between academic theory and practical application while main-
taining the structured environment of on-campus education. By adopting these 
non-placement WIL strategies, fashion education programs can offer students the 
opportunity to apply theoretical knowledge in practical settings and understand the 
relevance of academic concepts to the workplace [1, 22, 46]. This approach maintains 
the integrity of the academic program while still providing students with valuable 
industry insights and skills development opportunities.
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Of the five broad clusters of WIL identified in Ref. [37], EWIL, and applied work-
integrated learning (AWIL) are identified as having the best potential for fashion 
graduates.

3.  Embedded work integrated learning (EWIL)

EWIL represents an innovative and dynamic approach to integrating practical, 
industry-relevant experiences into the academic curriculum [37]. This model of WIL 
is characterized by its consistent and incremental nature, incorporating short, regular 
work-based activities throughout a student’s academic journey. EWIL stands out as 
a particularly effective framework for developing transferable knowledge and skills, 
ultimately fostering the graduate attributes necessary for success in the fast-paced 
and ever-evolving fashion industry. The EWIL approach offers a unique advantage in 
its ability to seamlessly blend theoretical knowledge with practical application [37]. 
By interweaving work-based activities directly into the curriculum, EWIL ensures 
that these experiences contribute meaningfully to course learning outcomes. This 
integration allows students to continuously apply their academic learning in practical 
contexts, reinforcing theoretical concepts and developing a more nuanced under-
standing of their field [42, 43].

One of EWIL’s key assets is its potential to strengthen essential connections 
between various disciplines and skill sets crucial to the fashion industry. Students 
develop a more holistic and industry-aligned skill set by combining design thinking, 
communication, and work ethics within the EWIL framework [37, 42, 43]. This inter-
disciplinary approach prepares graduates who are knowledgeable not only in their 
specific area of study but are also versatile and adaptable to the multifaceted nature of 
the fashion business [42, 43]. EWIL thus offers a robust solution for fashion educa-
tion programs seeking to enhance the employability and industry readiness of their 
graduates [37]. By consistently exposing students to industry-relevant experiences 
throughout their academic journey, EWIL prepares them to navigate the complexities 
of the fashion industry with confidence and competence.

3.1  Applied work integrated learning (AWIL)

AWIL represents a sophisticated evolution in the landscape of experiential 
education, offering a more intensive and purposeful integration of academic theory 
with practical application. This approach transcends the traditional boundaries 
of internships or cooperative education programs by demanding a higher level of 
engagement and problem-solving from students within authentic work environments 
[37]. At its core, AWIL is characterized by its emphasis on active problem-solving 
and project-based learning [44]. Students are not merely observers or assistants in a 
work setting or required to deal with workplace-based projects; but are tasked with 
addressing real, complex challenges facing organizations. This approach requires 
students to draw upon their academic knowledge, critical thinking skills, and creativ-
ity to develop solutions that have tangible impacts on the host organization. By doing 
so, AWIL creates a symbiotic relationship between academic learning objectives and 
organizational goals, ensuring that the experience is mutually beneficial for students, 
educational institutions, and industry partners [37].

The project-oriented nature of AWIL is a key distinguishing feature. Students 
engage in structured projects that are carefully designed to align with both their 
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academic curriculum and the strategic needs of the host organization. Unlike 
academic-based projects, where the solutions are known in advance, these projects are 
often of a longer duration, allowing for deep engagement with complex issues and the 
development of comprehensive solutions. This extended involvement enables students 
to witness the full lifecycle of their projects, from initial conceptualization through to 
implementation and evaluation, providing invaluable insights into professional project 
management and organizational dynamics [37]. AWIL’s outcome-focused orientation 
sets it apart from more passive forms of WIL. There is a clear emphasis on producing 
tangible results that can be measured and evaluated. This focus not only motivates 
students to perform at their highest level but also provides them with concrete achieve-
ments to showcase to future employers [37]. The emphasis on measurable outcomes 
also allows for more effective assessment of student learning and skills development. 
As in Ref. [47], students are more motivated to work when the challenges are real. 
Continuing, reference [47] states “[Students] feel recognized and experience the 
real pressure of workplace and try their best to achieve the expectations of industrial 
experts because their solutions might be implemented by the industry.”

Mentorship plays a crucial role in the AWIL model [37]. Experienced professionals 
guide students, providing industry insights, technical expertise, and career advice. 
This mentorship extends beyond task-specific guidance, often encompassing broader 
professional development aspects such as workplace etiquette, industry trends, and 
career path opportunities. The mentorship component of AWIL helps bridge the gap 
between academic theory and industry practice, providing students with a nuanced 
understanding of their chosen field. Non-placement WIL also advances opportunities 
for students to be mentored by industrial experts from different countries, which is 
very unlikely in work-based WIL [48].

One of the most transformative aspects of AWIL is its strong emphasis on student 
reflection [37]. Regular reflective practices are integrated into the learning process, 
encouraging students to analyze their experiences, challenges, and achievements 
critically. This reflective component deepens the learning experience, helping 
students to internalize lessons learned, identify areas for personal and professional 
growth, and make meaningful connections between their academic studies and real-
world applications [37].

3.2  Integrated work-integrated learning

An IWIL model for fashion education represents a transformative approach to 
preparing students for the dynamic and demanding fashion industry. This proposed 
pedagogical model seamlessly blends academic study with practical, work-based 
experiences, addressing the unique challenges and opportunities present in the 
fashion sector. In the rapidly evolving world of fashion, IWIL offers a comprehensive 
solution to the persistent challenge of bridging the gap between theoretical knowl-
edge and practical application. By embedding work-based learning experiences 
directly into the curriculum, fashion students gain exposure to real-world scenarios, 
industry practices, and emerging trends. This integration allows students to contex-
tualize their academic learning, enhancing their problem-solving abilities, decision-
making skills, and professional communication in ways that traditional classroom 
learning alone cannot achieve. The alignment of academic programs with industry 
needs through IWIL ensures that graduates are equipped with skills that are directly 
relevant and valuable to the South African fashion market, ensuring the increased 
employability of fashion graduates.
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The fashion industry, characterized by its fast-paced nature and constant innovation, 
demands graduates who are not only well-versed in theoretical concepts but also adept at 
applying this knowledge in practical settings. As with EWIL, IWIL addresses this need 
by providing students with opportunities to engage with workplace-based projects and 
interact with fashion professionals, albeit limitedly. These experiences foster the devel-
opment of critical thinking skills, adaptability, and creativity—all essential attributes 
for success in the fashion world. IWIL combines EWIL activities with AWIL industry 
projects thereby deepening the practical learning and enhancing the engagement with 
the interdisciplinary nature of the industry graduates will be entering. IWIL prepares 
students for the constant change characteristic of the fashion industry, with its focus on 
the element of adaptability. Students learn to adjust to different work cultures, tackle 
unforeseen challenges, and navigate the complexities of professional relationships—all 
skills that enhance their overall adaptability while developing critical skills of problem-
solving, teamwork and creativity. To fully harness the potential of IWIL in fashion 
education, higher education institutions must prioritize the development of robust 
partnerships with industry stakeholders [26]. These partnerships should be mutually 
beneficial, providing students with rich learning experiences while offering businesses 
access to fresh perspectives and potential future talent. Institutions must also focus on 
developing comprehensive curricula that effectively integrate work-based learning with 
academic theory, ensuring a cohesive and meaningful educational experience.

4.  The proposal for a responsive integrated non-placement WIL 
curriculum framework

Integrating and scaffolding AWIL and EWIL elements creates a holistic and effec-
tive WIL experience. This approach extends beyond technical skills, incorporating 
interdisciplinary learning and industry engagement to provide graduates with a well-
rounded education. “The cooperation between industry, the lecturer, and the student 
is imperative for the quality of the learning and WBL programs” [10].

By broadening their perspectives and deepening their understanding of the 
fashion industry’s complexities, graduates are better prepared to navigate and suc-
ceed in this dynamic field. The proposed conceptual IWIL framework is designed in 
concentric layers, with foundational skills at its core and industry integration as the 
outermost layer. Each layer represents a distinct aspect of the learning experience, 
developing cross-functional skills that mirror the multifaceted nature of the fashion 
industry. At the core, the framework emphasizes a student-centered approach, 
focusing on foundational skills, while the outer layers progressively introduce 
interdisciplinary learning and industry integration. This hybrid collaboration with 
relevant modules effectively simulates the teamwork and integration found within 
the fashion industry. The framework immerses students in a professional environ-
ment, emphasizing the importance of professionalism, accountability, and meeting 
expectations, as well as engaging in work-integrated projects that foster initiative and 
self-direction, which are key components of a strong work ethic (Figure 1).

Layer 1 (Students): The core innermost layer appropriately places students at the 
heart of the learning experience. Focusing on the development of foundational skills, 
critical thinking, and creative problem-solving abilities ensures that students have a 
solid base upon which to build more specialized knowledge and skills. This student-
centered approach aligns well with contemporary educational theories emphasizing 
active learning and student engagement (Table 1).



Bridging Education and Work Experience

40

Layer 2 (Interdisciplinary Curriculum): The inclusion of an interdisciplinary 
layer is crucial in the context of fashion education. The fashion industry is inherently 
multidisciplinary, requiring professionals to have knowledge spanning business, 
technology, design, and sustainability. By incorporating these diverse disciplines into 
the curriculum, the framework ensures that students develop a holistic understanding 
of the fashion ecosystem. This approach helps to break down silos that often exist in 
traditional curricula and prepares students for the cross-functional collaboration that 
they will encounter in their careers (Table 2).

Layer 3 (Industry as the Overarching Element): Positioning industry engagement 
around the curriculum is a strategic choice that emphasizes the importance of align-
ing educational outcomes with industry needs. By involving industry partners in 
curriculum design, delivery, and assessment, the framework ensures that the educa-
tion remains current and relevant. The provision of mentorship and live briefs from 
industry professionals offers students precious real-world insights and helps to bridge 
the gap between academic theory and industry practice (Table 3).

The key focus Development of foundational skills, critical thinking, and creative problem-solving 
abilities.

Connection with 
curriculum

Programs and modules dedicated to building theoretical knowledge and basic 
practical skills relevant to the fashion industry. This core layer represents the essential 
competencies that all students must acquire.

Table 1. 
Layer 1 – student focus.

Figure 1. 
An integrated WIL framework for fashion graduate success.

The key focus Providing a holistic education that integrates multiple disciplines relevant to the 
fashion industry.

Connection with the 
curriculum

Relevant interdisciplinary modules that connect concepts and practices that interlink 
to mirror the real world of work for the fashion industry.

Table 2. 
Layer 2 – interdisciplinary curriculum.
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Layer 4 (Integrated WIL): The combination of AWIL and EWIL to make up the 
into integrated WIL (IWIL) model is a novel approach that addresses the specific 
needs of higher education institutions offering fashion education (FHEIs). This 
integration allows for a more flexible and comprehensive WIL experience that can 
be tailored to the constraints and opportunities of different educational settings. 
Incorporating the principles of cognitive apprenticeship theory in this layer will be an 
added advantage, as it emphasizes the importance of guided experience and reflection 
in developing cognitive and metacognitive skills, which are crucial in the fast-paced 
and ever-evolving fashion industry (Table 4).

5.  Conclusion

The framework emphasizes professionalism, accountability, initiative, and self-
direction which aligns meticulously with the demands of the fashion industry. These 
soft skills are often as important as technical skills in determining career success, and 
their inclusion in the framework responds to industry needs. The structure of the frame-
work promotes the development of cross-functional skills, mirroring the collaborative 
nature of the fashion industry. It helps to prepare students for the reality of working in 
cross-functional teams and managing complex projects that span multiple disciplines.

As stated in Ref. [25].

To prepare graduates for this new professional landscape, fashion design education 
is undergoing a seismic overhaul. … [Traditional curricula] are being eclipsed by 
broader interdisciplinary and theory-centric models.

However, progress appears to be slower than ideal because there is consensus in 
the literature that the current system of fashion education seldom prepares students 

The key focus Ongoing industry engagement and mentorship.

Connection 
with 
curriculum

Industry partners play a crucial role in curriculum design, delivery, and assessment. They 
offer mentorship, live briefs, and provide feedback on student work. This outermost layer 
ensures that the entire framework remains aligned with current industry needs and trends, 
making the curriculum dynamic and relevant.

Table 3. 
Layer 3 – industry partnerships and project-based learning.

The key focus A holistic educational approach that integrates multiple disciplines crucial to the fashion 
industry. The application of the principles embodied in cognitive apprenticeship theory, 
defined as “learning through guided experience on cognitive and metacognitive, rather than 
physical, skills and processes” [48], are rooted in social learning theories and help students 
develop their deeper understanding of the employability skills identified in the curriculum.

Connection 
with 
curriculum

Interdisciplinary modules that incorporate elements of business, technology, design, and 
sustainability. This outer layer encompasses elements from both embedded and applied 
WIL, promoting opportunities for reflection and mentoring. It ensures that the learning 
experience is comprehensive and systematically prepares students for the diverse challenges 
of the fashion industry.

Table 4. 
Layer 4 – integrated WIL.
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for the challenges they will face. Too many programs still appear to maintain their 
insular perspective. “The skills we teach are too often related to processes and work-
ing methods of an age that has ended” [49]. Summarizing the position, it is pointed 
out in Ref. [26]:

… academic competence alone will no longer be sufficient in the eyes of employers for 
employing university graduates, and without proper competency and skills develop-
ment, university graduates will fail to secure future employment ….

There is no gainsaying the opinion that to remain relevant, higher education 
programs in fashion must produce graduates with strong soft skills, who are more 
competitive and industry ready [50]. Thus, the industry may need to take a more 
holistic approach to develop the soft skills required by the workforce:

… tertiary educational institutes should focus on developing employable individuals 
with comprehensive skills rather than producing highly educated graduates. … [T]
ertiary educational institutes must … improve their curriculum, focussing on develop-
ing students’ soft skills [8].

Responding to this challenge, the IWIL framework introduces a comprehensive 
model designed to produce industry-ready fashion graduates. It reflects the industry’s 
need for integrated interdisciplinary pedagogy, applied WIL, and collaborative, 
community-enriched reflexive learning to equip graduates with the essential knowl-
edge, skills, and attributes necessary to thrive in the fashion industry. With its focus 
on non-placement WIL, the IWIL framework successfully bridges the gap between 
academia and industry, enhancing employability and supporting career advancement 
for graduates. Critically, this framework as the basis for fashion education represents 
a comprehensive approach to preparing students for the challenges of the fashion 
industry. By integrating interdisciplinary learning, industry engagement, and a 
combination of applied and embedded WIL experiences, the framework provides 
a robust model for developing well-rounded, industry-ready graduates. Its layered 
structure allows for progressive development of skills and knowledge, while the 
overarching industry element ensures ongoing significance and real-world applicabil-
ity. This student-centered framework emphasizes the development of key graduate 
attributes and essential skills for graduate employability and success in the dynamic 
fashion industry. It integrates industry experiences to enrich the learning experience 
and ensure that graduates possess the technical proficiency and soft skills necessary to 
thrive in the fashion industry.

The success of the proposed framework will require a cooperative review of 
identified aspects of the curriculum ensuring that there are built-in opportunities 
for students to develop a comprehensive understanding of the content (knowledge) 
being presented through creative and critical thinking, theoretical and historical 
study, along with conceptual and experimental exploration [10]. This model has the 
potential to significantly enhance the quality and effectiveness of fashion education.

The proposed IWIL model is authenticated by the research which confirms the 
reality that to prepare future graduates programs in fashion must “move beyond 
teaching to the mere ‘artifact’” [25], into a pedagogy that increasingly emphasizes the 
integrated curriculum, and the inter-relationship between the curriculum and the 
workplace, between traditional pedagogy and new world knowledge that underpin 
employability and workplace relevance. Introducing alternate perspectives to the 
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learning continuum must encourage students not just to present the artifact but to 
also reflect on their context and practice and the social environment in which the 
artifact is being developed [25].

Focusing on fashion graduates for the current and future workforce, the research 
presents an informed assessment of how higher education institutions offering 
fashion qualifications (FHEIs) may effectively implement an integrated WIL strategy 
to cultivate not only the technical skills required in the fashion industry but also 
the soft skills and attributes that are increasingly valued by employers. By doing so, 
the research establishes a platform for a more robust, adaptive, and industry-ready 
workforce in the South African fashion sector and world of work globally.

© 2024 The Author(s). Licensee IntechOpen. This chapter is distributed under the terms of 
the Creative Commons Attribution License (http://creativecommons.org/licenses/by/4.0), 
which permits unrestricted use, distribution, and reproduction in any medium, provided 
the original work is properly cited. 
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Chapter 3

The Future of Work(ers) in the Age 
of Technological Revolution
Andrés César

Abstract

This chapter reviews key literature on the determinants and implications of 
technological change associated with the Third and Fourth Industrial Revolutions, 
which have spread globally since the late twentieth century, and presents descriptive 
evidence. The main conclusion is that while technological progress has not signifi-
cantly threatened overall employment opportunities, it has clearly contributed to 
rising income inequality. Consequently, a future devoid of employment is not antici-
pated, although the prospects for equality remain uncertain. I argue that to maximize 
the benefits of technological advancement, education must evolve in tandem with 
technology, equipping individuals to work alongside new innovations throughout 
their lives. This would enable workers to fully leverage automation of routine tasks 
and augmentation of abstract and cognitive tasks, fostering teamwork, problem-solv-
ing, flexibility, creativity, and social intelligence. Furthermore, productivity growth 
driven by technological progress is likely to increase demand for both traditional and 
new goods and services, generate income gains that increase demand for quality, 
accelerate structural change, and exert pressure on resource utilization.

Keywords: technological revolution, jobs, new tasks, education, income distribution, 
resource utilization

1.  Introduction

The Third and Fourth Industrial Revolutions offer vast opportunities for economic 
progress, while simultaneously posing significant challenges to the world of work. 
This phase is marked by emerging technological advances in a large number of fields, 
including information and communication technologies, the Internet, biotechnology, 
renewable energy, robotics, artificial intelligence, nanotechnology, quantum comput-
ing, the Internet of things, big data, and 3D printing, among others. Achieving shared 
prosperity will hinge on workers’ ability to adapt to the evolving demands of the labor 
market and the equitable distribution of productivity gains from new technologies.

Some of these technologies, especially industrial robots, significantly expand 
production scale, resulting in price reductions, increased consumption, and greater 
demand for inputs and non-renewable raw materials. This calls for a reevaluation of 
resource management and environmental protection practices, particularly in weaker 
regulatory contexts like low- and middle-income countries, and in the face of severe 
climate change.
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Figure 1   illustrates the recent evolution of two key technologies from the Third and 
Fourth Industrial Revolutions: (i) the Internet and (ii) industrial robots, in high-income 
and middle-income countries from 1993 to 2022. In high-income countries, Internet use 
expanded rapidly since 1993, reaching 61.2% of the population by 2007 and 90% by 2021. 
In middle-income countries, Internet adoption accelerated after 2000, growing steadily 
to 26.1% in 2012 and 60.2% by 2021. Meanwhile, robot adoption in high-income countries 
increased steadily throughout the period, accelerating in the 2010s from 1.1 robots per 
thousand workers in 1993 to 4.1 by 2022. In contrast, robot adoption in middle-income 
countries remained near zero until 2010, reaching 1.1 robots per thousand workers by 
2022, still far below high-income countries. These trends highlight a lag in technology 
adoption in developing countries, though they are rapidly catching up globally.  

 Technological change profoundly impacts the economic and social structures of 
communities. It generates enormous opportunities to improve quality of life while 
posing significant challenges, especially for governments, to ensure a smooth transi-
tion that allows all members of society to benefit from technological progress. One 
key message of this chapter is that education must evolve alongside technology, 
echoing Tinbergen’s ideas. Individuals should be prepared to work with new technolo-
gies throughout their lives. This involves taking full advantage of (i) the  automation
of routine, repetitive, manual, and time-consuming tasks and (ii) the  augmentation
of abstract and cognitive tasks, driven by AI, for instance, across all economic sectors. 
People should focus on new tasks and jobs that leverage human innate advantages 
such as teamwork, problem-solving, flexibility, creativity, and social intelligence. 
Examples include R&D, process and product design, and improving organizational 
practices, distribution channels, and customer services. 

  Figure 1.
  Global adoption of Internet and robots.  Notes.  Stock of robots per thousand workers calculated for all countries 
included in the International Federation of Robotics (IFR) dataset (45 high-income countries and 29 middle-
income countries). Country’s employment is fixed in 1995. Individuals using the Internet obtained from the World 
Developing Indicators (ICT Database) from The World Bank, including all countries worldwide.          
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Productivity growth from technological progress will increase demand for both 
traditional and new goods and services, leading to income gains and a higher demand 
for quality, as broadly defined. This will deepen structural change, with a growing 
fraction of workers providing services to society. In this context, it is desirable for 
communities to allocate more resources to investments in science and education. This 
will level the playing field and form highly educated global citizens capable of fully 
benefiting from technological progress while being aware of their carbon footprint 
for future generations.

This chapter is organized as follows. Section 2 provides a brief contextual discus-
sion on the historical background of the Agrarian and the First and Second Industrial 
Revolutions, along with recent changes brought by the Technological Revolutions. 
Section 3 offers a non-exhaustive review of specialized literature in Economics, 
focusing on Labor, Growth, Development, and Trade, and examines the relationship 
between technological change and socioeconomic outcomes. Section 4 presents basic 
facts about the main determinants and likely consequences of industrial automation. 
Section 5 concludes.

2.  Contextualization

2.1  Historical perspective

The origins of material accumulation, economic growth, and inequality date back 
to the Agricultural Revolution, approximately 10,000 years ago. During this period, 
humans transitioned from a nomadic lifestyle to a sedentary one, shifting from 
hunter-gatherers to producers. The ability to settle in fixed locations and accumulate 
grain and domesticated animals led to the formation of towns and eventually cities. 
These surpluses facilitated the emergence of religious, military, and administrative 
activities. Private property and the State, two fundamental institutions of the modern 
world, also have their roots in this era [1].

A fascinating study of 186 primitive communities, known as the standard cross-
cultural sample, found that four out of five hunter-gatherer communities had no 
obvious leaders, while three-quarters of agricultural societies were organized around 
power relations, hierarchies, and material inequalities [2]. The development of agri-
cultural economies led to increasingly complex hierarchical structures, evolving into 
hereditary domains, kingdoms, and empires. These entities developed various strate-
gies to concentrate power and wealth, including pillage, wars, taxes, and tributes. In 
pre-modern societies, fortunes were primarily based on political power, coercion, and 
domination rather than economic activities.

Advancements in agriculture, currency, and trade multiplied material gains, 
increased the wealth of the nobility, and facilitated the rise of the middle classes—the 
bourgeoisie—who progressively gained economic power and political participation.

The First and Second Industrial Revolutions, commencing approximately 
250 and 150 years ago respectively, introduced transformative technologies such 
as the steam engine, spinning machine, trains, and light bulbs. These innova-
tions exponentially increased production and productivity, leading to significant 
socioeconomic changes, including large-scale migrations from rural to urban areas 
and transformations in transportation, communication, industry, and commerce. 
These changes were characterized by new forms of production, work, and organi-
zational structures.
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Deaton [3] identifies this period as the origin of inequality between nations, as the 
Revolutions dictated the pace of material progress and created disparities between 
advanced and lagging economies. Initially, the new production methods generated 
substantial profits for the bourgeoisie, who owned and controlled capital, without 
benefiting the broader population. The masses transitioned from rural deprivation 
to exploitation in large factories, living in poor conditions in industrial city suburbs. 
This environment fostered the emergence of union, anarchist, and socialist move-
ments in mid-nineteenth century England.

Over time, material progress extended too much of society. Countries such as 
Germany, France, much of Western Europe, North America, and later Japan, which 
joined this combined process of technological transformation and modern capitalism, 
experienced a sustained increase in the standard of living for the average citizen over 
approximately two centuries. Today, this standard of living remains significantly 
higher than that of the average inhabitant of the developing world. The economic 
advantages gained by developed nations during this period enabled them to dominate 
and, in some cases, exploit much of the rest of the world.

2.2  Recent changes

The Third and Fourth Industrial Revolutions, also known as the Digital and 
Industry 4.0 Revolutions, respectively, began at the end of the twentieth century and 
continue into the twenty-first century. These revolutions primarily originated in the 
United States and Japan and are closely associated with advancements in information 
and communication technologies (ICTs), including the widespread use of comput-
ers, digital technologies, and the Internet. Additionally, they encompass significant 
progress in biotechnology, such as the manipulation of living cells for medical and 
nutritional purposes, and the adoption of renewable energy sources aimed at reduc-
ing dependence on fossil fuels and mitigating their substantial ecological impacts.

The Fourth Industrial Revolution is particularly characterized by the increasing 
significance of emerging technologies such as robotics, nanotechnology, quantum 
computing, 3D printing, and artificial intelligence, among other nascent technologies.

The adoption of ICTs has fostered globalization and facilitated the expansion of 
large multinational companies. The widespread use of computers, cell phones, and the 
Internet has promoted global connectivity and democratized access to knowledge. In 
this new context, while some jobs have disappeared, particularly those associated with 
automated routine tasks, many others have been created. These new jobs span profes-
sional occupations, low-skilled services, e-commerce, and digital working platforms.

Many scholars argue that control over the flow of information can sometimes 
favors disinformation, thereby enhancing the activities of radicalized groups. Others 
suggest that access to new technologies remains unequal, particularly in the least 
developed countries and among the lowest social strata.

3.  Specialized literature in economics

Technological progress is often considered as the main determinant of economic 
progress and, simultaneously, a leading explanation for rising inequality. Early litera-
ture on skilled-biased technological change posits that technology complements skilled 
labor, therefore increasing the relative demand for and wages of skilled workers [4–6]. 
Recent theories argue that the complementarity or substitutability between technology 
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and labor occurs not at the worker skill level, but rather at the task level [7, 8]. This 
framework assumes that computers and automation technologies are more likely to 
substitute routine tasks performed by workers in the middle of the skill distribution, 
complement analytical and interactive tasks typically undertaken by skilled workers, 
and have no predictable impact on routine manual tasks commonly carried out by 
unskilled workers. These assumptions underpin the polarization hypothesis, which 
has effectively explained the evolving labor market pattern in developed countries 
since the 1980s, characterized by employment and wage gains at both ends of the skill 
distribution, primarily in service occupations, at the expense of middle-skill workers 
predominantly employed in manual, production, and clerical jobs [7, 9–13].

The story seems to have been different in the developing world, where evidence 
supporting the polarization hypothesis is either limited or absent [14–17]. Developing 
countries lag behind high-income countries in various dimensions, with the most 
evident being income per capita, investment, education, health, infrastructure, and 
institutional quality. The adoption of new technologies is no exception. For instance, 
PIAAC data indicates that, on average, 35 percent of workers in Latin America report 
using a computer at work, compared to 62 percent in OECD member countries [18]. In 
terms of typical automation technology, such as industrial robots, Figure 1 illustrates 
that robot adoption in middle-income countries only began to rise in the 2010s. By 
2022, it reached approximately one robot per thousand workers, significantly lower 
than the four robots per thousand workers in high-income countries. These statistics 
suggest that developing countries are still in the early stages of technology adoption, 
which may be a key factor explaining the absence of labor market polarization.

Many high-income countries, along with some developing economies, have also 
seen a narrowing gap between men and women in labor force participation, paid 
work hours, education, and earnings [19, 20]. In developed economies, the gender 
wage gap has been visibly narrowing since at least the 1970s. The leading explanations 
emphasize supply-side factors, such as improvements in education and work experi-
ence that benefited women relative to men, and the larger negative impact of de-
unionization on male wages compared to female wages [21–23]. On the demand side, 
rising globalization and automation since the 1980s have driven a sharp decline in 
manufacturing employment and a shift toward sectors that are more education- and 
women-intensive, such as professional and personal services [4, 24, 25].

Several authors argue that computer adoption has changed the nature and condi-
tions of work in ways that benefit women more than men. Weinberg [26] finds that 
computer adoption explains over half of the increased demand for female labor. 
Bacolod and Blum [27] attribute 20% of the narrowing gender wage gap to the rising 
value of cognitive and personal skills, which are more prevalent among women. 
Similarly, Borghans et al. [28] argue that technological and organizational changes 
increased the importance of interactive and interpersonal skills, improving outcomes 
for under-represented groups, including women. In the task-based framework of 
Autor et al. [7], computers substitute for routine tasks, so groups with higher routine 
task intensity initially experience faster adoption and a stronger shift toward non-
routine tasks. Spitz-Oener [9] supports this hypothesis, noting that a declining price 
of computers lowers rewards for routine tasks, while complementing non-routine 
analytical and interactive tasks, increasing productivity. Black and Spitz-Oener [29] 
find that task changes explain half of the decline in the gender wage gap in West 
Germany between 1979 and 1999. They document that women experienced a larger 
shift from routine to non-routine tasks, especially in jobs more exposed to workplace 
computerization.
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Recent theories extend the task-based model to predict the effects of industrial 
automation on employment and wages (e.g., [30, 31]). Robots displace low-skilled 
workers by taking over manual routine tasks, reducing labor demand and wages (sub-
stitution effect). Simultaneously, robots reduce production costs and increase total 
factor productivity, increasing labor demand and wages (reinstatement effect). These 
opposing forces depend on labor mobility and how the gains from automation are 
distributed [32]. Additionally, cross-industry input-output effects (via buyer-seller 
linkages) and between-industry shifts also play a role [33]. There might be aggregate 
demand effects through changes in wages, relative prices, and shifts in consumption 
patterns. Indirect effects may also arise from changes in competition and market 
structure [34].

Evidence suggests that robots have replaced and reduced wages of low-skilled 
workers engaged in routine manual tasks [35–39]. At the same time, robot adoption 
boosts value-added per worker and total factor productivity, lowers output prices, 
improves product quality, increases demand for skilled labor, and expands produc-
tion, exports, and imports of intermediate inputs [40–45]. In the U.S. and Germany, 
displacement effects in manufacturing were offset by new jobs in services [46, 47]. 
In Germany, automation has been linked to more stable employment for incumbents 
and to higher quality new jobs, while younger cohorts have shifted from vocational 
training toward higher education.

Recent research shows that robot adoption is concentrated in the largest and 
most productive firms, which grow further and may gain market share at the 
expense of competitors, both domestically and internationally [34, 48, 49]. Studies 
using firm-level data from France [48–50], Spain [51], Denmark [38], Indonesia 
[52], and the U.S. [53, 54] show that robot adopters are typically large manufactur-
ing firms highly involved in international trade. Furthermore, robots and exporting 
can be complementary to improve productivity [51]. Since these firms tend to have 
lower labor shares than the average firm, automation can lead to a sustained decline 
in labor’s share of value added, increasing the concentration of economic activity 
among “superstar firms” [55–59]. Therefore, automation boosts incomes for capital 
owners, executives, managers, and skilled professionals in these companies, thus 
amplifying top income inequality through returns on wealth, human capital, and 
management skills [31, 60–62].

Most of this evidence comes from high-income countries, while studies on devel-
oping economies are scarcer and less conclusive. For instance, de Vries et al. [63] 
document that robot adoption has reduced the employment share of routine manual 
task-intensive jobs in high-income countries, but not in developing economies. On 
one hand, automation could diminish the significance of low labor costs as a driver of 
international competitiveness, potentially hindering industrialization, participation 
in global value chains (GVCs), and export-led growth in developing countries, as 
production reshores back to high-income countries [64–70]. On the other hand, robot 
adoption in high-income countries may increase imports from, and the number of 
affiliates in, low- and middle-income economies, aligning with the idea that offshor-
ing and automation can be complementary [41, 44, 71]. Moreover, if automation 
technologies exhibit diminishing returns, marginal productivity gains in developing 
countries—being at earlier stages of automation—could exceed those in industrial-
ized economies [53, 72–75]. Should these gains translate into higher wages and greater 
demand for goods and services, the result could be faster economic growth, job 
creation, and improved welfare. However, these benefits may take time to materialize. 
For example, Brambilla et al. [18] find that robot adoption in major Latin American 
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robot users (Mexico, Brazil, and Argentina) has displaced formal salaried jobs in the 
short run, particularly affecting young and middle-skilled workers, with informal 
employment acting as a buffer against rising unemployment.

Relatedly, evidence supports the notion that multinational companies (MNCs) 
promote technology diffusion and enhance the trade integration of host countries 
into the global economy [75–77]. MNC investment, typically through inward foreign 
direct investment (FDI), can expand the production possibility frontier of host 
countries due to their adoption of more advanced technologies, including industrial 
robots [78–80], and higher productivity levels [81–85]. Furthermore, MNCs have 
easier access to credit [86–88], greater product and process innovation [89], improved 
management practices [90], and greater reliance on high-skilled labor and capital 
than domestic firms [91–95].

Finally, recent evidence for the U.S. indicates that most current jobs have emerged 
from new specialties introduced since 1940, such as those in medicine and healthcare, 
personal care, recreation and entertainment, finance, software, and electronics, 
among others. Job creation initially focused on middle-income production and cleri-
cal occupations from 1940 to 1980 but has since shifted toward high-income profes-
sional jobs and, to a lesser extent, low-income service jobs since 1980 [96]. These 
new jobs stem from technological advances that complement specific occupations, 
alongside demand shocks that heighten occupational demand. Augmentation innova-
tions boost occupational demand, while automation innovations often depresses 
it.1 Notably, the authors find that while automation’s demand-eroding effects have 
intensified over the past four decades, the demand-increasing effects of augmentation 
have not kept pace.

Importantly, new work typically (i) require expertise gained through formal 
education and/or practical experience, with the level of expertise varying across 
occupations, and (ii) represent the development of novel expertise or skills within 
existing jobs, rather than entirely new human endeavors.

4.  Facts and discussion

4.1  Basic determinants of automation

Figure 2 presents four scatterplots illustrating cross-country correlations between 
key determinants of automation and robot adoption between 1993 and 2022. One 
of the primary determinants of automation is GDP per capita (top panel 1). On the 
supply side, richer countries are more likely to develop and adopt new technolo-
gies, while firms in these economies are also incentivized to adopt automation to 
replace workers who receive higher wages than their counterparts in poorer nations. 
Supporting evidence indicates that rising wages and labor costs can drive firms to 
invest in automation technologies [53, 97–100]. On the demand side, firms in richer 
countries are more prone to automate and improve product quality to meet prefer-
ences of wealthier consumers, who have a greater willingness to pay for higher quality 
products. Second, as shown by Acemoglu and Restrepo [40], population aging is linked 
to increased industrial automation (top panel 2), as it creates a shortage of younger 

1 Augmentation technologies increase capabilities, quality, variety or utility of the output of occupations, 
potentially leading to new demands for worker expertise and specialization; while automation technologies 
substitute for labor inputs in certain occupations, potentially replacing workers performing these tasks [96].



Bridging Education and Work Experience

56

workers specialized in manual production tasks. Third, robot adoption is positively 
correlated with the average years of schooling within the labor force (bottom panel 3). 
A more educated population is more likely to innovate, adopt and work in complement 
with new technologies. Lastly, infrastructure, approximated by the percentage of the 
population with Internet access (bottom panel 4), enhances the likelihood of adopting 
industrial robots, not only because many new technologies complement one another 
but also because improved infrastructure boosts economic efficiency and market 
access.

Recent evidence suggests that greater integration into Global Value Chains (GVCs) 
is positively related to robot adoption, while rising automation simultaneously 
increases participation in GVCs, indicating bidirectional causality [101]. Notably, 
this study finds that employment gains from automation are linked to deeper inte-
gration—both backward and forward—into GVCs. Additionally, growing robot 
adoption in an industry’s export destinations is associated with increased robot 
adoption domestically, supporting a demand-driven explanation for automation. 
On the import side, industrial automation raises the demand for raw materials and 

Figure 2. 
Leading determinants of automation. Notes. The y-axis measures the average annual change in the stock of robots 
per thousand workers in 1995 between 1993 and 2022. The x-axis correspond to (1) the log average real GDP at 
constant USD 2017 PPP prices during 1993–2022; (2) the change in the ratio of old-age (+56) to middle-age (21–55) 
population between 1990 and 2020; (3) the average years of education for adults (15–64) during 1993–2022; and 
(4) the average fraction of population with access to Internet connection during 1993–2022. The solid line depict the 
linear unweighted correlation between the y-axis and the x-axis; and the dashed line depicts the same correlation 
but excluding the top 5 percent countries with highest adoption of robots (i.e., Singapore, South Korea, and 
Taiwan). Sources: IFR, OECD Employment data, UN World Population Prospects, and WDI (World Bank).
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standardized intermediate inputs, some of which are produced using industrial robots 
and traded via GVCs. On the export side, increased production at lower costs benefits 
from greater access to the global market, facilitated by deeper GVC integration. A 
related study finds that robotization in China spurred robot adoption in Europe 
through three main channels: an increased supply of intermediate inputs, rising mar-
ket demand in China, and heightened import competition from Chinese firms [102].

On the microeconomic side, Acemoglu et al. [53] document that firms primarily 
invest in industrial robots to enhance process quality, upgrade existing operations, 
and automate tasks traditionally performed by labor, aligning with the evidence 
discussed in the previous section.

4.2  Likely consequences of automation

The previous section examined much of the literature focused on the effects of 
automation on the labor market. This section provides a summarizing argument to 
emphasize some of the main likely consequences of industrial automation. Figure 3 
presents four scatterplots illustrating cross-country correlations between robot 

Figure 3. 
Likely consequences of automation. Notes. The x-axis measures the average annual change in the stock of robots 
per thousand workers in 1995 between 1993 and 2022. The y-axis correspond to (1) the average annual change in 
real GDP at constant USD 2017 PPP prices during 1993–2022; (2) the change in the Gini coefficient between 1990–
1993 and 2018–2022; (3) the change in the employment to population ratio between 1990–1993 and 2018–2022; 
and (4) the average annual change in the trade to GDP ratio during 1993–2022. The solid line depict the linear 
unweighted correlation between the y-axis and the x-axis. Figures exclude the top 5 percent countries with highest 
adoption of robots (i.e., Singapore, South Korea and Taiwan). Sources: IFR, OECD Employment data, World 
Inequality Database, and WDI (World Bank).
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adoption during 1993–2022 and changes in relevant economic outcomes over the same 
period. Top panel 1 shows that countries with relatively higher robot adoption exhibit 
experienced a greater annual increase in GDP per capita, consistent with evidence 
linking automation to productivity gains and rising production. Additionally, top panel 
2 shows that countries adopting more robots exhibit an increase in income inequality, 
as indicated by changes in the Gini index, aligning with findings that robots tend to 
replace (manual and routine) middle-wage occupations while complementing profes-
sional and high-wage roles such as engineers, executives, managers, and capital owners.

Interestingly, bottom panel 3 illustrates a positive correlation between robot 
adoption and long-run changes in employment rates, suggesting that productivity 
growth translates into employment gains, that is, reinstatement effects outweigh 
displacement effects. This indicates that the labor market adjusts to new working 
environments driven by advanced technologies, with most workers finding roles 
that complement new technologies. Lastly, bottom panel 4 shows that countries with 
higher robot adoption exhibit greater participation in international trade (as a share 
of GDP), consistent with the evidence that automating firms increase both their 
imports—mainly of intermediate inputs—and exports-mostly final products-, due to 
productivity gains and lower quality-adjusted prices, which enhance their competi-
tiveness not only domestically but internationally.

5.  Concluding remarks

The Third and Fourth Industrial Revolutions, primarily spanning from 1980 to the 
present, have fundamentally reshaped the global economic landscape. This new tech-
nological paradigm has introduced vast opportunities for economic progress while 
simultaneously presenting significant challenges, particularly regarding the future of 
work, income distribution, and potential environmental impacts.

This era is defined by breakthroughs in numerous fields, including information 
and communication technologies, the Internet, biotechnology, renewable energy, 
industrial robotics, artificial intelligence, nanotechnology, quantum computing, 
big data, and 3D printing. These advancements are reshaping industries and labor 
markets worldwide.

The main conclusion of this review is that, while technological progress has not 
posed a significant threat to overall employment levels, it has unequivocally contrib-
uted to rising income inequality. Consequently, while a future without jobs is unlikely, 
the prospect of widespread equality remains uncertain.

Achieving shared prosperity will depend on the workforce’s ability to adapt to the 
evolving demands of the labor market and on the equitable distribution of produc-
tivity gains stemming from new technologies. This necessitates a transformation in 
education systems, ensuring that individuals are equipped with the skills to work 
alongside new technologies throughout their careers. Lifelong learning will enable 
workers to capitalize on automation in routine tasks and leverage cognitive and 
abstract tasks that emphasize teamwork, problem-solving, flexibility, creativity, and 
social intelligence.

Furthermore, productivity growth driven by technological advancements will 
likely increase demand for both traditional and new goods and services, leading to 
income gains and heightened demand for quality. This dynamic will contribute to 
deeper structural changes, with an increasing share of the workforce engaged in 
service provision.
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Importantly, the scale of production expansion enabled by certain technologies, 
particularly industrial robots, risks exacerbating resource depletion and environ-
mental challenges by driving down prices, boosting consumption, and heightening 
demand for inputs and non-renewable raw materials. These developments necessitate 
a rethinking of resource management and environmental protection, especially in 
countries with weaker regulatory frameworks.

In light of these challenges, it is imperative for societies to allocate more resources 
to science and education. This investment will help create a more equitable global 
workforce, empowering individuals to harness the benefits of technological progress 
while remaining mindful of their environmental impact for the benefit of current and 
future generations.

© 2024 The Author(s). Licensee IntechOpen. This chapter is distributed under the terms of 
the Creative Commons Attribution License (http://creativecommons.org/licenses/by/4.0), 
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Silke Seyffer, Melanie Hochmuth, Angela Ulrich, 
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Abstract

Transferable competences in vocational education and training are becoming 
increasingly important due to the highly dynamic labor market. They contribute to 
enabling apprentices to adapt quickly to new requirements. While previous studies 
have taken a deficit approach and examined reasons for dropouts, this study focuses 
on determinants of successful completion of apprenticeship. Using a German sample 
based on the self-assessment of 16,839 apprentices in vocational training programs 
from 2011 to 2018, this study examines the effect of transferable competences on 
subjective apprenticeship success with a particular focus on methodological compe-
tence. Besides the assessment of social competence, methodological competence also 
proves to be a relevant determinant for apprenticeship. Gender differences can be 
observed in this context. Recommendations for supporting transferable competences 
during vocational training are provided. Furthermore, innovative learning cultures in 
companies for the adaptation of training to the changed demands on the competences 
of apprentices will be addressed.

Keywords: apprenticeship, methodological competence, success factors, 
transferable competences, vocational education and training

1.  Introduction

Apprentices who register for the final examination in Germany’s dual vocational 
training system have had a high success rate for many years. In 2022, 90.9% of those 
who took the examination were successful in passing. It is notable that the cohort of 
graduates has been accompanied by a premature contract termination rate of 29.5% 
in 2022 which has increased in the past several years (2021: 26.7%, 2020: 25.1%, 2019: 
26.9%, 2018: 26.5%) [1]. So there seem to be factors that contribute to this positive 
outcome. From the many possible factors, this chapter examines the contribution 
of individual competences to apprenticeship success and focuses on methodological 
competence.

Individual characteristics of the apprentices in particular appear to be one of the 
most important success factors for vocational training success [2]. The volatile labor 
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market increasingly demands a high degree of adaptability from employees, which is 
also reflected in vocational training [3, 4].

On the basis of competences, for example, training opportunities can be cre-
ated that enable better adaptation to professional requirements, because employees 
need competences to do their jobs and companies expect graduates to have certain 
competences [5]. At the same time, there is a lack of a standardized definition and the 
possibility to measure and categorize competences [6].

In addition to social competence, methodological competence is of great impor-
tance in vocational education [7]. Methodological competence enables individuals 
to solve problems and tasks with targeted acquisition of knowledge [8, 9]. This 
competence to perform is relevant for the employability of apprentices [10] and 
enables them to deal with the constantly changing world of work and the associated 
demands [4, 11].

While there are some quantitative studies for social competence in general 
[12–16], there is also a gap in empirical research on the relationship between method-
ological competence and vocational training success. The importance of methodolog-
ical and social competence as key factors for successful completion of apprenticeship 
has already been proven [17, 18]. However, there are still few studies that deal specifi-
cally with methodological competence and its effects and significance for success in 
education and professional careers. This chapter aims to close this gap.

2.  Theoretical background

The online survey tool named smk (social and methodological competences 
assessment sheet) was constructed on the basis of theoretical findings in the areas of 
self-concept and transferable competences [19].

2.1  Self concept

The survey instrument assesses the competences of young people on the basis of 
their self-assessment. Self-assessments can be used validly to survey competences. 
Strictly speaking, self-assessment procedures measure the respondent’s self-concept 
of competences [20]. The self-concept is to be understood as the self-perception 
of an individual [21]. It is a multidimensional [22] and hierarchical construct [23]. 
Additionally, it is based on the individual’s subjective perception of their abilities, 
which may be perceived as either high or low in specific domains. Self-concept is 
based on the generalization of previously experienced situations [24]. This general-
ization influences the assessed ability to act in specific situations and, subsequently, 
the individual’s expectations regarding their own competence [24].

2.2  Competences

It is still important to distinguish between subject-specific and transferable com-
petences. While subject-specific competences include knowledge and skills that are 
directed at a certain discipline or company and are subject to change [25], transferable 
competences can be used independently and irrespective of context.

The concept of competence used in this chapter is based on Heinrich Roth’s inter-
pretation [26, 27]. In accordance with Roth’s conceptualization, competences can be 
defined as individual resources that facilitate successful task performance, reflection 
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on the solutions afterward, and the further development of individual patterns of 
action [7]. Competences result from a complex set of skills and abilities, values, 
attitudes and beliefs [28].

Following on, Frey [26] defines competences as a dimension of an individual’s 
personality. Competences enable individuals to draw upon the requisite knowledge, 
skills, or attitudes in a given situation to successfully complete the tasks at hand. A 
person is able to evaluate situations independently and develop or adapt their actions 
if they have the appropriate competences [17].

2.2.1  Transferable competences

Transferable competences can be differentiated into (a) social, (b) methodological 
and (c) personal competences. The (a) social competence makes it possible to main-
tain social relationships and to be able to deal with other people appropriately [29]. 
(b) Methodological competence includes skills by means of which suitable knowledge 
and solution strategies can be independently selected and applied to solve a task 
[7–9]. (c) Personal competence, in contrast, enables self-responsible and motivated 
action [30].

A number of studies have already shown that transferable competences can have 
an impact on professional success [31, 32].

2.2.2  Methodological and social competence

As such, methodological and social competence represent competence classes in 
which competences are combined. In this context, competences are to be understood 
as characteristics that the individual needs to complete a group of tasks. Several com-
petences compose an ability. Competences comprise content-defined abilities that are 
necessary for the accomplishment of specific tasks [20, 26, 33]. Figure 1 illustrates the 
structure of the upper competence classes, consisting of skills and abilities.

Within the construct of methodological competence, the (1) autonomy, (2) 
reflexiveness, (3) ability to analyze, (4) flexibility, (5) target-oriented behavior, 
and (6) working techniques are assigned. Social competence in turn includes skills 
such as (1) ability to cooperate, (2) social responsibility, (3) ability to deal with 
conflict, (4) ability to communicate, (5) situation-appropriate behavior, and (6) 
helpfulness and empathy, whereby the lists are not to be understood as exhaustive 
[20, 26, 33].

Figure 1. 
Scheme of competence constructs. Following Frey [26].
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3.  This research

The objective of this research project is to investigate the extent to which meth-
odological skills affect the successful completion of vocational training. In order to 
differentiate the impact of methodological skills from that of social skills, these are 
included in the regression model as control variables and presented in contrast. As 
the young people are still in training, this assessment is based on their self-reported 
interest and motivation to complete their training successfully. The actual completion 
of the apprenticeship could not be tracked within this research design due to the time 
period involved.

Research question 1: To what extent do men and women differ in their assessment of 
social and methodological competence?

Research question 2: How is methodological competence related to motivation and 
interest in completing the apprenticeship?

The following hypotheses are tested: Self-assessed social and methodological skills 
are higher in women than in men (H1). Higher methodological competence is related 
to higher interest and motivation among men (H2) and women (H3) to complete the 
apprenticeship.

3.1  Measures

The central explanatory variables of this work are social and methodological 
competence, which result from the model of transferable competences. They were 
measured using a self-assessment questionnaire (smk).

The self-assessment questionnaire consists of 72 items on individual skills, 6 of 
which can be assigned to an ability concept of the social competence class and 6 to 
the methodological competence class. The procedure is based on the assumption, 
as shown in Table 1, that competences can be structured and measured by ability 
concepts and ability concepts by skills [18].

For this research, the ability constructs of the methodological competence are 
taken completely from the model. Accordingly, the constructs autonomy, reflexivity, 
ability to analyze, flexibility and target-oriented behavior are used. The six items 
available for each ability construct are combined into the corresponding ability 
concepts by means of an additive-averaged sum score. Agreement with the items was 
rated on a six-point scale (0: strongly disagree to 5: strongly agree), whereby higher 
values for the ability concepts reflect a higher level of proficiency.

3.2  Data

The data was collected as part of a project (PraeLab) of the Federal Employment 
Agency between 2011 and 2018. The data set was cross-sectional, comprising one 
anonymous interview with young adults. The surveys were conducted at the partici-
pants’ respective vocational schools throughout Germany (Convenience-Sample, 
[34]). The survey was embedded in an interview with the objective of uncovering 
and potentially advising on the tendency to drop out of vocational training. From the 
original data set comprising a total of 27,651 respondents, those engaged in a three-
year vocational training course were selected for this research in order to enable a 
comparable degree of difficulty. After excluding cases from the list, a total of 16,893 
cases (8960 women; 7879 men) remained. The data analysis was carried out using the 
statistical software SPSS 27.
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3.2.1  Self concepts

In order to compare the apprentices’ assessments of their competences, a grouped 
boxplot was constructed for each of the two domains of competence: methodological 
and social. The resulting figures, presented in Figure 2 for methodological compe-
tence and in Figure 3 for social competence, respectively, depict the distribution of 
individual competence levels according to gender. Boxplots summarize a variety of 
descriptive statistics and provide an overview of the distribution of variables, in this 
case, the self-concepts. The box itself provides information on how the assessments 
of those variables are distributed across the scale. Longer boxes show a wider variance 
and greater heterogeneity in the information provided by the apprentices. The box 
range indicates the first and third quartiles, i.e. the values achieved by 25% and 75%, 
respectively. Outliers, i.e. single apprentices with a particularly low self-assessment 
that differs greatly from the rest of the sample, are indicated by dots. The whiskers 
represent the values that are typically observed outside the quartile limits. The 
median is indicated by a horizontal line within the box, while the mean value is repre-
sented by a cross so that a comprehensive overview of the self-concepts is provided by 
the graph.

With regard to the self-concepts of social and methodological competence, a 
comparable pattern can be observed graphically for both women and men. The 
boxplot illustrates that the apprentices rate their competences very well on average. A 
small number of outliers can be observed who have rated their self-concepts for the 
individual competences, particularly low (with mean values of self-concepts for social 
competence being higher than those for methodological competence).

The standard deviation for methodological competence, shown in Table 2, is 
slightly higher than for social competence across all variables, indicating large differ-
ences between the apprentices.

Figure 2. 
Boxplot gender differences in methodological skills.
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Figure 3. 
Boxplot gender differences in social skills.

Women N = 8960 Men N = 7879 Mean differences*
Cohen’s d

Variables (range) mean SD mean SD

Expectation of successful apprenticeship

Motivation and interest (0–3) 2.57 0.82 2.59 0.77 0.03

Assessment of social competence

Ability to cooperate (0–5) 4.09 0.62 3.96 0.67 0.21

Social responsibility (0–5) 4.00 0.61 3.81 0.68 0.28

Ability to deal with conflict (0–5) 3.62 0.72 3.65 0.74 0.04

Ability to communicate (0–5) 3.82 0.59 3.71 0.66 0.17

Situation-appropriate behavior (0–5) 4.11 0.59 3.95 0.67 0.26

Helpfulness and empathy (0–5) 4.34 0.60 4.08 0.70 0.40

Assessment of methodological Competence

Autonomy (0–5) 3.84 0.70 3.73 0.76 0.16

Reflectiveness (0–5) 3.61 0.73 3.53 0.77 0.11

Ability to analyze (0–5) 3.43 0.71 3.44 0.73 /

Flexibility (0–5) 3.63 0.65 3.52 0.70 0.16

Target-orientated behavior (0–5) 3.84 0.65 3.78 0.69 0.08

Working techniques (0–5) 3.74 0.65 3.71 0.69 0.04

Age 19.34 3.539 19.49 3.437 0.04

Year of apprenticeship (percentage) 1st 2nd 3rd 1st 2nd 3rd

93.9 5.1 1.0 92.0 6.9 1.1
*Two sample t-test significant at a value of 0.05, Cohen’s d effect size.

Table 2. 
Descriptives.
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3.2.2  Methodological competence

With the exception of flexibility, women achieve higher mean values compared to 
men for all abilities within the methodological competence. This difference in mean val-
ues is only not statistically significant with regard to the ability to analyze. The effect size 
indicates medium effects for autonomy and weak effects for the remaining methodologi-
cal abilities. Cohen’s d also indicates a medium effect size for the higher flexibility of men.

It is also noteworthy that both women and men consistently rate their meth-
odological abilities with a scale value below 4 scale points. The standard deviation 
indicates greater differences between the apprentices. The apprentices rated their own 
autonomy (f = 3.84, m = 3.73), target-oriented behavior (f = 3.84, m = 3.78) and work-
ing techniques (f = 3.74, m = 3.71) best. The apprentices rate their ability to analyze 
the lowest (f = 3.43, m = 3.44) as shown in Figure 2.

3.2.3  Social competence

In terms of social competence, as shown in Figure 3, women achieve statistically 
significant higher mean values than men for all but one ability concept. With the excep-
tion of the ability to deal with conflict, the effect size indicates a pronounced gender 
difference in empathy (d = 0.40) and medium effects for the other gender differences 
within the social skills.

Empathy is also subjectively rated as the strongest social competence by the 
apprentices of both genders (f = 4.34, m = 4.08). Apprentices also rate their situa-
tion-appropriate behavior (f = 4.11, m = 3.95), their ability to cooperate (f = 4.09, 
m = 3.96) and their social responsibility (f = 4.00, m = 3.81) as good. The apprentices 
rated their ability to communicate (f = 3.82, m = 3.71) and their ability to deal with 
conflict (f = 3.62, m = 3.65) noticeably lower. Smk also surveyed motivational factors: 
“I have a lot of interest and motivation to complete my apprenticeship”. The appren-
tices have a high level of subjective motivation and interest in successfully completing 
their vocational training (men M = 2.57; women M = 2.59). The gender difference is 
statistically significant (95% level), but the effect size (d = 0.03) is very low.

Socio-demographic information is also collected. The variable of gender, which 
is dichotomous (female and male), is specifically included in this research to 
analyze gender differences. The age of the apprentices is included in the analyses 
centered around the gender-specific mean (m: 19.49, SD = 3.44, f: 19.34, SD = 3.54). 
Additionally, the year in which the apprenticeship was completed at the time of the 
survey is also considered.

4.  Results

A linear regression analysis using the Ordinary Least Squares (OLS) method is 
used to investigate the effect of methodological competence on successful vocational 
training. The dependent variable is the motivation/interest in successfully completing 
the apprenticeship.

Methodological and social competence are the central explanatory variables. 
Additionally, age and year of apprenticeship are also statistically controlled in order to 
reduce unobserved heterogeneity.

In each case, the reference category is a person who has a value of 0 for all remain-
ing variables, i.e. has no other skills, corresponds to the average age and is in the first 
year of vocational training.
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The results of the regression analysis are shown in Table 3.
For a better overview, the regression coefficients of the statistically significant effects 

are presented in Figures 4 and 5 using a forest plot. The black dot shows the change in 
motivation when competence increases by one scale point. If the dots are on the left-
hand side of the graph, this indicates a decrease in motivation; dots on the right-hand 
side indicate an increase. The gray whiskers show the confidence interval (p < 0.05).

4.1  Men

The constant model for men indicates that a male reference person already has 
1.455 scale points for motivation and interest. The methodological competence is 
discussed first.

The ability to analyze shows a statistically negative effect for men, resulting in 
a reduction of interest in completing the apprenticeship by 0.047 (p < 0.05) scale 
points with an increase of one scale point. Furthermore, reflexivity (−0.062, p < 0.01) 
reduces the interest and motivation of men to complete their apprenticeship.

No statistically significant effect was observed for flexibility and target-oriented 
behavior.

All ability concepts in the social competence class, with the exception of the ability 
to communicate, have a statistically positive effect on the interest in completing the 
apprenticeship.

“I have a lot of interest and motivation to successfully complete the apprenticeship.”

Men Women

Ability to analyze −0.047** (0.022) −0.073*** (0.022)

Working techniques 0.075*** (0.023) 0.080*** (0.023)

Flexibility −0.011 (0.021) −0.019 (0.022)

Reflectiveness −0.062*** (0.018) −0.030 (0.019)

Autonomy 0.110*** (0.019) 0.101*** (0.019)

Target-orientated behavior 0.020 (0.022) 0.057** (0.023)

Helpfulness and empathy 0.045*** (0.016) 0.036** (0.018)

Ability to communicate −0.065*** (0.022) −0.013 (0.023)

Ability to deal with conflict 0.033* (0.018) 0.001 (0.017)

Ability to cooperate 0.064*** (0.021) −0.003 (0.022)

Situation-appropriate behavior 0.066*** (0.020) 0.089*** (0.022)

Social responsibility 0.057** (0.024) 0.052** (0.025)

Age centered around 19.34 0.008*** (0.002) 0.016*** (0.002)

Year of apprenticeship −0.026 (0.026) 0.006 (0.029)

Constant 1.455*** (0.076) 1.422*** (0.090)

Observations 7,878 8,96

R2 0.056 0.042

Note:*p < 0.1; **p < 0.05; ***p < 0.01.

Table 3. 
Regression analysis gender differences in motivation.
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4.2  Women

Examining the model for women, the constant for a female reference person with 
1.422 scale points for motivation and interest is below the initial level observed in the 
model for men.

The ability to analyze statistically significantly reduces the interest in completing 
the training by 0.073 scale points (p < 0.01). Working techniques (0.080, p < 0.01), 
autonomy (0.101, p < 0.01) and target-oriented behavior (0.057, p < 0.05) have been 
observed to increase the interest and motivation to complete the apprenticeship. 

Figure 5. 
Regression Analysis Women.

Figure 4. 
Regression Analysis Men.
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Flexibility and reflectiveness, as part of the methodological competence, show no 
significant effect.

In contrast to men, only empathy (0.036, p < 0.05), situation-appropriate behav-
ior (0.089, p < 0.01) and social responsibility (0.052, p < 0.05) promote motiva-
tion in women. Other ability concepts of social competence are not statistically 
significant.

Within the socio-demographic factors, the same pattern emerges as for men. A 
higher age than the average age of all women surveyed increases motivation (0.016, 
p < 0.01). However, the year of apprenticeship has no significant effect.

With an R2 of 0.056, the model explains a total of 5.6% of the variance of the 
dependent variable for men. For women, the model achieves 4.2% explained variance.

Accordingly, there are central gender-based differences in target-oriented behav-
ior, which promotes interest in women but not in men. However, the results indicate 
that men derive greater benefit from the ability to deal with conflict and cooperate.

5.  Summary

The analyses demonstrate that both methodological and social competence are 
important determinants for the interest and motivation to successfully complete the 
apprenticeship. In addition, the results indicate that the competence characteristics of 
men and women have different effects on apprenticeship success. It can be reported 
that hypothesis 1 is confirmed with regard to methodological competence and the 
ability to deal with conflict, with the exception of the ability to analyze: Women rate 
their social and methodological competence higher than men.

Hypothesis 2, that higher methodological competence promotes interest and moti-
vation to complete the apprenticeship in men, is confirmed for working techniques 
and autonomy. For women, hypothesis 3 is also confirmed for target-oriented behav-
ior, whereas the other skills show no significant or negative effect for either group.

6.  Conclusions

Autonomy, target-oriented behavior and working techniques as a part of the 
methodological competence, which are statistically significant in promoting appren-
ticeship success, are also subjectively rated as the strongest skills by the apprentices. 
However, the descriptive results highlight the heterogeneity due to relatively large 
standard deviations and statistical outliers. The results indicate that male apprentices 
in particular benefit from higher social competence, specifically in the areas of the 
ability to deal with conflict and cooperate. Especially those apprentices who show 
deficits in these areas therefore need support geared towards these skills.

It must be considered that the operationalization of competences and ability concepts 
as well as their definitions vary in different studies. Both the survey procedure and the 
definition and operationalization of terms can lead to different results. This would be 
one possible explanation for the negative effect of the ability to communicate on the suc-
cess of the apprenticeship in this study, although this ability represents a relevant success 
factor from the employer’s perspective [32]. In addition, confounders that can influ-
ence competence and apprenticeship success must be considered. The literature shows 
that personality traits interact with each other in a complex way. As demonstrated by 
Schafer and Baeriswyl [35], the personality trait of extraversion has a negative impact on 
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educational success. Furthermore, Lang [15] posited that extraversion also significantly 
influences communication skills as measured by the smk items.

This, in turn, can be interpreted as a possible explanation for the negative effect of 
communication skills in men. In addition, both resilience and self-efficacy expecta-
tions are important determinants for a positive course of education, as a review study 
from Switzerland [36] shows.

At the same time, the interdependence of success factors in vocational educa-
tion and training must be taken into account [36]. It is, therefore, important to offer 
support that compensates for a deficit in a specific area of the apprentice in order to 
ensure the success of the vocational training.

Various approaches are conceivable to promote the transferable competence 
development of apprentices. For example, companies can contribute to the sustain-
able promotion of transferable competences through innovative learning cultures 
and company structures, such as those implemented in a best practice example from 
Switzerland [37, 38]. Close involvement of apprentices in company projects fosters 
autonomy and reflectiveness as well as initiative, the ability to communicate and 
to work in a team, from which the management of one’s own learning process can 
be derived as an important success factor for vocational training in an innovative 
learning environment. In this context, coaching can also be an effective approach to 
supporting apprentices in their development. This may be achieved by developing 
problem-solving strategies, addressing how to deal with their own mistakes, and 
promoting reflectiveness [38]. The study by Maag Merki [39] additionally suggests 
that the concept of a learning company is an important factor in the dissemination 
of transferable competences, depending upon the occupational field. The concept 
includes the opportunity to make autonomous decisions, cooperative behavior by 
supervisors and engaging activities as an integral part of the apprenticeship.

In conclusion, it is important to note that the provision of tailored support for 
apprentices in the dual system requires a comprehensive professionalization of 
the teaching staff at both learning venues so that both school teachers and contact 
persons in companies have the appropriate knowledge and skills to adequately address 
both social and methodological skills. The systematic development of transferable 
competence is a key factor in supporting motivation and interest in successfully com-
pleting an apprenticeship within the framework of the above-mentioned approaches.
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Chapter 5

Industry Placements: Planning, 
Practice, Performance
Mary T. Grant

Abstract

Presenting one’s capability to prospective employers can be daunting and unfamiliar 
to new graduates. Employers’ perceptions of graduate requirements for the workplace 
and how they influence course discipline provision in higher education should be a 
major consideration of graduate transition to the workplace. Development of employ-
ability for pre-qualified students should be gradual, offer a mix of related activities, 
tools and support, and be delivered across each year level of a course discipline. 
Industry placements are best positioned centrally in the quest to developing employ-
ability, following extensive planning and an exploration of industry and the individual. 
As such, the practice that occurs throughout industry placements will allow students 
to gain experiential learning and a strong foundation from which to self-market their 
performance and signal their employability to prospective workplace employers.

Keywords: industry placement, experiential learning, higher education, employers, 
graduate employability, employability signalling

1.  Introduction

The term ‘employable graduate’ is synonymous with an awareness of industry 
requirements, self-awareness, adaptability, practice and self-marketing [1]. In higher 
education, graduate attributes or capabilities are the skills and knowledge that are 
necessary for students to demonstrate confidence, competition and work readi-
ness within respective industry disciplines [2]. Industry experiences, which involve 
applied learning in the workplace related to a course discipline, are instrumental in 
providing the foundation from which to foster the transfer of knowledge, skills, and 
attributes, and to strengthen graduate capability [3]. Not surprising is that experien-
tial learning becomes an assumed outcome of all industry experiences from which 
students can convert to employability signalling.

This chapter explores industry placements with a focus on planning, practice 
and performance following a cyclical approach to applying discipline theory into 
practice while developing graduate employability [4]. In doing so, a promotion 
of how higher education and industry can align their perceptions of industry 
requirements, is shared. Guidance is presented, in reference to these phases, that 
identify the individual constituents essential to working within specific industry 
disciplines and to developing and signalling employability from experiential 
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learning [4]. To conclude, a range of suggested tools and activities are assigned to 
individualise and enhance learning and collaborative efforts.

2.  Industry placements

It is not an uncommon assumption by industry employers to expect graduates 
from their discipline to have the requisite skills, knowledge, attributes and related 
competencies to undertake a strong organisational fit. Often, the expectation stems 
from the belief that a university education will equip prospective graduate employees 
with employability skills essential to performing their jobs [5]. Despite these assump-
tions, the reality is that many employers find that graduates lack the requirements 
for employment in their industry discipline. Knowledge relating to the tasks and 
roles and industry standards are often not clearly and consistently defined which can 
affect the shaping of a student’s expectation of the industry with reality and poten-
tially influence occupational choice [6]. Influential is the experiential learning from 
practical experiences whereby knowledge is created from an ability to understand an 
experience, and to demonstrate learning through application.

In this chapter, industry placements/internships are referred to as “linking 
theory with practice by providing regular, structured and supervised opportunities 
for students to apply and test knowledge, skills and attitudes, developed largely in 
campus-based studies, to the real world” [7]. Placements undertaken in the workplace 
that provide informal, relative, and interactive (social) learning environments, make 
significant contributions to the individual learning process and professional devel-
opment. The Graduate Employability Cycle of Learning [4] framework (Figure 1) 

Figure 1. 
Graduate employability cycle of learning [4].
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focuses on the continuous learning about the industry, self and the workplace, while 
centralising practical experience as the foundation from which experiential learning 
occurs and can be transformed into graduate employability. Embedding industry 
placements into the learning process provides an investment to develop graduate 
employability across all year levels of a course discipline through planning, practice 
and performance.

2.1  Planning: A pre-condition to industry placement

Planning for industry placements is not unlike the preparation that is required 
to complete examinations and assessments. Students must understand and apply 
theoretical concepts and discipline knowledge; for industry placements these 
are applied in a workplace/practical setting. The workplace setting naturally 
introduces a new set of informal, contextual, and social factors relating to com-
munication, navigation of workplace systems and processes, operations, and codes 
of ethics, to name a few [8]. Complementing an awareness of these factors is an 
understanding by students of who they are as individuals, what they are good at, 
where their interests lie and their point of difference. Each is fundamental when 
applying discipline knowledge in a practical setting. Essentially, having an industry 
and self-awareness are principal, pre-condition components to preparing for an 
industry placement [6].

2.1.1  Industry awareness

Distinct factors characterise the complexities of each industry discipline. How 
these are depicted by students relies on the transparency of an industry and how 
it may influence a student’s expected career satisfaction and ability to make sound 
career decisions. The following identifies the six Industry Awareness Factors that have 
been recognised as significant to distinguish in terms of an industry discipline and 
how they can assist students to prepare for an industry placement [6]. The Industry 
Awareness Factors are job classifications; advertised employment; structure of 
industry sector; interrelated industries; additional requirements and training; and job 
status and salary [6].

Job classifications: The associated role functions that are characteristically imple-
mented within an industry discipline, would be the best definition for job classifica-
tions. Many industry disciplines have their own set of job classifications to identify 
the broad functions of related industry roles. In the discipline of sport management, 
there is no formal set of job classifications, however, from research, the following 
six job classifications represent the sport management discipline: Administration/
Finance/Operations; Coaching/High Performance; Customer/Membership/
Athlete Services; Development/Participation/Programs; Events/Competitions; and 
Marketing/Media/PR/Communications [6], and the skill sets related to the specific 
roles that typify the industry discipline. These six job classifications represent broad 
role functions that relate to most industry disciplines and enable students to gauge 
the breadth and range of role opportunities within an industry discipline [6]. For 
example, the Events/Competitions classification could refer to any industry which 
conducts events including conferences and brand launches, and ‘competitions’ could 
relate to awards, from which applicants competing against one another, are selected to 
be ‘crowned’ a winner.
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Advertised opportunities: Attracting suitable job candidates is the purpose of job 
advertisements in any industry discipline. It takes multiple staff to identify the gaps in 
skills, experience, knowledge and the mix of personalities that are present in a work-
place. Job advertisements typically provide a generous mix of information about the 
organisation, demographics, clients, specific tasks, line of reporting, and the essential 
and desirable selection criteria to attract the ideal applicant. The job advertisement, 
coupled with an organisation website search, provides an ideal base for students to 
not only prepare for prospective employment, but for industry placements where the 
student will interact within the workplace. In addition, the advertisement content and 
the title of the role will provide an indication of whether the position is an ‘entry-level’ 
position, often the most suitable for new graduates [6].

Structure of industry sector: Characterising the structure of any industry sector 
requires consideration of a number of elements. Typically, identification of the range 
of job roles offered, services provided, facilities and resources available, target groups, 
and group demographics, are basic considerations. These are important when breaking 
down industry sectors and determining good student ‘fit’. For example, “a desire to work 
in the construction industry sector” is a very broad statement considering the number of 
sectors within construction, not limited to, residential housing, commercial, specialised 
industrial, and heavy construction. Each covers an extensive range of services and cor-
responding job roles, from planning (project manager) and design (architect) to physical 
structure construction (builder), then to the finishing touches (painter and decorator). 
The illustration of workplace context variations in respective industry disciplines is 
important to shaping the industry landscape from which students can consider when 
making career choices. Essentially, practical experience undertaken through industry 
placements is the vehicle that can foster an awareness of the structure of an industry 
sector from the experiential learning that occurs outside the classroom [1].

Interrelated industries: Every experience contains a learning element, no matter 
how small. Student recognition of interrelated industry experiences that develop 
relative, transferable skills and attributes, often become a point of difference [6]. For 
example, a health promotions officer role in the health sector, would assume skills 
and attributes that can be transferred to a sports development role. Employers seek 
potential graduates who have a mix of values, behaviours, and who can develop and 
transform their capabilities from a basic to proficient level while contributing to the 
workplace. The combination of generic and specific competencies strengthens gradu-
ate employability, particularly given the rapid transformation of industries to address 
technological advancements [9].

Additional requirements and training: In a similar vein to interrelated industries, 
having additional qualifications, requirements or training are elements that can 
indicate a point of difference to employers. More specifically, job candidates who 
have obtained additional qualifications or workplace requirements and/or training, 
will often demonstrate that they understand their role, clients and stakeholders by 
recognising and addressing industry and workplace training requirements [6]. For 
example, in physical sporting contexts, designated staff (coaches, event managers) 
may be required to have basic first aid and cardiopulmonary resuscitation (CPR). 
Additional training in this context may be a Level 1 or a Level 2 Sports Trainer certifi-
cate which are training courses that have been specifically designed for application in 
sporting contexts in the management of sporting injuries. As such, the significance of 
basic and additional training and certifications such as these in sporting contexts that 
attract large groups of people, contribute to addressing occupational health and safety 
policies and to reducing workplace safety risk [10].
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Job status and salary: There are many factors that can influence a graduate’s career 
choice and attraction to work in a specific industry discipline. Job status, in terms of 
job time fractions (e.g. part time), and expected salary range, are two such factors, 
typically referred to in job descriptions for advertised roles. The attraction to avail-
able time fractions can vary depending on the circumstances of the individual, while 
earning potential and opportunities for job advancement are long term considerations 
[6]. Both are important factors that are influential on the career pathway choices and 
perceived expected satisfaction of graduates strengthening the importance of know-
ing the structure of an industry discipline.

2.1.2  Self-awareness

The process of navigating the distinguishing factors of an industry discipline will 
innately identify how well we are suited to the workplace and to various, associated 
roles. It’s the thinking, feeling and ‘being’ components of an individual that sets 
them apart from others within the workplace. The following identifies the four Self-
Awareness Factors that have been recognised as essential to preparing for an industry 
placement in terms of performance. The Self-Awareness Factors are degree knowl-
edge, skills, and application; emotional intelligence; career development learning; 
and reflect, assess, and evaluate [6].

Degree, knowledge, skills and application: Gaining the technical knowledge and 
skills associated with a degree are essential to gaining employment in respective 
workplaces. Equally important is the self-awareness required to apply the knowledge 
and skills in a practical setting to heighten an awareness of workplace operations and 
the requisite knowledge and skills to allow students to contribute to the workplace [6]. 
Having the degree knowledge is an employer expectation; having the ability to spon-
taneously apply while engaging clients and colleagues in the workplace is a necessity.

Career development learning: Learning, in relation to an individual’s career develop-
ment is subjective and not targeted to a specific industry discipline. Notably, career 
development learning requires self-awareness to navigate the working environment, 
establish the requisite skills to transition into the workplace, and essentially, to fulfil a 
satisfying career. Experiential learning from industry placements promotes a connec-
tion between subjective learning and an ability to create career opportunities through 
decision-making and the application of experiential learning beyond the degree [11].

Emotional intelligence: A strong connection exists between emotional intelligence 
and employability. Emotional intelligence is a type of social intelligence that allows 
an individual to monitor their own and others’ emotions while transferring the 
information to guide their thinking and actions [12]. Emotion is evident in the learn-
ing process and is presented in multiple contexts, when completing examinations, 
homework, and meeting deadlines, shaping each unique, learning experience. It is 
important for the learner [students] to recognise the association of emotion to learn-
ing and how they can become attuned to their emotion to strengthen their individual 
learning experiences and the notion of what it means to be employable.

Reflect, assess and evaluate: Learning from lived experiences in work, study or life, 
and applying improvements or generating new ideas, are outcomes of reflection, 
assessment and evaluation. In preparation for industry placements, these actions are 
significant for students to navigate the workplace and to recognise workplace require-
ments and potential ‘fit’ to an industry discipline. When implemented in a practical 
workplace setting, these actions are instrumental in assisting students to develop 
social awareness in organisational contexts involving an ability to gauge situations 
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accurately, free from bias, emotion or assumption [8]. Essentially, through reflec-
tion, assessment and evaluation, students will be equipped to make informed career 
choices.

2.2  Practice: Experiential learning

It is no surprise that practical experiences are highly sought by employers of all 
applicants including new graduates. In particular, of the notion that practice pro-
motes experiential learning which occurs when knowledge is created through the 
transformation of practice or an experience [13]. Naturally, a positive association 
between industry placement and employability exists and is fostered when the learn-
ing environment allows practice to be informal, relative and interactive (social) [8]. 
The Experiential Learning Cycle (Kolb 1984) [13] is illustrated by a four-stage cycle 
of experiencing (Concrete Experience), reflecting (Reflective Observation), thinking 
(Abstract Conceptualisation), and acting (Active Experimentation) to promote the 
best learning and student outcomes. As recognised by the Graduate Employability 
Cycle of Learning [4], preparation is key to ‘practice’ to generate optimal learning 
from industry placements. In terms of employability, a number of industry placement 
considerations are outlined according to where they would occur or develop within 
the four stages of the Experiential Learning Cycle [4]. Demonstrating these consid-
erations to prospective employers during job recruitment and selection would occur 
through presentation: signalling employability and will be outlined in the next section 
of this chapter.

Experiencing (“doing”): Practical experiences gained from industry placements 
are likely to produce work-ready, motivated and committed students who can apply 
their course discipline knowledge, skills and attributes to the workplace. Of note, are 
student considerations relating to potential referees, application of theory to practice, 
their performance, and a demonstrated commitment to industry [1]. Each relate to 
a student’s prospective employability and overt demonstration of capability, which 
is why a student’s preparation and approach to practical experience is significant. 
Preparation for industry placements (or general practical experience) is outlined 
in the preparation section above. Fundamentally, treating every experience as an 
extended job interview is a sensible approach. More specifically, providing workplace 
supervisors and prospective referees a forum to observe students in the workplace 
and to recognise the individual skills and attributes that are not assessable during job 
recruitment and selection.

Reflecting: Prior to reflecting, goal setting should technically occur in the prepara-
tion phase before undertaking an industry placement to enable specific achievement 
of desired placement outcomes. Having set industry placement goals encourages 
evaluative thinking through reflective practice; both are essential to fostering 
individual growth and development. Industry placement reflection is an ongoing 
practice that should occur throughout the experience to capture experiential learning 
as it occurs, to provide examples of evidence of capability when preparing and per-
forming in a job interview. Typical reflective considerations include relating industry 
experiences with a job’s requirements and to recognising industry placement [goal] 
outcomes [1].

Thinking: Interpreting practical experiences to address the requirements of an 
advertised job role highlights the process of making sense or translating an experi-
ence to articulate the learning that has occurred and its relevance to industry roles. 
Communicating that learning has occurred requires an ability to relate and to 
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articulate the learning. In other words, providing relatable examples in a job inter-
view, for example, and verbally and visually articulating information through written 
job applications and in job interviews [1]. Attention to building a bank of examples 
on an ongoing basis throughout an industry placement would follow reflection of an 
experience.

Acting: The final part of the practice cycle is for the individual to actively exhibit 
an ability to adopt new knowledge and skills to make decisions and solve problems 
to enhance their employability. These actions involve demonstration of leadership in 
being able to take accountability and make decisions; and to self-market and present 
a point of difference through exhibiting a commitment to solve problems [1]. These 
considerations must occur throughout an industry placement to ensure that the result 
or outcome from making decisions and taking action to solve problems are procured 
before placement completion, to enhance a point of difference.

2.3  Presentation: Signalling employability

Basic employability skills are the fundamental criteria sought by industry employ-
ers of job applicants [5]. Attracting suitable applicants through job recruitment and 
selection processes provides employers with a basis from which to navigate the talent 
pool of graduate applicants. While many organisations rely on their business reputa-
tion or professional brand to recruit strong applicants, graduate applicants may base 
their work-related motivations and an awareness of industry employment opportuni-
ties to determine their interest and best job fit.

Assessing a job applicant against job criteria to determine whether they are 
employable or the best candidate for the role is not an easy task. The knowledge, skills 
and attributes of job applicants are not directly observable from evidence provided in 
a written job application or from an interview during job recruitment and selection. 
Hence, the experiential learning and professional development gained from industry 
placements can be identified within the various stages of each practical experience 
and presented as observable employability signals.

2.3.1  Signalling employability: Indicators

It takes a combination of indicators to present as an employable graduate. How 
these indicators are presented can determine the transparency of the message 
received by prospective employers. The following 10 Observed [employability] 
Signals [4] have been identified from employability research and recognises how 
these can assist students to transparently signal their employability to prospective 
employers during job recruitment and selection. Each Observed Signal is comprised 
of multiple indicators [4] to add depth to why each signal is so significant and how 
they relate to practical experiences in general and through industry placements. In 
addition, each address one or more of the eight basic skills to employability: basic 
literacy and numeracy; critical thinking; leadership; management; interpersonal; 
information technology; systems thinking; and work ethic [5].

The 10 Observed Signals and Indicators [1] are as follows:

1. Experienced industry referees: In preparation for job applications, careful fore-
thought of industry referee selection is crucial. It is obvious that referee choices 
should include individuals who have worked with the graduate applicant, in 
a paid or voluntary capacity, in either a managerial or higher position level 
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[than the applicant] and is someone who will speak positively of the applicant. 
Essentially, considerations of industry referees should delve deeper than simply 
putting down a referee name. Explicitly, the signal indicators include experi-
enced referees with a positive industry reputation, and ultimately, are individu-
als who recognise applicant [employability] capabilities [1]. Selecting experi-
enced referees who have had years of working experience in a respective industry 
discipline would suggest that in the workplace, the referee has mentored the 
applicant throughout their practical experience. Such industry referees who 
have established a positive industry reputation over a number of years would 
not likely act as a referee for applicants they would not recommend for a job. It is 
also a common occurrence for a hiring employer familiar with the experienced 
referee, to call them ahead of shortlisting applicants to find out more about the 
applicant than their written application divulges.

2. Referee check: alignment of applicant and referee: The referee check is a sound pro-
cess whereby a referee can directly relay a graduate applicant’s capability to the 
hiring employer. Indicators of the referee check signal include, the direct obser-
vations made by referees of the applicant over an extended period, to determine 
the applicant’s motivations, work ethic, skills and ability, and the guidance a 
referee provides throughout the experience [1]. Referee observations of the ap-
plicant over an extended period allows the depth of an applicant’s capability to 
be relayed in the referee check to provide context to the application and against 
required job criteria. In addition, information from these checks can increase 
the accuracy of applicant assessments by the hiring employer than the compara-
tively short job recruitment and selection process would allow. Equally beneficial 
is the selection of referees who undertake a similar role than that of the hiring 
manager, signalling the working relationship and alignment of the referee and 
the applicant, in terms of mentored discussions and preparation for the industry 
workplace.

3. Voluntary experience(s): Multiple benefits are associated with undertaking 
voluntary experiences. The indicators that comprise this signal are related to 
the motivations and commitment of the graduate applicant to these experi-
ences; an understanding of how volunteering contributes to communities; and 
an established understanding of how organisations operate [1]. For example, an 
applicant who has been committed to volunteering at an organisation for a long 
period of time is likely to suggest that the applicant can commit to working in an 
organisation for the long term. Voluntary experiences provide optimal oppor-
tunities for an applicant to develop an understanding of workplace operations, 
structure, and an application of systems thinking (understand and operate 
within social, organisational, and technological systems). Such experiences 
also produce a wealth of examples as evidence for applicants to showcase their 
capabilities.

4. Unpaid experience: pathway to employment: The learning associated with un-
paid experiences extends to paving a pathway to prospective employment. The 
signal indicators relate to graduate applicants who can demonstrate, from their 
practical experiences, their understanding of the industry discipline; realistic 
expectations of industry associated roles and workplaces; their work ethic, criti-
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cal thinking, and overall performance [1]. Gaining realistic expectations of an 
industry discipline typically form from exposure to a variety of practical experi-
ences where industry discipline knowledge and critical thinking can be applied, 
and informed career decisions made. Gained experiences act as a pathway to 
employment in terms of a graduate’s ability to recognise their own skills, perfor-
mance and capabilities and their potential job suitability, based on their experi-
ential learning in a given industry discipline.

5. Practical experience related to an advertised role: Opportunities to engage in prac-
tical experiences that relate to an advertised industry produces multiple benefits. 
Specifically, indicators associated with a graduate applicant’s recognition and 
articulation of transferable skills from prior experiences from any industry; 
related skills, attributes and knowledge; and ability to showcase these using all 
forms of communication and critical thinking [1]. All indicators present a sense 
of familiarity to advertised roles, in the sense that the applicant has performed 
a similar role in the past in the same industry discipline, or within a different 
industry discipline but have applied the same skills.

6. Practical experience outcomes: Realising practical experience outcomes is as sig-
nificant as recognising when goals have been achieved. The outcomes from prac-
tical experiences contribute to the experiential learning process. The indictors 
that comprise this signal include an applicant’s ability to stipulate the outcomes 
that have occurred; demonstrate an appreciation of the industry workplace and 
a confirmed desire to work within the industry discipline; and an attraction to 
specific job roles [1]. Demonstration of the above indicators suggest that gradu-
ate applicants who recognise practical experience learning outcomes and their 
contributions to those involved, have the capacity to think critically. Subsequent-
ly, critical thinking forms part of an applicant’s learning, reflection and evalu-
ation and are key to developing self-awareness and employability. An ability to 
capture how far the individual has come from commencing and finishing an 
industry placement or practical experience, to achieving outcomes, is enabled 
through self-reflection. Ultimately, realising practical experience outcomes can 
highlight job satisfaction and a provide confirmation to pursuing a career within 
the industry discipline.

7. Presentation: Showcasing the experiential learning that has occurred from 
practical experiences must be apparent to a prospective employer. Indicators 
of this signal include graduate applicants who can use all forms of communica-
tion to enunciate their capability; engage through visually appealing written 
documentation; and through verbal presentation delivery [1]. Each demand an 
ability to generate a positive first impression to the hiring employer. Accuracy 
of written documentation and visual appeal typically suggest that the appli-
cant pays attention to detail, and through a cohesive structure can highlight, 
upfront, that the advertisement criteria has been addressed. Not only does 
organised and structured written documentation provide a tool for self-promo-
tion, but it can enable a swift assessment by employers on whether to shortlist 
the applicant. Strong verbal presentations can portray applicants with intrap-
ersonal skills and leadership traits, such as an ability to maintain and nurture 
business relationships [1].
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8. Articulation (content): Distinguishing an applicant’s point of difference is a 
significant outcome of articulation (content). The indicators that define the 
signal articulation, include communication shared via experience stories that 
relate to the advertised role; highlighting the extent of the applicant’s participa-
tion and contribution within the organisation; and associated confidence [1]. 
Storytelling provides a powerful approach to connecting an experience with 
an advertised role, and when executed effectively, can highlight graduate ap-
plicant contributions to the workplace, level of responsibility, and evidence of 
their working relationships. Clear articulation of previous roles including how 
an applicant worked in a team, whether they managed volunteers, or their level 
of involvement in project outcomes, can provide prospective employers with a 
perspective of applicant performance and working confidence. Typically, these 
capabilities cannot be learned in the classroom and without articulation, are dif-
ficult to assess.

9. Leadership attributes: Development of leadership attributes can occur in a 
range of settings. Typically for higher education students, these are developed 
at university and community social events, through voluntary opportuni-
ties, from paid work, and from extra-curricular activity including sport. The 
indicators of this signal relate to the applicant seeking and gaining voluntary 
experiences and building new networks; workplace situations which highlight 
displays of initiative, motivation and decision-making; and responsibility to 
undertake basic and higher level tasks [1]. For example, graduate applicants 
who are motivated and proactive to seek new opportunities and tasks to adopt 
their skills and make decisions to assist others, display leadership attributes. 
Emotional intelligence and leadership are evident in workplace scenarios 
where the applicant motivates others, contributes to a team, listens to others 
and attempt to resolve conflicts; each are highly desirable in any workplace 
discipline.

10. Self-marketing: Industry placements and other industry-based practical experi-
ences provide individuals with opportunities to gain knowledge, skills, attributes 
via hands-on experiences. Sharing the experiential learning gains requires an 
ability to self-market. The indicators relating to this signal include using ex-
amples as evidence of ability; highlighting outcomes gained for the organisation 
and clients; translating applicant ability using various communication methods; 
matching ability to the role; knowing their point of difference and personal 
brand [1]. Self-marketing is evident in a number of ways. Using examples to evi-
dence ability are critical to marketing the depth, range, individual performance, 
and outcomes of the practical experiences undertaken. Accompanying attributes 
to strengthen these examples are demonstrating motivations to participate in 
extra-curricular activities and the level of commitment and leadership in doing 
so. An ability to critically reflect is essential to transform gained experience and 
knowledge into new learning and an exploration of outcomes for the organisa-
tion and clients. Developing the link between professional knowledge and skill 
application within workplace contexts produces insight into a graduate’s fit 
within an organisation and to performing tasks. The crescendo of self-marketing 
is establishing a point of difference and the foundations of a personal brand that, 
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when translated by a potential employer, demonstrates why the applicant is the 
best person for the job and the organisation.

3.  Where to from here: Tools and activities

Planning, practice and performance provide a foundation from which to build 
graduate employability throughout a higher education course discipline. Industry 
placements provide significance in terms of the experiential learning and profes-
sional development that can be used to signal graduate employability. In addition, 
increased collaborations and connectedness between higher education and industry 
discipline employers can inspire innovative program development, achieve mutual 
goals, address respective perceived skill requirements and their alignment across the 
relevant higher education and industry disciplines.

In this section, suggested tools and activities are recommended to assist higher 
education faculties and industry to collaboratively build graduate employability 
across industry disciplines. Such tools and activities can be used to prepare students to 
undertake industry placement, gain practical experiences, from which they transfer 
their experiential learning and professional practice into observable employability 
signals.

3.1  Planning: Tools and activities

Preparing students to undertake an industry placement requires much plan-
ning, exploration and consideration to ensure that they can make the most of their 
experience to foster their own professional development. The following tools and 
activities in Table 1 are suggestions for higher education faculty staff to guide their 
student cohort to explore the respective industry discipline and their individual 

Planning/preparation for industry placements (industry awareness & self-awareness)

Tools (access):

• Job descriptions

• Job search sites

• Job skills reports

• Market research reports

• Business reports

• Organisation websites

• Industry/Governing body websites

• Self-assessment tools e.g. card sorts

Activities (conduct/create):

• Informational Interviews (industry professionals)

• Case studies – alumni success stories

• Industry guest speakers (including alumni)

• Research projects with industry collaboration

• Student events with Industry representatives

• Assessments with, or involving industry

• Competency assessment/evaluations

• LinkedIn Learning modules

• Career development learning modules

• Career development portfolios

• Personal Branding portfolios

Table 1. 
Tools and activities: Pre-Condition Phase 1.
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self-awareness. These tools and activities aim to support the preparation of students 
to undertake industry practical experiences and address the Pre-Condition Phase 1 
from the Graduate Employability Cycle of Learning [4].

3.2  Practice: Tools and activities

Industry placements provide opportunities for students to apply theory into 
practice and to exercise their professional skills. Quality industry placements are 
those which foster collaborations and connectedness between higher education and 
industry discipline employers to build graduate employability throughout a course 
of study. Table 2 lists tools and activities suggestions for faculties and industry to 
collaboratively build the professionalism and employability of student cohorts while 
addressing the Experiential Learning Phase 2 from the Graduate Employability Cycle 
of Learning [4].

3.3  Performance: Tools and activities

The experiential learning gained from industry placements provide students with 
an opportunity to apply their theoretical knowledge into practice and to exercise their 
professional skills. The following tools and activities in Table 3 are suggestions for 
faculties and industry to enable students to convert their experiential learning into 

Practice during industry placements (experiential learning)

Tools (access):

• Industry placement supervision 
guidelines

• Supervisor feedback surveys

• Competence assessments 
[projects and placements]

• Job/projects board (industry 
opportunities)

• Industry profession videos 
[pathways]

• Data on student employment 
outcomes [placement/ projects]

• Industry report on placement/
project outcomes

• Student employment/voluntary 
role gains (data)

• Career and skills strengths 
portfolio

Activities (conduct/create):

• Placement visits [feedback]

• Identification of suitable supervisors/mentors [placements/
projects]

• Industry network events

• Speed networking activity

• Information relating to referee roles, ongoing correspondence 
with, and maintaining referees

• Industry seminars

• Career sessions/forums

• Alumni presentations

• Informational interviews

• Critical reflection tasks including student placement and project 
outcomes and Graduate employability attainment

• Job description dissection/Writing job application tasks

• Mock job interviews; Preparation of STAR responses

• Case studies – application of knowledge, skills and attributes

• Competency assessment tasks including workplace technologies 
and systems

• Classroom discussion/exploration of workplace leadership 
examples

• Personal brand activity

Table 2. 
Tools and activities: Experiential Learning Cycle Phase 2.
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observable employability signals. Prompting students to build examples as evidence 
of their ability and knowing how to self-market their capabilities are fundamental to 
signalling employability to prospective employers and address the Observed Signals 
Phase 3 from the Graduate Employability Cycle of Learning [4].

4.  Conclusion

Course discipline learning occurs in a range of contexts with varying effects on 
student expectations of the respective industry discipline. Industry placements, com-
pleted in the workplace and outside of the classroom, provide an opportunity to apply 
theory to practice while facilitating learning within a specific industry discipline. The 
theme planning, practice and performance promotes industry placements as central 
to disciplinary learning and focuses on these to building graduate employability. In 
doing so, it promotes how higher education and industry can align their perceptions 
of industry requirements and work together to ensure that industry placements can 
produce the foundation from which students can build and signal their employability.
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Performance outcomes from industry placements (signalling)

Tools (access):

• Job descriptions – thorough, distinguish 
function, indicate appropriate job classifica-
tion, salary, and specify additional require-
ments and training, including length of prior 
experience

• Conduct inductions and OHS training

• Supervisor feedback surveys

• Competence assessments [projects and 
placements]

• Industry profession videos interviews 
[pathways]

• Collect and share data on student employment 
outcomes [placement/ projects]

• Industry report on placement/project 
outcomes

Activities (conduct/create):

• Host students for practical experiences and identify 
suitable supervisors/mentors [placements/projects]

• Provide students with a range of practical experi-
ences to explore and exercise the multitude of 
employability skills applied in the workplace

• Align practical experience opportunities with 
employment outcomes

• Attendance at industry network events

• Attendance/presentation at industry seminars or 
career sessions/forums

• Alumni presentations/stay connected

• Participation in informational interviews

• Preparation of case studies

• Competency assessment tasks including workplace 
technologies and systems

• Provision of workplace leadership example

Table 3. 
Tools and activities: Observed Signals Phase 3.
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Chapter 6

Practical Guide for Teaching
Coaching: Essential Tools and
Methodologies for Instructors
Lourdes Susaeta

Abstract

This chapter outlines the essential tools for a new instructor to successfully develop
a coaching course, drawing on the author’s experience teaching this course to under-
graduate students. The focus is on providing a practical guide and implementing
effective methodologies to ensure a comprehensive learning experience. Critical
methodologies, such as practical sessions, debates, and case studies, are discussed to
explore essential coaching skills. Additionally, strategies for fostering student engage-
ment and enthusiasm are analyzed. The chapter also highlights the importance of
developing critical competencies in students, including active listening, empathy,
effective communication, self-esteem, motivation, emotional intelligence, and career
development. By following this practical guide, future instructors are expected to be
well-prepared to confidently and effectively tackle the challenges of teaching
coaching, ensuring that students experience professional and personal growth. This
approach not only equips instructors with the necessary tools but also emphasizes the
holistic development of students, fostering a learning environment where they can
thrive. The chapter serves as a comprehensive resource for instructors aiming to
deliver a successful coaching course that nurtures essential skills and competencies in
their students, ultimately contributing to their long-term success in both their profes-
sional and personal lives.

Keywords: coaching methodologies, student engagement, competency development,
effective communication, emotional intelligence

1. Introduction

The study of coaching can transform students’ university experience and guide
them toward their professional future. By providing guidance, support, and a struc-
tured framework for personal development, coaching empowers students to clarify
their goals, overcome challenges, improve self-awareness and their relationship with
others, enhance their capabilities, and prepare for the future. This course provides the
space and structure necessary for reflection, which is essential for learning and
growth. It helps students understand their values, strengths, and weaknesses and
identify where their actions diverge from those values or stated goals. A good
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coaching instructor can help students reconnect with what they love about their lives
and work and project themselves into the future. As Whitmore notes, “coaching
unlocks a person’s potential to maximize performance. It is helping them to learn
rather than teaching them” [1].

The skills gap discussion is highly complex, with significant efforts to improve
students’ employability to ensure they have the best career start. In our world, where
there is high pressure for instant results, students focus on critical thinking and
problem-solving. However, how are we cultivating self-awareness and developing soft
skills for long-term happiness?

Our ability to connect and work with others develops throughout our careers rather
than being formally taught, which can be challenging for some. According to Forbes, 1
in 5 people are looking to switch jobs, with poor management being one of the reasons.
Therefore, how can we teach practical “Coaching” skills early in our careers to
encourage long-term success and better team management? Clutterbuck highlights,
“Effective coaching in education helps students to take responsibility for their learning
and development, leading to improved self-awareness and better outcomes” [2].

Coaching in higher education addresses technical competencies and significantly
impacts students’ personal and emotional development. Grant states, “Academic
coaching can significantly enhance student resilience, self-regulation, and motivation,
leading to better academic performance and personal growth” [3]. Dr. Paddy
Pampallis, in her presentation at the Higher Education Leadership and Management
(HELM) ENGAGE session, emphasized that coaching can change our mindsets and
open our hearts, allowing for deeper and more meaningful connections with others.
This holistic approach improves professional skills and transforms how individuals
relate to the world. According to Starr, “coaching in educational settings fosters an
environment of continuous improvement and supports the development of key life
skills such as empathy, communication, and emotional intelligence” [4].

This chapter provides a practical guide for novice instructors in teaching coaching.
It will highlight the importance of self-awareness, empathy, and emotional intelli-
gence. Through effective methodologies such as practical sessions, debates, case stud-
ies, and strategies to foster student engagement, instructors will be better prepared to
tackle the challenges of teaching coaching, ensuring that students grow professionally
and personally. Van Nieuwerburgh suggests, “coaching in education facilitates a
reflective space where students can explore their own goals and challenges, leading to
greater self-efficacy and academic success” [5].

2. What is coaching?

Coaching is a facilitative process conducted through a conversation or dialog
between a tutor (coach) and a pupil (coachee) to optimize results, whether in a
personal or business context. This cheerful and effective communication system
emphasizes open-ended questioning, active listening, and raising awareness, allowing
the coachee to set action plans with new and better expectations. Coaching promotes
learning to improve performance and stimulates the ongoing development of skills. It
is characterized by an adult-to-adult relationship, where the coach accepts the best in
each person and encourages them to overcome self-imposed limitations. Unlike
directive approaches, coaching is typically non-directive and focuses on achieving
specific outcomes through self-regulation and effective action [1, 3]. Whitmore states,
“Coaching unlocks a person’s potential to maximize their performance, helping them
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to learn rather than teaching them directly” [1]. Additionally, Grant describes it as a
collaborative, results-oriented process that facilitates enhancing life experience and
goal attainment in both personal and professional lives [3].

Coaching is a key tool in professional and organizational development that is
applicable in various workplace situations. For example, when employees struggle
with time management and meeting deadlines, a coach can help improve their pro-
ductivity by developing time management skills. Coaching facilitates the rapid acqui-
sition of new skills in career-change situations, helping employees integrate
effectively into their new roles. Additionally, coaching is essential for improving job
performance, where a coach can offer techniques to increase efficiency and meet
goals. It is also valuable for fostering a positive attitude at work and teaching relaxa-
tion and visualization techniques that enhance well-being and productivity. Finally, in
the context of problem-solving, coaching equips employees with tools such as brain-
storming and mind mapping, promoting autonomy and informed decision-making.
Furthermore, coaching can help achieve other vital goals outside the workplace, such
as personal growth, improving relationships, or achieving a better work-life balance.

2.1 Historical evolution and typology of Coaching

The term “coaching” originates from the sixteenth century in the Hungarian vil-
lage of Kocs, where the “Kocs carriage” was invented to transport people from one
place to another. This concept of transportation translates into Coaching as a vehicle
to take people from their current state to their desired state.

2.2 The process of coaching

The coaching process is divided into several key phases:

• Context generation: Create a framework of mutual trust [6].

• Observation and inquiry: Gather information about the coachee’s situation to
understand it and detect beliefs [7].

• Feedback: Increase the coachee’s awareness of their situation [8].

• Action plans: Design, evaluate, and implement alternatives to achieve set goals [1].

• Follow-up feedback: Evaluate what worked well and recommend improvements [3].

2.2.1 GROW model

The GROW process is an effective structure to guide the client through four
phases:

• Goal (objective)

• Reality (current reality)

• Options (options)

• Will (what will you do?/commitment) [1].
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2.2.2 Example of the GROW model in time management

Goal (objective): The employee wants to consistently improve time management
to meet deadlines.

Reality (current reality): They miss deadlines due to poor planning and distractions.
Options (options): They could use prioritized task lists, the Pomodoro technique,

or attend a time management workshop.
Will (commitment): They choose to create daily task lists and use the Pomodoro

technique, committing to reviewing these daily and evaluating progress weekly.

2.3 Mindfulness in Coaching

Mindfulness is a psychological technique that refers to total mental concentration
and can be translated as “full awareness” or “full attention.” In coaching, mindfulness
helps reduce stress, increase self-awareness, and improve overall well-being [9].

Activities:

1.Observer change: Observer change is an essential practical activity in coaching
(see Figure 1). It involves putting the person in a different position to give them
a new perspective on reality, allowing them to rethink whether they were right
and opening new doors for a better interpretation of facts.

◦ The instructor will help students place themselves in a different position (e.g.,
from the perspective of another person involved in the situation).

◦ Reflect on how their interpretation of the situation changes from this new
perspective.

◦ Share experiences and new perceptions obtained.

◦ Discuss how this change of perspective can influence decision-making and
conflict resolution.

Figure 1.
The observer changes. Source: Own elaboration with ChatGPT.
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2.Reflection exercise:

◦ Students should identify a personal or professional situation that causes
conflict or challenge.

◦ Describe their current interpretation of the situation.

3. Goals and objectives

3.1 Understanding goals in coaching

Goals are fundamental to the coaching process. They provide direction
and purpose, helping individuals to channel their efforts and resources effectively.
In the context of Coaching, goals should be measurable, achievable, relevant,
specific, and trackable (SMART). This fulfillment ensures the goals are clear
and attainable, providing a structured pathway for personal and professional
growth [6].

The concept of goals in coaching encompasses various dimensions. Goals direct
attention and regulate the effort individuals put into their tasks. By setting goals,
individuals can increase their persistence, as the goals constantly remind them of what
they aim to achieve. Moreover, goals promote the development of strategies and
action plans, facilitating a structured approach to reaching desired outcomes. Addi-
tionally, achieving set goals can significantly boost self-confidence, reinforcing indi-
viduals’ belief in their capabilities [7].

3.2 The process of setting goals

To set practical goals, follow these steps:

1.Ensure comprehensive goals:

◦ Ensure your goals cover all critical areas of your life, not just one aspect like
business or finance. Use tools like the “Wheel of Life” to evaluate different
areas [8].

2.Set goals in key categories:

◦ Personal development goals: are related to self-improvement, such as
learning new skills, developing character traits, or improving physical well-being.

◦ Professional/financial goals: These are related to career advancements and
financial aspirations, such as achieving leadership positions, increasing
financial abundance, or growing a business.

◦ Adventure/object goals: These are related to leisure and personal desires, such
as owning a house by the beach, traveling to dream destinations, or
experiencing new adventures.
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◦ Contribution goals: These goals are about making a difference in the
community or the world. They involve actions that benefit others, such as
volunteering, supporting non-profits, or creating initiatives that positively
impact society.

3.3 Steps to setting effective goals

• Detailed goal list: Begin by making a detailed list of the goals you want to achieve.
Clarity is essential; vague goals are difficult to pursue and measure.

• Set deadlines: Assign a timeline for each goal, categorizing them into short-term
(1 year), medium-term (3–5 years), and long-term (10 years) goals. These
deadlines help create a sense of urgency and prioritize tasks [9].

• Identify purpose: Understand the underlying reasons for each goal. Knowing why a
goal is essential provides motivation and a sense of purpose. For example,
wanting to double your income to provide better education for your children
gives the goal a meaningful context.

• Break down goals: Divide each goal into smaller, manageable tasks. This approach
makes the goals more manageable and helps in tracking progress. For instance, if
the goal is to learn a new language, tasks include enrolling in a course, practicing
daily, and immersing oneself in the language through media.

• Immediate action: Start acting immediately. Procrastination is a significant barrier
to achieving goals. Small initial steps can create momentum and set the stage for
continued progress.

• Daily actions: Commit to doing something every day that moves you
closer to your goals. Consistent daily actions build momentum and reinforce
commitment.

• Regular review: Review your goals and progress regularly. Adjust your plans as
needed to stay on track and overcome any obstacles.

3.4 Brief example of goal setting in coaching

Goal: Become a marketing director in 10 years.
SMART Breakdown:

• Specific: Achieve the position of marketing director.

• Measurable: Obtain three promotions within 10 years.

• Achievable: Based on current experience and skills.

• Relevant: Aligned with their passion for marketing.

• Time-bound: Accomplish this within 10 years.
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Immediate actions:
Enroll in a digital marketing course and start studying for 30 minutes daily.
Regular review:
Evaluate progress monthly with the coach and adjust strategies as needed.

3.5 Analytical tools for goal setting

Analytical tools are invaluable in goal setting. They provide structured methods for
evaluating and refining goals. Some essential tools include the Johari Window, SWOT
analysis, and the Wheel of Life.

• Johari Window: This tool helps understand self-awareness and mutual
understanding between individuals. It is beneficial in identifying areas for
personal development and enhancing interpersonal relationships [10].

Example: Using the Johari Window for goal setting. Imagine you have just joined a new
team at work. Initially, the open area (what both you and others know about you) is
small, while the hidden area (what you know but others do not), blind area (what others
see in you but you do not), and unknown area (what neither you nor others know) are
significant. As you share more about yourself and receive feedback from your col-
leagues, the open area expands, reducing the hidden and blind areas. This behavior leads
to greater trust and better collaboration within the team. Using the Johari Window, you
can set goals to increase self-awareness and improve team dynamics.

• SWOT analysis: A SWOT analysis identifies strengths, weaknesses, opportunities,
and threats. This analysis provides a comprehensive view of internal and external
factors impacting goal achievement. By understanding these factors, individuals
can leverage their strengths, address their weaknesses, capitalize on
opportunities, and mitigate threats.

Example: Using SWOT analysis to define goals. A marketing professional uses SWOT
analysis (Strengths, Weaknesses, Opportunities, Threats) to assess their current situ-
ation before setting career goals. They identify creativity as a strength, growth in
digital marketing as an opportunity, time management as a weakness, and rising
competition as a threat. Based on this evaluation, they set clear goals to improve time
management and leverage digital marketing growth, better positioning themselves in
their career.

• Wheel of Life: The Wheel of Life is a visual tool that helps individuals evaluate
different areas of their lives, such as career, finances, health, relationships, and
personal growth. By rating each area, individuals can identify imbalances and set
goals to create a more harmonious life [8].

Perseverance vs. procrastination: Perseverance and procrastination are critical factors
influencing goal achievement. Perseverance involves consistent effort and determina-
tion to achieve goals despite challenges and setbacks. It is characterized by resilience
and a solid commitment to one’s objectives.

In contrast, procrastination is the act of delaying or postponing tasks. It often
stems from stress, anxiety, perfectionism, fear of failure, or feeling overwhelmed.
Procrastination can significantly hinder progress and lead to missed opportunities.

109

Practical Guide for Teaching Coaching: Essential Tools and Methodologies for Instructors
DOI: http://dx.doi.org/10.5772/intechopen.1007040



Strategies to overcome procrastination:

1.Self-awareness: Understand your procrastination triggers and develop strategies
to address them.

2.Effective time management: Prioritize tasks and allocate time effectively.

3.Change perspective: Reframe tasks positively to make them more appealing.

4.Commitment: Make a firm commitment to your goals.

5.Productive environment: Work in an environment that minimizes distractions.

6.Eliminate distractions: Identify and remove sources of distraction.

7.Overcome obstacles: Develop strategies to tackle obstacles.

8.Continuous learning: Keep improving your skills and knowledge to stay
motivated.

Activities:
Goal setting and analysis: Utilize the following activities to aid in goal setting and

analysis:

1.Personal SWOT analysis: Perform a SWOT analysis to identify personal strengths,
weaknesses, opportunities, and threats. This analysis will provide a
comprehensive understanding of areas for improvement and potential
opportunities (see Figure 2).

2.Wheel of Life assessment: Complete a “Wheel of Life” assessment to evaluate
different areas of life and set balanced goals (see https://www.
thecoachingtoolscompany.com/wheel-of-life-complete-guide-everything-you-
need-to-know/). This tool helps identify imbalances and prioritize goals across
various life domains.

Figure 2.
SWOT analysis. Source: https://www.canva.com/p/templates/EAF2Q9WrHO4-orange-modern-business-
swot-analysis-graph/
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3.Mandala Personal Goals: Use the “Mandala Personal Goals” exercise to visualize
and articulate your goals. This activity involves answering critical questions
about your future, motivations, and actions needed to achieve your objectives
(see: https://www.creativeoutletsac.com/post/goal-setting-mandalas).

4. Emotional intelligence

4.1 Understanding emotional intelligence

Emotional intelligence (E.I.) is the capacity to recognize our feelings and those of
others, to motivate ourselves, and to manage emotions effectively in our relationships.
Daniel Goleman states, “People with well-developed emotional skills are more likely
to be content and effective in their lives, mastering the habits of mind that foster their
productivity” [11].

E.I. is composed of several key components (see Figure 3):

• Self-awareness: Recognizing one’s emotions and their effects.

Example self-awareness at work: A project manager realizes his frustration with
missed deadlines stems from his perfectionism. By being aware of this, he improves
delegation and communication, boosting team efficiency.

• Self-regulation: Managing one’s emotions to facilitate rather than hinder the task.

Example of self-regulation under stress: An employee receives an unexpected com-
plaint from a client. He takes a moment to calm down before responding, which
allows him to handle the situation effectively and maintain the client relationship.

Figure 3.
Emotional intelligence skills. Source: https://commons.wikimedia.org/wiki/File:EQi-2.0-Model.jpg
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• Motivation: Using emotional factors to achieve goals, enjoy the learning process,
and persevere in the face of obstacles.

Example of motivation to overcome challenges: A saleswoman faces a tough quarter
with few closed deals. She sets daily goals and improves her skills, maintaining moti-
vation and eventually increasing sales and recognition within the team

• Empathy: Sensing the emotions of others.

Example of empathy to support a colleague: A team leader notices a member is
demotivated. By having a conversation, he discovers personal issues and offers flexi-
bility, which improves the employee’s well-being and performance.

• Social skills: Managing relationships to move people in desired directions [12].

Example of social skills in conflict resolution: In a work team, two colleagues disagree
on how to approach a project. A third team member with strong social skills organizes
a meeting where he actively listens to both sides, helps each other express their
concerns, and ultimately suggests a combined approach that both agree on. This
process resolves the conflict and enhances collaboration and harmony within the
team.

4.2 The importance of emotional intelligence

Emotional intelligence is fundamental in navigating the complexities of social
interactions and professional environments. It helps understand and manage emo-
tions, leading to better decision-making, reduced stress, and improved relationships.
Goleman highlights that while I.Q. is important, it accounts for only 20% of success in
life, with the remaining 80% being determined by E.I.

Individuals with high E.I. are more adaptable, resilient, and effective leaders. They can
innovate and handle change better, which is essential in today’s fast-paced world. Higher
E.I. is linked to greater productivity, job performance, and improved personal well-being.

Activities:

1.Identifying and defining emotions: This practice involves recognizing and articulating
emotions to understand their impact on behavior and decision-making.

a. Exercise:

◦ Step 1: Choose an emotion from the “universe of emotions.”

◦ Step 2: Define this emotion and describe a personal experience where
you felt it.

◦ Step 3: Discuss with a partner how this emotion influences your current
state and explore ways to manage it.

◦ Questions:

• How do you feel now?
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• What can I do to help you?

• What can you do to help yourself?

2.Practicing self-awareness: This activity involves recalling and analyzing a positive
emotional experience to foster self-awareness and positivity.

b. Exercise:

◦ Step 1: Recall “the best moment of your life.”

◦ Step 2: Identify and describe the emotion it evokes.

◦ Step 3: Share this experience with a partner to verbalize and enhance the
emotional impact.

◦ Benefits: This exercise helps improve physical health, foster trust and
compassion, and mitigate depressive symptoms.

5. Intrapersonal skills

5.1 Understanding intrapersonal skills

As Howard Gardner defines, intrapersonal intelligence is the capacity to under-
stand oneself, including emotions, motivations, strengths, and weaknesses. It involves
introspection and self-reflection, allowing individuals to navigate their internal land-
scape effectively [13].

Intrapersonal intelligence includes several key components:

• Self-awareness: The ability to recognize one’s emotions, thoughts, and effects [11].

• Self-regulation: Managing one’s emotions and impulses to facilitate rather than
hinder personal growth [12].

• Motivation: The drive to achieve goals and pursue self-improvement [14].

• Resilience: The capacity to recover from setbacks and adapt to challenging
situations [15].

5.2 The role of self-awareness

Self-awareness is the cornerstone of intrapersonal skills. It involves being con-
scious of different aspects of the self, including traits, behaviors, and feelings. Self-
awareness allows individuals to accurately evaluate their strengths and weaknesses
accurately, leading to better decision-making and personal growth [16].

Phases of Self-Awareness:

1.Early detection: Recognizing early signs of unwanted emotions through physical
signals or subjective thoughts.
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2.Moderation: If a strong emotion has already been triggered, becoming aware of it
can help moderate its intensity.

3.Registration and limitation: If moderation fails, acknowledging and recording the
emotion can help limit its duration and impact.

Enhancing Intrapersonal Skills Through Activities:

1.Self-esteem test: Understanding one’s level of self-esteem is crucial for personal
development. The Rosenberg Self-Esteem Scale is a widely used tool for this
purpose.

◦ Activity:

• Take the Rosenberg Self-Esteem Test to assess your self-esteem (see:
https://wwnorton.com/college/psych/psychsci/media/rosenberg.htm?
ref=thoughtful-inc.ghost.io).

• Reflect on the results and identify areas for improvement.

2.Reflective exercise: Mirror and letter to childhood self: This activity helps individuals
reflect on their self-worth and personal growth by engaging with their past and
present selves.

◦ Activity:

• Mirror exercise: Stand before a mirror and acknowledge your current self,
focusing on positive attributes.

• Letter to childhood self: Write a letter to your younger self, offering advice
and affirmations based on your understanding.

• Reflection: Summarize the insights gained from these exercises in a
reflective commentary.

3.The Lifeline: This exercise involves mapping out significant life events to
understand their impact on personal development (see Figure 4).

◦ Activity:

• Phase 1: Define and mark vital events such as births, deaths, relationships,
and other personal milestones using different colors for clarity.

• Phase 2: Highlight significant moments or changes, such as moving houses
or starting/finishing studies.

• Phase 3: Identify inflection points that marked turning points or crises,
noting how they contributed to personal growth.
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• Phase 4: Mark moments of rupture that signified profound changes or
trauma.

• Analysis: Reflect on these events with guided questions to understand
their impact on your life and how they shaped who you are today.

Business Case Study: In 2017, Google conducted the “Project Oxygen” study to identify the essential qualities
of a good leader. They discovered that intrapersonal skills such as self-awareness and self-regulation were more
important than technical skills. Sundar Pichai, CEO of Google, is a prominent example of this approach, known
for his calm demeanor and ability to manage his emotions. This finding led Google to redesign its leadership
program, emphasizing developing intrapersonal skills, which improved decision-making and organizational
culture. This project was widely reported in the press (see https://hbr.org/2013/12/how-google-sold-its-
engineers-on-management).

6. Interpersonal skills

6.1 Understanding interpersonal skills

Interpersonal skills, also known as people skills, are required to interact effectively
and harmoniously with others. These skills are essential for creating and maintaining
healthy relationships in both personal and professional contexts. The term “interper-
sonal” is derived from the prefix “inter,” meaning “between,” emphasizing interac-
tions between people [17].

Figure 4.
The Lifeline. Source: Own elaboration by Chat GPT based on https://www.linkedin.com/pulse/high-performance-
team-building-trust-worklife-dr-pete- stebbins/
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Essential Interpersonal Skills Include:

• Empathy: The ability to understand and share the feelings of another
[11, 12].

• Social skills: A set of behaviors that allow individuals to interact effectively and
harmoniously with others [12, 15].

• Communication skills: Verbal and non-verbal abilities to accurately convey
information and emotions [14].

• Listening skills: The capacity to accurately receive and interpret messages during
communication [16].

• Negotiation skills: Discussing and reaching a mutually agreeable solution [15].

• Social awareness: It is being aware of and sensitive to the emotions and needs of
others [11, 17].

• Problem-solving skills: The ability to constructively solve conflicts
or issues [12].

• Decision-making skills: Making choices by identifying options and assessing
possible outcomes [14].

• Assertiveness: The ability to express oneself confidently and stand up for one’s
rights while respecting others [16].

• Inclusivity: Promoting an environment where diverse opinions and contributions
are valued [13].

6.2 The role of empathy

Empathy is a crucial interpersonal skill that involves understanding and sharing
the feelings of others. It can be divided into three types: cognitive empathy, emotional
empathy, and compassionate empathy (see Figure 5).

• Cognitive empathy: The ability to understand another person’s perspective or
mental state. It is helpful in organizational settings, where understanding
different viewpoints can lead to better decision-making and communication
[11, 15].

• Emotional empathy: Defined as the ability to feel what another person feels
physically. This type of empathy helps form emotional connections and is vital in
roles that require strong interpersonal relationships, such as counseling and
teaching [12, 14].

• Compassionate empathy: Going beyond understanding and feeling to taking action
to help. This form of empathy is associated with compassionate actions to
alleviate another person’s distress [12, 15].
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Business case study: An example of the importance of these types of skills can be found in Starbucks. In
2008, during the financial crisis, Starbucks closed all its U.S. stores for several hours to train its baristas to
create meaningful connections with customers. Starbucks CEO Howard Schultz emphasized the importance of
employees understanding and empathizing with customers’ experiences. This focus on empathy helped
Starbucks strengthen its relationship with customers during a challenging time, ultimately contributing to the
company’s recovery and growth [18].

Practical Activities to Enhance Interpersonal Skills:

1.Facial decoding practice: Understanding facial expressions is essential for effective
communication and empathy. This activity involves recognizing and interpreting
the seven universal emotions.

◦ Activity:

• Step 1: Visit the website to understand facial expressions and their
meanings.

• Step 2: Take photos of your face representing the seven universal
emotions (happiness, sadness, fear, disgust, anger, surprise, and
contempt).

• Step 3: Create a slide with these photos, mimicking the examples provided
in the presentation.

• Step 4: Upload the slide to the campus for review and include it in your
dossier.

2.Empathy mapping exercise: This exercise helps individuals develop cognitive and
emotional empathy by mapping out different perspectives and emotional
responses.

Figure 5.
Empathy map. Source: https://www.canva.com/templates/EAFlKOBK7tM-empathy-map-mind-map/

117

Practical Guide for Teaching Coaching: Essential Tools and Methodologies for Instructors
DOI: http://dx.doi.org/10.5772/intechopen.1007040



◦ Activity:

• Step 1: Choose a scenario involving a conflict or emotional situation.

• Step 2: Map out each person’s perspective, focusing on their thoughts,
feelings, and motivations.

• Step 3: Discuss with a partner how understanding these perspectives can
lead to better communication and resolution.

3.Self-esteem test and reflection: Understanding one’s level of self-esteem is crucial
for personal development and effective interpersonal interactions.

◦ Activity:

• Step 1: Take the Rosenberg Self-Esteem Test to assess your self-esteem
level.

• Step 2: Reflect on the results and identify areas for improvement.

• Step 3: Summarize the insights gained and the impact on your
interpersonal interactions in a reflective commentary.

7. Leadership skills

7.1 Understanding leadership skills

Leadership skills are essential for guiding teams and organizations toward achiev-
ing goals. Effective leadership involves understanding various leadership styles,
adapting to different situations, and inspiring others to perform at their best. This
chapter explores the evolution of leadership concepts and styles and provides practical
activities to enhance leadership skills.

7.2 Evolution of leadership concepts

Leadership has evolved significantly from traditional hierarchical models to more
dynamic and flexible approaches. Early theories focused on inherent traits that dis-
tinguished leaders from followers. Modern theories emphasize situational factors and
the behaviors required to lead effectively in different contexts [19].

Key Concepts in Leadership Evolution:

• Trait theory: Suggests that leaders possess inherent traits that make them effective
[20].

• Behavioral theory: Focuses on the behaviors and actions of leaders rather than
their traits [21].

• Situational theory: Proposes that the effectiveness of a leadership style depends on
the situation [22].
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• Transformational leadership: Emphasizes inspiring and motivating followers to
perform better [23].

• Transactional leadership: Focuses on the exchanges between leaders and
followers, such as rewards for performance [24].

• Laissez-Faire leadership: This style is characterized by a hands-off approach,
allowing team members to make decisions [25].

7.3 Understanding leadership styles

Different leadership styles are suited to different situations and can significantly
impact team performance and morale (see Figure 6).

The most common styles include:

1.Autocratic leadership: Leaders make decisions unilaterally, without much input
from team members. This style can be effective in crises but may lead to low
morale over time [26]. Example: Steve Jobs, co-founder of Apple, is often cited as
an autocratic leader. He made unilateral decisions about products and strategies,
relying on his personal vision. This style was particularly effective during the
development of the iPhone, where his focus on absolute control allowed for rapid
and precise execution. However, this approach also created internal tensions and
a challenging work environment [27].

2.Democratic leadership: Leaders encourage team members to participate in
decision-making. This style fosters collaboration and innovation but can be time-
consuming [28]. Example: Sundar Pichai, Google’s CEO, is known for his
democratic leadership style. Pichai encourages team participation in decision-
making, allowing ideas to flow from all levels of the organization. This approach

Figure 6.
What is leadership? Source: https://commons.wikimedia.org/wiki/File:Leadership_skills_-_illustration.jpg
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has helped Google maintain a culture of innovation and collaboration, although it
can sometimes slow down the decision-making process [29].

3.Transformational leadership: Leaders inspire and motivate their team to
exceed expectations. This style effectively drives change and achieves high
performance [23]. Example: Nelson Mandela is an iconic example of
transformational leadership. He inspired a nation to overcome apartheid,
motivating people to unite around a common cause. His ability to inspire and
transform South Africa from a divided state into a multiracial democracy is a
clear example of how transformational leadership can change the course of
history [30].

4.Transactional leadership: Leaders use rewards and punishments to manage team
performance. This style can be effective for routine tasks but may not inspire
long-term commitment [24]. Example: In many military organizations,
transactional leadership is shared. Leaders set clear expectations and use rewards
and punishments to manage performance. An example is leadership in the U.S.
military, where officers use reward systems such as promotions, recognitions,
and sanctions to maintain discipline and achieve objectives [31].

5.Laissez-Faire leadership: Leaders take a hands-off approach, providing minimal
guidance. This style can empower team members but may lead to a lack of
direction and accountability [25]. Example: Warren Buffett, CEO of Berkshire
Hathaway, is known for his Laissez-Faire leadership style. He trusts his managers
to run their respective companies with minimal intervention, allowing them to
operate autonomously. While this style empowers its leaders, it also requires
them to be highly competent and accountable [32].

6.Situational leadership: Leaders adapt their style based on the team’s needs and the
task. This flexible approach can be highly effective in dynamic environments
[22]. Dwight D. Eisenhower, during World War II, demonstrated situational
leadership by adapting his approach based on the needs of the moment and the
capabilities of his subordinates. He was more autocratic in battle, but in strategic
planning, he allowed for participation and collaboration from his officers. This
flexible approach was critical to the Allies’ success [33].

Practical Activities to Enhance Leadership Skills:

1.Case study analysis: Studying real-life leadership scenarios helps understand the
application of different leadership styles and their impact on team performance.

◦ Activity:

• Case Study: Antonio Romero and His Team.

• Scenario: Antonio Romero is a self-made team leader in a
manufacturing company. Despite achieving good results, his team
experiences low morale and quality issues. Antonio plans to address
these by setting strict objectives and closely monitoring
performance, with potential disciplinary actions for non-compliance.
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• Questions:

1.What leadership style is Antonio applying with his team?

2.What leadership style is Antonio’s boss applying to him?

3.What would be the most effective leadership style from a
situational leadership perspective?

4.Was Antonio’s method of setting goals appropriate?

2. Identifying leadership in media: This activity involves identifying and analyzing
leadership styles portrayed by characters in popular media.

◦ Activity:

• Step 1: Choose a character from a TV series that exemplifies one of the
leadership styles discussed.

• Step 2: Identify the character’s leadership style and justify your choice
with specific examples from the series.

• Step 3: Present your findings creatively, such as through a presentation,
video, or storyboard.

8. Personal and professional development plan

8.1 Understanding the development plan

A personal and professional development plan is a strategic outline that details the
steps an individual will take to achieve specific career objectives. This plan includes
identifying career goals, required skills and experiences, potential obstacles, and
strategies to overcome these challenges. The plan should be specific, measurable,
achievable, relevant, and time-bound (SMART) [9].

8.2 Components of a development plan

• Career goals: Clearly defined professional aspirations.

• Current skills and experiences: An assessment of current capabilities and
experiences.

• Required skills and experiences: Identify the skills and experiences needed to
achieve career goals.

• Action plan: A detailed plan outlining the steps to acquire the required skills and
experiences [19].

• Timeline: Specific timeframes for achieving each goal.

• Obstacles and solutions: Potential challenges and strategies to overcome them.
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8.3 Creating your development plan

To create an effective personal and professional development plan, follow these steps:

1.Define career goals: Start by defining your long-term career goals. What position
do you aspire to hold in 3–5 years? What are your desired annual earnings?
Ensure that your goals are specific and aligned with your personal and
professional aspirations [20].

2.Assess current skills and experiences: Evaluate your skills, qualifications, and
experiences. Identify your strengths and areas for improvement. Use tools like
the SWOT analysis to understand your current position comprehensively [21].

3. Identify required skills and experiences: Determine the skills, qualifications, and
experiences needed to achieve your career goals. Research the requirements of
your desired position and identify gaps in your current skillset [22].

4.Develop an action plan: Outline the steps you need to take to acquire the necessary
skills and experiences. This plan may include pursuing additional education,
gaining relevant work experience, or developing specific competencies. Break
each goal into manageable tasks and set deadlines for each step [23].

5.Set a timeline: Create a timeline for achieving your goals. Establish short-term,
medium-term, and long-term milestones to track your progress and motivate
yourself [24].

6.Identify obstacles and solutions: Consider potential obstacles hindering your
progress and develop strategies to overcome them. This process may involve
seeking mentorship, applying for scholarships, or finding work-life balance
strategies [25].

Basketball star case study: Michael Jordan exemplifies how relentless personal and professional
development can lead to extraordinary success. His goal was clear: becoming the best NBA player and winning
multiple championships. Jordan’s dedication to improving every aspect of his game, from shooting to
leadership, was unmatched. Despite early playoff challenges and criticism, he used these setbacks as
motivation, eventually leading the Chicago Bulls to six NBA championships. Jordan’s journey shows how
commitment to self-improvement can result in lasting greatness [34].

Example of a Professional Development Plan in a Strategic Consulting Career:
Context: John is a junior consultant at a consulting firm who aims to become a

partner within the next 10 years.

1.Career goals:

◦ 10-year goal: Become a partner at the firm.

◦ Desired income: $200,000 annually.
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2.Current skills and experience:

◦ Skills: Data analysis, managing small projects, client communication.

◦ Experience: 2 years as a junior consultant, involved in several consulting projects.

3.Required skills and experience:

◦ Skills needed: Business development, strategic leadership, managing large
projects, advanced negotiation skills.

◦ Experience needed: Leading consulting teams, building and managing key client
relationships, and contributing to firm growth.

4.Action plan:

◦ Further education: Pursue an MBA within the next 3 years to gain leadership
and business development knowledge.

◦ Skill development: Seek opportunities to lead more significant projects and
engage in business development activities.

◦ Practical experience: Actively participate in client acquisition and management.

5.Timeline:

◦ Short term (2 years): Lead a significant project and start an MBA program.

◦ Medium term (5 years): Complete the MBA, lead significant projects, and build
strong client relationships.

◦ Long term (10 years): Contribute to the firm’s growth and achieve partner
status.

6.Obstacles and solutions:

◦ Obstacle: Limited experience in business development.

◦ Solution: Work closely with current partners to learn and participate in client
acquisition.

Outcome: This plan provides John with a clear path to progress from junior consul-
tant to partner, ensuring he acquires the necessary skills and experience.

8.4 Practical activities

Video and reading resources:
Before creating your development plan, watch “Creating Your Personal Career

Development Plan” (see the video at: https://www.youtube.com/watch?v=
vL35yAXmeOc). These resources provide valuable insights and guidelines for effec-
tive career planning.
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Development Plan Exercise:

• Step 1: Use the Personal Development Plan template to outline your career goals,
current skills, required skills, action plan, and timeline.

• Step 2: For guidance, refer to examples such as the “[Free] Professional
Development Plan Template and Guide for 2024” (available at: https://www.aihr.
com/blog/professional-development-plan-template/)

• Step 3: Fill out the template with specific details about your career aspirations,
skills assessment, and planned actions.

• Step 4: Submit your completed development plan to your coaching professor for
review and feedback.

Reflective commentary:
After completing your development plan, write a reflective commentary summa-

rizing your insights and the impact of this exercise on your career planning. Reflect on
how this plan aligns with your values and long-term aspirations.

9. Practical conclusions for the instructor

As an instructor tasked with developing and delivering a coaching course, it
is essential to integrate theoretical knowledge and practical activities to foster a
comprehensive learning experience for your students. Here are some practical
conclusions and recommendations to guide you in successfully implementing the
course:

1.Emphasize the Importance of Self-Awareness

◦ Application: To deepen their self-awareness, encourage students to engage in
self-reflective practices, such as the Mirror and Letter to Childhood Self
exercises. This activity will form a solid foundation for personal and
professional growth.

◦ Integration: Regularly include self-assessment tools, such as the Rosenberg Self-
Esteem Test and Personal SWOT Analysis, in your curriculum to help students
identify their strengths and areas for improvement.

2. Incorporate Goal-Setting Techniques

◦ Application: Teach students the SMART criteria for goal setting and guide
them through creating detailed action plans. Utilize tools like theWheel of Life
and Mandala Personal Goals exercises to ensure their goals are comprehensive
and balanced.

◦ Integration: Include goal-setting activities at the beginning of the course
and encourage students to review and adjust their goals as they progress
regularly.
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3.Develop Emotional Intelligence

◦ Application: Facilitate activities that help students recognize and manage their
emotions, such as the Identifying and Defining Emotions exercise. Foster an
environment where students feel comfortable sharing their experiences and
reflections.

◦ Integration: Use empathy mapping and role-playing scenarios to enhance
students’ emotional intelligence and ability to understand and connect with
others.

4.Enhance Interpersonal Skills

◦ Application: Provide practical exercises like Facial Decoding Practice and
Empathy Mapping to help students improve their communication and
empathy skills. Encourage peer-to-peer feedback and group discussions to
reinforce these skills.

◦ Integration: Regularly assign group projects and collaborative tasks that require
students to apply their interpersonal skills in real-world scenarios.

5.Cultivate Leadership Abilities

◦ Application: Utilize case studies and media analysis to illustrate various
leadership styles and their effectiveness in different situations. Please
encourage students to identify and analyze examples of leadership from their
favorite TV series or movies.

◦ Integration: Offer opportunities for students to take on leadership roles within
the classroom, such as leading discussions or coordinating group projects, to
practice and refine their leadership skills.

6.Create a Personal and Professional Development Plan

◦ Application: Guide students through creating a comprehensive development
plan, incorporating insights from the course. Use the Personal Development
Plan template and provide examples to assist them in structuring their plans.

◦ Integration: Schedule periodic check-ins to review students’ progress on their
development plans, offering feedback and support to help them stay on track.

7.Foster a Supportive Learning Environment

◦ Application: Establish a classroom culture that values open communication,
mutual respect, and continuous improvement. Please encourage students to
support each other’s growth and celebrate their achievements.

◦ Integration: Implement regular reflection sessions where students can share
their experiences, challenges, and successes, fostering a sense of community
and collective learning.
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8.Utilize Technology and Resources

◦ Application: Leverage online resources, such as videos, articles, and interactive
tools, to enhance the learning experience. Please encourage students to explore
additional materials to supplement their understanding.

◦ Integration: Provide students access to various digital platforms and resources,
ensuring they can easily access and utilize them for their learning and
development.

Following these practical conclusions, you will be well-equipped to deliver an
impactful coaching course that imparts essential knowledge and develops crucial
skills. Your students will be better prepared to navigate their personal and professional
lives with confidence, resilience, and purpose.
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Chapter 7

Perspective Chapter: Supporting 
Newly Graduated Nurses Transition 
to Practice
Diane D. Kret

Abstract

Newly graduated nurses (NGN)s experience the Duchscher’s Stages of Transition 
and experience shock throughout these stages. Understanding the doing, knowing 
and being stages, allows key stake holders, like NPD specialists, preceptors, and 
nursing leadership have the knowledge they need to provide the proper support as the 
NGNs’ needs change with each stage. Simulation and standardized checklists provide 
preceptors and NPD specialists documentation and tracking of the NGNs progress 
and provides maintenance of these skills off orientation. A good mentorship that 
is fully supported by the organizations, provides emotional and clinical support to 
NGNs when needed to help them gain confidence as independent practitioners. The 
NPD specialist’s value extends beyond orientation with the support they provide in 
education of quality indicators that improve patient outcomes and thereby help to 
maintain the excellent practice of NGNs and current staff. Providing these resources 
to the NGNs, help them transition into independent practitioners.

Keywords: transition, newly graduated nurses, mentoring, preceptor, nurse retention, 
nursing professional development

1.  Introduction

Newly graduated nurses (NGN)s are investments in our nursing’s future. They 
need to be supported and nurtured to become independent healthcare providers. 
They are the largest group of nurses of the nursing workforce and a big part of nurs-
ing retention [1]. Developing their critical thinking skills, acclimating to their nursing 
environments, and supporting them through this transition are vital in nurse reten-
tion. Organizations and educational institutions can help them transition the new 
graduate nurses through applying Duchscher’s [2] Stages of Transition Theory and 
Transition Shock model, simulation, using a standardized method for clinical staff 
training and competency, developing a mentoring program, nurse leader support of 
the preceptor model, and the value of a nursing professional development practice.
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2.  Duchscher’s Stages of Transition Theory and Transition Shock model

Duchscher [2] developed the Transition theory over 25 years of research using quali-
tative and mixed method studies in new graduate nurse transition. Through her research, 
she discovered the positive impact of nurse residency programs and mentorship have 
on the socialization of new graduate nurses in their transition into practice. As stated 
by Duchscher and Corneau [2], “NGN engaging in a professional practice role for the 
first time is confronted with abroad range and scope of physical, intellectual, emotional, 
developmental and sociocultural changes that are both expressions of and mitigating 
factors within the experience of transition” (p. 46). These factors fluctuate when roles 
and relationships shift, and responsibilities and accountabilities are discovered once 
their education is completed and their role as an independent professional nurse begins. 
It was the “voices” of these NGNs from her qualitative research that gave Duchscher the 
richness of their experience, true stories of their transition, and the purpose of her life’s 
work [2]. Another study by Feeg et al. [3] analyzed the “voices” of the NGNs.

3.  Workplace stressors for NGNs

Feeg et al. [3] completed a qualitative analysis of the workplace stressors for 
NGNs. The purpose of this study was to understand the experiences of NGNs in 
their work environment and the perceived stressors as they transition into their new 
roles as independent practitioners. The researchers used the inductive process of 
qualitative analysis by analyzing written narratives to aggregate common themes. 
The sample was taken from a NSNA membership database who graduated in 2017. 
The survey included an 18-item survey that reported workplace stressors was the 
quantitative section of the data, and the open-ended question “describe what is 
stressful in your job” [4] was the qualitative section. The secondary analysis examines 
the responses to the open-ended question. In this analysis, it was found that the 
NGNs struggled to find balance between their personal and professional growth. The 
themes found were: “stress of the environment, stress of self-expectations, and stress 
of interpersonal interactions” [3]. With each theme, a statement from the NGN will 
follow. With the theme of “stress of the environment,” NGN had difficulty managing 
the acuity of the patients, the fast pace of the healthcare environment, and their abili-
ties. “[Patients] are very sick and I feel like I have a lot of responsibility for their lives 
and it is a stressor on me. Also, my schedule in the new grad program has a ton of 
classes on top of working three 12-hour shifts a week and it is a lot to try to balance.” 
The second theme of “stress of self-expectation” is related to the high expectations 
the NGNs impose on themselves. “There are many moving parts. It is stressful to be 
learning how to do tasks correctly while still looking at the big picture and evaluat-
ing how the constant change impacts my workflow and ensuring I do not overlook/
forget anything.” The last theme is “stress of interpersonal interactions” is regarding 
the relationships that the NGNs form with fellow nurses or other members of the 
interdisciplinary team, which unfortunately involves bullying. “Nurses are extremely 
rude and condescending during report, which is scary…I’m not perfect. People have 
worked together for years — and if you are not friends you get the worst assign-
ments.” Aggregating the data and hearing the voices of the NGNs gives the reader 
insight on the struggles that the NGNs go through daily and gives richness to the data 
that is collected. Understanding the workplace stressors for these NGNs, further 
research is needed to provide the support these NGNs need to retain them [3].



131

Perspective Chapter: Supporting Newly Graduated Nurses Transition to Practice
DOI: http://dx.doi.org/10.5772/intechopen.1007133

4.  Stages of Transition Theory

As Newly Graduated Nurses (NGN)s begin their journey in their nursing career, 
they experience three Stages of Transition Theory: doing, being, and knowing. In the 
first stage of “doing” occurs in the initial 3–4 months of clinical orientation, NGNs 
are task-oriented trying to adapt to the realization that they will eventually have the 
full responsibility of taking care of their patients. These NGNs appear to be “getting 
through” this experience, trying not to have their anxiety of their incompetence 
overwhelm them. In the next 4–5 months of the NGNs’ journey is the second stage of 
“being,” in which, the NGNs are taken off orientation. In this stage, the NGNs learn 
at a rapid pace, improving their critical thinking, knowledge of the clinical setting, 
and developing their skill competencies. They develop an awareness of their roles as 
nurses, how they relate to other health care professionals, and the balance of their 
professional and personal lives, which Duchscher defined as transition crisis. The 
final stage of the NGNs’ journey of “knowing,” occurs in the first year of their nursing 
careers. This is where the NGNs learn to personify their role as independent practi-
tioners, distinguishing themselves as separate but still united to their larger nursing 
community. In this stage, the NGNs can see the reality of their sociocultural and 
political environments and their role in improving them. In these stages, these NGNs 
are too self-centered and full of pride to ask for help. To support these nurses through 
their transition, external support needs to be offered to the NGNs [2].

5.  Nursing the Future

In response to providing support for NGNs, a Canadian registered nonprofit orga-
nization created Nursing the Future (NTF) [2]. This organization was successful in 
providing a peer support resources for NGNs throughout Canada, creating a website 
that provided evidence-based knowledge regarding transition and NGNs, and offer-
ing North America’s only nursing conference built on transition and NGNs. NTF as an 
organization grew quickly in the beginning from 2003 and was sustained by becoming 
consultants by discovering and supporting networks of NGN transition support [2].

As NTF continued to flourish, Duchscher created a regional New Graduate 
Transition Facilitation Networks (NGTFN) that consisted of senior nursing stu-
dents and NGNs from across Canada and mentored groups of student or NGN with 
senior nursing leadership. These networks were based on a standardized mentorship 
program between regional NGN-emerging leaders, nursing leadership committed 
to nurturing the NGNs, and members of the NTF leadership team. NTF received 
financial support from the Saskatchewan Ministry of Health and many members of 
their healthcare community to continue its national influence by developing NGN 
initiatives already growing in each province. From September 2008, this financial 
support from local and regional leadership allowed the NTF support network to 
expand throughout every province in Canada. Further expansion of the NTF support 
network led to the creation of Bridge Clubs, which gave NGNs in person meetings 
with other NGNs and nursing leadership to discuss healthcare issues, find resources/
mentors to help NGNs through their transition, and ongoing professional educational 
development interacting with local nurses and leaders. This knowledge sharing con-
tinued and expanded to collaborative conference called the Workplace Integration for 
New Nurses/Nursing the Future (WINN-NTF). This annual conference was offered 
for 10 consecutive years that expanded throughout Canada. This platform provided 



Bridging Education and Work Experience

132

NGNs the support and exploration of issues related to transition with other new or 
recently graduated nurses. Evidence-based topics related to transition were presented 
in this first conference, such as anticipating stages of transition, threats to self-
confidence, creating a healthy self-concept, and resolving conflict in the workplace. 
Over the next few years, it received international attention and international keynote 
speakers supported this endeavor. As a guide to standardize and frame the confer-
ence, Duchscher’s Transition Shock and Stages of Transition were used [2].

NTF lasted from 2014 to 2020. In the organization’s absence, Canada’s transition 
support declined significantly. During this time, nurses were challenged with the 
global pandemic, exposure to toxic workplace environments, and high nursing turn-
over of experienced nurses leaving the profession. The healthcare climate did not allow 
for the NTF to continue due to the depletion of resources during the pandemic. This 
decline in transition support gives evidence to reinvigorate the NTF, expand it to the 
United States, and worldwide. Retention of NGNs is healthcare’s future and support-
ing and implementing programs like the NTF and using Duchscher’s Transition Shock 
and Stages of Transition as a model may be the answers to this growing problem [2].

6.  Simulation

Simulation has become a vital tool within nursing curriculum and continued 
training for nurses. This platform provides nurses exposure to standardized proce-
dures and processes, testing their clinical judgment, enhance their critical thinking 
skills, exposure to clinical interactions with patients all in the safe environment of 
simulation, before their exposure to real-life patients. As stated by Fabry and Casteel 
[5], “students can treat simulated patients in scenarios that promote realism, collab-
orative learning, active participation, and clinical reasoning, but with the freedom to 
make mistakes and learn from them without fear of harming a patient” (p. 21). In this 
safe environment, instructors can correct mistakes in real-time through debriefing 
and remediate the nurses until they are safe to take care of real patients.

The preparation for this program is conducted the same way preparing the new 
nurses with real patients. They get assigned patients, are provided objectives for 
the day, have a pre-conference to discuss the objectives, take care of their simulated 
patients, have a mid-day conference/briefing, and are given post-clinical assignments. 
The incorporation of the National Council of State Boards of Nursing (NCSBN) 
Clinical Judgment Measurement Model helps nurses develop their critical thinking 
skills by helping them organize and prioritize the data collected from report and from 
the EMR. This standardized approach to learning allows nurses to bridge knowledge 
gaps and accomplish clinical goals vital in their transition to practice [5].

Simulation is also important to reinforce nursing practice during emergency 
situations like staff resuscitation responses. Simulation provides a platform for nurses 
and a safe learning environment to be exposed to high acuity, low volume scenarios 
such as cardiac arrest. They can demonstrate timely and high-quality chest compres-
sions with life-saving measures to the simulated patient [6]. Building the confidence 
of the nurses, allows the nurses to respond to emergency situations efficiently and 
effectively, which results in increased emergency response times and better patient 
outcomes [7]. In the study by Brzozoski et al. [6] with a convenience sample of four 
nurses and three nursing assistants, there was an improved confidence and increased 
nursing response times in cardiac emergencies. Although a thorough statistical analy-
sis could not be conducted due to the small sample size, the increase in confidence 
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supports a previous systematic review that simulation increases the confidence of 
participants [8]. Simulation is a vital tool to provide nurses practice in high-acuity, 
low volume scenarios to bridge knowledge gaps and improve the delivery of care.

7.  Standardized method for clinical staff training, education, and 
competency

Standardized clinical skill competencies provide a description and validation 
of staff responsibilities and expectations for nursing clinical practice. Clinical skill 
competencies start with nursing orientation and are continued annually for staff to 
maintain and standardize their practice. The collaborative effort between Nursing 
Professional Development and Education department and nursing leadership is 
important to create a sustainable clinical competency program. A clinical education 
framework was developed to create an education, training, and competency plan that 
spanned from new hires and continued annually to maintain competency for cur-
rent staff. In this study, the training and competency program standardized nursing 
practice in the ambulatory facilities. The organization faced challenges implementing 
the annual competency system. There was minimal nurse manager engagement due to 
the culture shift of this change, therefore nurse engagement was low in attending the 
competency program. With the success of a standardized method to maintain compe-
tency, patient outcomes will improve, and patient safety would be maintained [9].

8.  Mentoring program

Mentoring is a relationship between a Newly Graduate Nurse (NGN) and an 
experienced nurse that work collaboratively to help the NGN transition into practice. 
American Nursing Credentialing Center (ANCC) added mentoring as a standard of 
excellence in nursing practice [10]. Miller et al. [11] developed a detailed, evidence-
based mentoring program “designed to engage, empower, and support nurses at 
every level across the continuum” (p. 343). Mentoring programs benefit not only the 
mentee but also the organization, which includes knowledge sharing, strengthening 
collegial relationships and establishing nursing social networks within the organiza-
tion. It also develops emerging leaders, dependable loyal staff, and retention of talent 
within the organization. Mentoring fosters relationships and provides NGN support 
to help them transition to practice [11].

9.  Nurse leader support of preceptors

Preceptors play a pivotal role in the orientation the NGNs. They fulfill the roles 
of teacher, leader, facilitator, socialization conduit, role-model [12]. The support 
and by-in from nurse leadership is vital for a robust preceptor program. This sup-
port can be obtained by providing education to nursing leadership about the role of 
their preceptors to bring awareness to them and their role in supporting them. Nurse 
leaders need to provide adequate resources and have engagement in the orientation 
process. Based on the study by Hemann [13], 11 nurse leaders were given education 
on preceptors’ various roles and the adult learning theory, and addressing difficult 
orientation instruction, providing constructive feedback. The education provided 
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to the nurse leaders had a positive impact on them, in which they implemented their 
newly acquired skills to support the preceptor and orientee relationship and support 
the orientee during their orientation. Further research is needed to connect education 
provided to nurse leaders of preceptors with nurse retention and perceived level of 
support for NGNs and their preceptors [13].

10.  Value of nursing professional development practice

Nursing professional development (NPD) specialists are integral in the onboard-
ing of new hires and maintaining competencies for hospitals, but they have further 
value to organizations. NPD staffing metrics and organizational patient outcomes 
and how they were related were studied to measure the value of NPD practice [14]. 
This study used a descriptive, cross-sectional design. An 89-item research-team-
developed survey was conducted to a convenience sample of pediatric nurses with 398 
usable surveys. As stated by Harper et al. [14] “NPD staffing was measured as ratios: 
beds/NPD FTE, employees/NPD FTE, and RNs/NPD FTE. As reported in Part I, 
median staffing rations were 70 individual RNs per NPD FTE, 250 individual employ-
ees per NPD FTE and 25.8 beds per NPD FTE, although these ratios varied by orga-
nization size” (p. 286). This study broadened comparisons to all Hospital Consumer 
Assessment of Healthcare Providers and Systems (HCAHPS) metrics with potential 
financial benefits. HCAHPS scores are metrics of patient satisfaction. Statistical 
significance was shown as there were higher numbers of NPD specialists, there were 
lower unplanned visits for pneumonia, CHF, and open-heart surgery. With improved 
patient outcomes and patient satisfaction, this shows the financial value achieved by 
adding to hospital resource utilization and CMS reimbursement and cost avoidance a 
decrease in hospital readmissions [14]. By utilizing NPD specialists to their full poten-
tial, they can support NGNs and nurses to achieve better patient outcomes, improve 
quality indicators, and improve patient satisfaction.

11.  Discussion

To fully understand the impact of transition to the NGNs, key stakeholders that 
support NGNs need to understand the Duchscher’s [2] Stages of Transition Theory 
and Transition Shock model. The NGNs experience different emotional turmoil and 
professional transition in each of the stages of doing, being, and knowing. Also hear-
ing the lived experiences of these NGNs, gives these stakeholders insight of their true 
experiences. Through the different stages, the NGNs have different needs and the type 
of support shifts with each stage. Throughout these stages, the Nursing Professional 
Development team and nursing leadership need to be fully engaged in the orienta-
tion process to ensure they receive the proper support. Nursing leadership needs to 
make ensure they are scheduled for a long enough orientation period in collaboration 
with Nursing Professional Development, monitoring the progress of the orientees 
and intervening if the NGNs are not meeting goals and expectations. In the doing 
stage, the NGNs are just starting their orientation and are very task oriented. They 
need constant supervision by the preceptor and the NPD specialist/nurse educator 
to ensure that they are completing the tasks of their competency checklist (tasks that 
need to complete). Having a standardized competency checklist, provides the NPD 
specialist, the preceptor, and the orientee a record of all the tasks that the orientee 
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needs to complete before the end of orientation. It keeps the orientee and preceptor 
focused on the tasks to ensure that the orientees learn all the clinical aspects of being 
a nurse. In the doing stage, simulation is an excellent platform to help NGNs hone 
their skills without the repercussions of harming the patient. Simulation gives them 
a safe environment to make mistakes and to receive immediate feedback to improve 
their practice before they touch real patients. In the being and know stages, NGNs 
start to build their confidence as independent practitioners and need the support of 
mentors. Having a good mentorship program helps build the confidence of the nurses. 
Mentors do not closely monitor NGNs as the preceptors did, they provided emotional 
and clinical support when NGNs are struggling with tasks or social interactions 
with either their peers, patients, or other providers. Also in the being and knowing 
stages, competency checklists and simulation can still be used to ensure these NGNs 
are maintaining their clinical and social skills. Having nursing leadership and orga-
nizations understand the importance of this support for the NGNs, helps the NGNs 
receive support and the resources, like supplies and having mentors readily available. 
NPD specialists also show their value besides nursing orientation by providing educa-
tion regarding quality indicators to new and current staff, thereby supporting staff 
after orientation and helping to improve patient outcomes in the process.

12.  Summary

Newly graduated nurses (NGN)s experience the Duchscher’s [2] Stages of 
Transition and experience shock throughout these stages. Understanding the doing, 
knowing and being stages, allows key stake holders, like NPD specialists, preceptors, 
and nursing leadership have the knowledge they need to provide the proper support 
as the NGNs’ needs change with each stage. Simulation and standardized checklists 
provide preceptors and NPD specialists documentation and tracking of the NGNs 
progress and provides maintenance of these skills off orientation. A good mentorship 
that is fully supported by the organizations, provides emotional and clinical support 
to NGNs when needed to help them gain confidence as independent practitioners. 
The NPD specialist’s value extends beyond orientation with the support they provide 
in education of quality indicators that improve patient outcomes and thereby help to 
maintain the excellent practice of NGNs and current staff. Providing these resources 
to the NGNs, help them transition into independent practitioners.

© 2024 The Author(s). Licensee IntechOpen. This chapter is distributed under the terms of 
the Creative Commons Attribution License (http://creativecommons.org/licenses/by/4.0), 
which permits unrestricted use, distribution, and reproduction in any medium, provided 
the original work is properly cited. 
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Abstract

This study includes refugee children with disabilities, the problems experienced 
by refugee children with disabilities and their families in educational processes, and 
the competencies of teachers in the education of refugee children. In this study, the 
factors shaping the education systems of countries in the twenty-first century and 
inclusive education are primarily discussed. In addition, explanations of related 
concepts and legal processes are also mentioned. Within the scope of inclusive educa-
tion, the problems experienced by refugee children with disabilities in educational 
processes and teachers’ competencies and attitudes on this subject are also included. 
The findings of the studies conducted on this subject are also included explicitly in 
order to reveal the importance of the subject more clearly. Since the subject is closely 
related to the education systems and policies of many countries, the subject has 
been addressed as a whole as much as possible, and the language and terminology 
used have been handled in a comprehensive and universal manner, rather than the 
competencies that are required for the educational curricula of the countries in which 
teacher competencies are addressed. For a clearer comprehension of the subjects, they 
are divided into headings, and the relevant chapter is completed with a conclusion.

Keywords: refugee disabled children, refugees, special needs, teacher competencies, 
support services, inclusion, inclusive education, mainstreaming

1.  Introduction

The most rapid changes in the field of education in the historical process have 
undoubtedly occurred in the twenty-first century. Wars, climate changes, industrial 
development, economic developments, etc., in every country have affected educa-
tion systems. The development of technology is one of the factors that have the most 
impact on education systems. The increasing importance given to human and human 
rights has also forced the education systems of countries to modify.

The development and change of education systems has a great impact on teachers 
day by day. Teachers’ attitudes and competences also affect educational outcomes. 
Therefore, education systems and teachers mutually affect each other.
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As mentioned above, the increasing importance given to the human and human 
rights has also shaped education systems. It would not be wrong to say that the most 
important change in the twenty-first century in terms of equal education rights 
of individuals with special needs is inclusive education. The conference held in 
Salamanca, Spain, between 7 and 10 June 1994 with the participation of 92 govern-
ments and 25 international organizations culminate in the Salamanca Declaration [1]. 
The declaration was based on the basic principle of “education for all”. Thus, it was 
ensured that individuals with special needs receive education under equal conditions 
and in the same environment with their typically developing peers. With this declara-
tion, not only children with disabilities but also refugee children have gained equal 
access to the educational environment. However, it has been observed in many studies 
that serious problems still persist in the education of refugee children. In addition, 
it has also been observed that there is a limited number of studies on the education 
of refugee children with disabilities. On the other hand, with the Syrian Civil War, 
it has been stated that there are many problems in the education of disabled refugee 
children [2]. This situation has been an important factor in this research. The ability 
of refugee children with disabilities to receive an effective education in an integrated 
education environment is closely related to teacher competencies.

The education of refugee children with disabilities is carried out within the scope 
of the inclusive education system. Therefore, it is useful to explain the inclusive edu-
cation model. The definition of inclusive education may vary for every country. The 
main reason for this situation is the education policies and economies of countries. 
For instance, MoNE does not include education in mother tongue or language adapta-
tions in its legal definition of inclusive education [3].

Inclusive education and the terms related to inclusive education are explained 
below:

1.1  Inclusive education

The “education for all” final declaration was published at the conference held 
in Salamanca, Spain, in 1994 with the participation of 92 governments and 25 
international organizations. As a result, in the following 30 years, many countries 
especially the countries that signed the declaration started to adopt the inclusive 
education model and took the necessary steps in this regard. The basic philosophy of 
inclusive education is based on the principle of making necessary arrangements in the 
education system for “everyone” without ignoring any of the dissimilarities [4]. The 
philosophy of inclusion is that different students, families, and teachers cooperate to 
build schools and other social structures on the basis of acceptability, belongingness, 
and community-based feelings [4–6].

Mainstreamed education is often confused with inclusive education. In my opin-
ion, there are two main reasons for this confusion. The first one is that the researchers 
working on this subject do not read in depth about the philosophies of mainstreamed 
and inclusion educations. The second reason is that countries do not act sincerely due 
to their current policies and educational practices, and this is because inclusive educa-
tion is an expensive education model. For this reason, I consider that countries with 
capitalist or neoliberal economic policies prefer to call “the mainstreamed education 
model” instead of “the inclusive education model”, in order not to make any adapta-
tions in this regard.

In order to eliminate this confusion, it is useful to show mainstreamed and inclu-
sion education practices on Table 1.
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In inclusive education, arrangements are made for “all students” with individual 
differences in terms of ethnicity, race, religion, language, culture, sexual orienta-
tion, gender, disability, spiritual values, socioeconomic level, geographical loca-
tion, etc., and in accordance with the principle of universal design [4]. The support 
services provided to students in inclusive education are provided in the classrooms, 
rather than different environments or buildings [7]. In general, inclusive education 
is a concept related not only to the education processes of individuals with disabili-
ties but also to the education processes of socially and culturally disadvantaged 
children [8].

Inclusive education has some core principles. These core principles are given in 
Figure 1.

An effective inclusion program promotes integration within the general educa-
tion system regardless of language, religion, race, ethnicity, cultural background, 
gender, sexual orientation, language skills, learning competencies, learning styles, 
socioeconomic status or country of origin. In addition, the inclusion program enables 
all students to overcome challenges and succeed in society through a flexible, adaptive 
curriculum [5, 6].

Effective inclusion focuses on the strengths of the individual. Furthermore, 
teachers cannot teach in a way that ignores children’s individual and cultural dif-
ferences [9].

Another principle of effective inclusion is to organize the classroom environ-
ment according to the principle of universal design [10]. In addition, differences 
in language, religion, race, ethnicity, sexual orientation, etc., have an impact on 
socialization and academic achievements [11]. Therefore, the teacher conducts 
flexible and scientifically based practices by making differentiations based on 
culture [12, 13].

Inclusion education model Mainstreamed education model

All students have the right to receive 
education in general education classes.

Who Selected students can be eligible for a 
general education placement only after 
their performance assessment.

All students have the right to access general 
education programs and all educational and 
social activities.

What They have limited access to general 
education programs and educational and 
social activities.

They are eligible for full-time placement in 
general education classrooms.

Where or When Placement in general education 
classrooms is conducted in two different 
ways: full-time and part-time.

Students are provided with support services 
in general education classrooms.

How Support services are provided in or 
outside (support education rooms) of the 
general education environment.

Special education and general education 
support services are provided together.

Special education and general education 
support services are provided in separate 
environments.

Focuses on the behavioral, social, academic, 
emotional, and physical development of all 
students in order to bring them to a place 
where they can adapt to the society.

Why Focuses on students’ behavioural, social, 
academic, emotional, and physical 
development to help them adapt to 
society.

Table 1. 
Differences between mainstreamed and inclusion education models (based on [2, 7]).
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1.2  Refugees with special needs/disabilities

In this regard, any official definition of refugees with special needs or refugee 
children with disabilities (RCD) can be detected on neither the UN Department 
of Economic and Social Affairs (DESA) Website nor in the literature. Although 
the United Nations has broadly recognized the importance of addressing the needs 
of persons with disabilities in the international normative framework on human 
rights and development, it has historically ignored sub-groups within persons with 
disabilities in the context of migration, including migrant workers with disabili-
ties and refugees. This situation appears to be a factor for not providing a formal 
definition.

In order to make a definition regardless of countries’ economic status and special 
education support services, the definition of refugees with special needs/disabilities 
can be described as follows.

An individual who needs additional support services or educational adaptations 
for any and/or more than one of the difficulties due to learning difficulties and/or 
disabilities in areas such as intellectual functioning, emotional/sensory integration, 
physical, behavioural, linguistic, and who has refugee or temporary protection status 
in a country other than his/her own country [11].

During migration, RCDs face many complications in health, housing, and 
education. In the field of education, one of the most serious complications is that 
RCDs cannot receive qualified and adequate special education support services 
according to their disability category. It is observed that some countries do not 
provide special education support services to the RCD’s which are provided to 
their own citizens with disabilities or that refugee families spend a serious effort 
to receive these special education support services for many years. This situation 
prevents RCDs from performing poorly academically, exhibiting problematic 
behaviors, adapting to the country they are trying to establish a new life in, and 
communicating. In addition to this, RCDs who have a lot of psychological problems 
are encountered.

In a qualitative doctoral dissertation research [11] on the problems experienced by 
RCDs, teachers’ views on this subject are given below:

Figure 1. 
Principles of inclusive education.
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“...I mean, at first, when he was just with us, it was more about withdrawing into his 
own shell and there were certain behaviors that he exhibited every day. He was exhib-
iting behaviors like eating his clothes. After her grandmother came (to Turkey), her 
behavior evolved to a completely different point and when she spoke Arabic with her 
grandmother at work, it was like opening the door to her world at work. After seeing 
this situation, I started to learn Arabic so that I could communicate. After the second 
month, we started to communicate more.” Participant Teacher (PT)3

“If I am not mistaken, they cannot receive services in a special education rehabilita-
tion center. I mean, I guess the government does not provide them with a free right. 
They cannot receive it.” PT7

“Dear teacher, my opinion on this issue is this: I am in favor of giving our citizens 
here the same rights that are given to all children in need of special needs, because 
we all see the child. For example, everyone is busy working around. Most of them 
have very bad financial situations and that is why they fall behind in education. 
In this case, when they came to us, they came for a certain fee. Since these people 
were already in financial difficulties, most of the time they did not come to classes. 
They tried to come as long as they could afford it. I am in favor of this kind of 
support, especially if it is to be improved, because when these children stayed with 
the family, it was a huge financial burden on the family. In our classes, when they 
showed up once, they did not showed up twice, when they showed up twice, they 
did not show up four or five times. They tried to come as long as they had money, 
as long as they saved their money. So our progress was negatively affected and the 
family could not bring the child even though they wanted to. So when their rights 
are improved and they start coming to rehabilitation centers for free, it will be 
easier for us to move forward.” PT2.

“Let's say the child really needs support in some areas. We realized this or the 
interpreter helped us in this regard. The second part, when the child is not a Turkish 
citizen, they cannot benefit from the support education. This is also a problem. For 
example, I think the student who came last week needs support education, but we 
cannot send him to the rehabilitation center because of the rule that refugee children 
who are not Turkish citizens cannot benefit from support education. This is the second 
problem. I mean, together with the language barrier, it is the second problem.” PT1.

2.  Teacher competencies

Teacher competence can be defined as a set of knowledge, skills, and attitudes 
that teachers should have in order to perform their profession in the most effective 
and efficient way for the benefit of the child [14]. In order for a program prepared 
in the field of education to reach its goal in the most effective way, teachers who will 
implement this program must have some competencies [15]. Teachers should have the 
qualifications and competencies to organize the learning environment according to 
the individual and cultural differences of students, to take into account student dif-
ferences and to guide students, and to reach the goals they want to achieve by utilizing 
the available facilities in the most efficient way [16].

Considering the competencies of a teacher in general, the competencies that a 
teacher should have can be as follows:
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• Have a strong intellectual knowledge

• Have the capacity to create a positive learning environment for students,

• Take into account the different learning potentials of students,

• Give importance to students’ creative and analytical thinking,

• It should enable students to recognize themselves and allow students to develop 
at their own pace,

• Have good communication skills,

• Prepare the education and training plan effectively,

• Have the necessary professional knowledge and skills required for teaching [14].

In addition to the competencies mentioned above, the competencies of the teacher 
working in an inclusive education environment are addressed in a much wider spec-
trum. It is emphasized that teachers working in an inclusive education environment 
should have positive attitudes towards language, religion, culture, sexual orientation, 
socioeconomic level, etc., should be able to make adaptations and provide support 
services and special education support services on these issues, and be able to work in 
multilingual and multicultural environments [17–20].

It was revealed that teachers working with RCDs had difficulties particularly in 
some of the competencies mentioned above. These areas of competence in which 
teachers have difficulties are discussed under the relevant headings below.

2.1  Communication and cooperation competencies

It can be suggested that the most important item among teacher competencies 
is the teacher’s communication and collaboration competency. The teacher’s com-
munication with teachers, administrators, auxiliary staff (school transportation 
workers, cleaners, childcare workers, etc.), and families, especially the students in the 
classroom, has a significant impact on the academic performance of RCDs, facilitat-
ing adaptation to the classroom, and the level of communication between students. 
Teachers’ communication skills also have a significant role in the rapid integration of 
RCDs into the host country and its education system.

First of all, the teacher’s collaboration competencies are as crucial as communica-
tion competencies in the preparation of students’ Individualized Education Program 
(IEP), homework assignments, field trips, curricula prepared as a group and the 
adaptation of these curricula, the use of technology in the classroom environment, 
and the adaptation of RCDs to the classroom and school culture.

2.1.1  Communication with RCDs

The whole process after migration from one country to another is based on com-
munication. The process after the migration of disabled individuals is much more 
challenging. Especially autistics who have limitations in verbal communication, low 
verbal language skills due to intellectual disability, and the associated difficulty in 
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learning a new language are one of the biggest obstacles for RCDs to communicate 
effectively. Providing psychosocial support to RCDs who have been exposed to 
adversities such as war and destruction in a short time, and achieving results by carry-
ing out rehabilitation processes effectively depend on effective communication with 
RCDs. Therefore, the communication skills and competencies of teachers working in 
an inclusive education environment with disabled people and refugees with disabilities 
are doubly important. The teacher’s knowledge/learning of the mother tongue of the 
RCDs prevents the RCDs from feeling alienated in the classroom, enables the teacher 
to establish a bond between the teacher and the RCDs in a short time, and facilitates 
the process of mutual acceptance between the RCDs and their classmates. There is a 
strong possibility that RCDs who have difficulty expressing themselves may exhibit 
problematic behavior and disobey classroom rules. Teachers’ effective communication 
skills and their ability to speak the native language of the RCDs prevent the emergence 
of problem behaviors and ensure effective classroom management. In addition, the 
teacher’s competence in this area makes it easier for the RCDs to learn the language of 
education of the country they come from in a short time and facilitates the cooperation 
of the families of the RCDs with the school. It also makes it easier for families, who are 
natural members of the unit that prepares the IEP, which is a legal obligation for chil-
dren with disabilities, to take part and have a say in the IEP preparation process. Thus, 
the infrastructure for the preparation of a functional IEP is provided. Only through a 
functional IEP can RCDs achieve academic success. Therefore, the teacher’s language 
and communication competencies are an important factor for effective inclusion.

Some of the findings of a study [11] on the problems experienced by teachers in 
their communication with RCDs are as presented below:

“… Actually, this is a problem that everyone (teachers) has experienced when commu-
nicating with refugee children. Since they don't speak Turkish, I tried to speak Kurdish 
in the hope that maybe they would know a little bit of Kurdish, I tried to com-
municate mostly with basic level Turkish and some English. I did this with different 
languages. But the child only knows Arabic. Therefore, I had a lot of difficulty.” PT5

“Actually, we also experience the problems that colleagues face when communicating 
with the child.” PT9

“For instance, I took a child to class, a Syrian child. In the first twenty minutes of the 
lesson, I could not communicate with the child in any way. I mean, I show the child 
the pencil because I don't speak Arabic. 'What is this?' No, no reaction. What is your 
name? No. 'Do you know what this is?' He didn't react in any way.” PT5

“…I mean, I can't teach in any way. I invited his grandmother to the lesson, but that 
doesn't work either…” PT4

2.1.2  Collaboration with parents

In order to be able to discuss an effective inclusive education, cooperation with 
parents is a necessity. An effective collaboration between the teacher and the parents 
not only facilitates the teacher’s work but also serves as a touchstone for the student’s 
academic success. It is inevitable for the teacher to communicate and cooperate with 
the parents in order to have information about the RCDs who have just started their 
education and to make the evaluation and placement of the student accordingly [21].
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Communication with the families of people with disabilities takes place in two 
dimensions: the first dimension is the parents themselves, and the second dimension 
is the bridge between the teacher and the children who have difficulty communicating 
verbally. Therefore, the teacher’s communication with the parents becomes vital. In 
particular, the teacher’s ability to speak the language of the immigrant families until 
they learn the official language/educational language of the host country (transition 
model) is an important factor in the inclusion processes of the families, learning their 
legal rights, establishing social relations, being psychologically well, being informed 
about the educational processes of their children, establishing a bond with the school, 
participating in their child’s IEP meetings, and having a say in the educational process.

“… About the family… I almost cannot communicate with the family at all. The 
family does not speak Turkish. They have just arrived in Turkey. So when I first call 
them, when I want to reach them, we cannot communicate.” PT3

“... I think the family has the same thing, because we wanted to contact his family 
many times. We sent messages. There were also problems on the telephone. They did 
not answer...” PT6

“… and I can only communicate with the grandfather, I even recorded him as 'father'. 
For a long time I knew him as his father, because they don't speak any language. 
When I asked him if you are his father, he said 'yes'. So I registered the grandfather as 
the father. I mean, I really had a lot of trouble. Because I have never met him face to 
face. I couldn't understand him from a gesture or something…” PT1

“My hearing-impaired student is completely unable to speak and hear because he 
spends critical periods without the device. He/she also has problems with his device. 
The device constantly malfunctions. He/she comes to school one day with the device. 
He/she comes two days without the device. We also have such problems.” PT7

“He/she is a child with a walking disability. Since he/she has a walking disability, 
of course his/her treatment processes were interrupted. The family was not very 
concerned about this.” PT5

“… most of them don't speak Turkish anyway and they don't make any effort to learn 
it. We wanted to talk a little bit over the internet. (The family) was not very receptive 
to that either. I mean, when we wanted to talk about our student, we couldn't commu-
nicate much with the parent by phone. When we called, he/she either returned late or 
we wanted to translate and write. He/she didn't answer then either. We cannot fully 
communicate with parents.” PT12 [11].

2.1.3  Collaboration between school administrators and colleagues

The teaching profession is not only about the ability to teach in the classroom. In 
the contemporary, inclusive education model, learning outcomes cannot be achieved 
only in the classroom environment. Facilitating students’ learning by providing them 
with experiences in different environments makes it possible for more permanent 
learning [22]. Providing experiences from the educational processes of RCDs, espe-
cially those who are newly integrated into the education system in the host country 
and who have limitations in understanding/speaking the language of the school 
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they are integrated into, can provide RCDs with very important benefits. Therefore, 
it is important for the teacher to have the competence to cooperate with the school 
administration and colleagues in order to be able to use other parts of the school for 
the instructional purposes of the RCDs, to plan out-of-school trips, to ensure that 
the RCDs integrate with the students in other classes during breaks, to communicate 
effectively with the members of the IEP team to be convened for the RCDs, and to 
convince them on some points. In addition, the teacher’s cooperation with colleagues, 
school administration, and families is important to prevent possible discrimination 
and peer bullying against disabled and refugee children.

2.2  Competencies to create and follow the curriculum

Curriculum is one of the factors affecting the success of the student. A student’s 
academic performance is directly related to the instructional objectives received 
during a period of education within the curriculum. Therefore, in order to ensure that 
students achieve well, teachers are required to select the objectives based on the level 
of the student, individual differences, learning style and speed, and the socioeco-
nomic and cultural structures of the student. Studies have shown that teachers have 
serious inadequacies in creating IEPs [23]. In addition, it has been experienced that 
teachers choose the same goal for all students in the IEP creation process and even 
copy and paste the same goals over and over again every academic year. Within the 
scope of a research I conducted with teachers, it was stated by teachers that IEPs were 
never created for RCDs.

2.3  Competencies for inclusive education

In addition to teacher competencies in general, the teacher’s demonstration of 
special education field competencies has a direct impact on the academic performance 
of RCDs. Educational adaptations within the scope of inclusive education are based 
on the student’s level of disability, language, religion, gender, sexual orientation, race, 
ethnicity, and individual and cultural differences. The teacher is expected to create 
the student’s IEP by taking these factors into consideration, make classroom and 
material adaptations, and select appropriate special education teaching methods and 
techniques. In order for the teacher to master different methods and techniques, he/
she is expected to be familiar with the instructional methods and techniques applied 
in the field of special education, and scientifically based, comprehensive and focused 
practices. In order to realize all these, the teacher is expected to have a positive 
attitude towards diversity. On the other hand, a teacher who is racist, fascist, and 
discriminatory cannot be expected to show the competence to make these adaptations 
in the educational environment.

2.4  Competencies for technology and artificial intelligence supported 
applications

The development of technology brings some changes in the field of education each 
passing day. Technology has started to be used more and more in the field of educa-
tion and in the classroom environment. For this reason, teachers with a traditional 
perspective are expected to have the ability to use technology. Technology, which is 
used effectively in the field of special education more and more every day, eliminates 
the need to carry many educational materials to the classroom environment. In 
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addition, due to the lack of materials and limited facilities in schools, teachers may 
not be able to include these goals in IEPs from time to time, even if the priority need 
for the child is the goal. However, thanks to technologies such as smart boards and 
smart tablets, the goals that are not included in IEPs can be realized much more easily. 
On the other hand, it is expected that the teaching realized by providing concrete 
experiences to the RCDs will be more permanent. Again, the first place that a teacher 
who has difficulty in translating for RCDs in the classroom environment may be the 
smart board. The teaching process can also be facilitated by using smart boards, edu-
cational assistive technologies, and applications for teaching primarily for disability 
groups in the classroom. Alternative and supportive communication systems can be 
used for children who have no ability to speak properly (e.g. some autistics). In order 
for a teacher to be able to realize all these, it is important for him/her not to refrain 
from changing technology, to have a positive attitude towards it, and to improve his/
her skills in technological applications by attending in-service trainings if necessary.

3.  Discussion

Throughout history, much has been written and drawn on the education of 
refugees. Especially with the outbreak of the Syrian Civil War, the education system 
of many countries, especially Turkey, has been affected by these migrations. Even 
though countries have enacted many theoretical provisions on the rights of refugees 
in accordance with international treaties, there can be a big gap between theory and 
practice. This gap is a very effective factor on the education of refugees [24].

It has been discussed that teachers have difficulties in communicating with RSDs 
and the activities that teachers can carry out to overcome communication difficulties. 
It has also been reported that teachers have difficulties in communicating with Syrian 
refugee children in Turkey due to language barriers [25].

The finding that RCCDs exhibit problematic behaviors and low academic perfor-
mance because they cannot communicate is also in line with the research conducted 
by Moralı [25]. It has been determined that refugee children constantly fight because 
they cannot communicate and do not meet academic expectations. Similarly, it has 
been observed that the performance of refugee children with low educational lan-
guage level is below the level of the class [26].

In addition, in a study in which teachers’ views on Syrian refugees in Turkey were 
obtained, it was stated that they did not fulfill their school stakeholder duties and did 
not cooperate due to the families’ lack of language skills [27].

It was observed that teachers working with RCDs had limitations in creating IEPs, 
requesting support services for RCDs, classroom adaptations, educational evaluation 
of students and applying formal and informal assessment tools, and fulfilling the 
requirements of integrated education. In addition, it has been observed that teachers 
working as “paid teachers” in special education settings are insufficient in terms of 
knowledge, skills, methods, and techniques in special education [28–31].

However, the range of teacher competencies within the inclusive education cur-
riculum is wider. It is emphasized that teachers working in an integrated education 
environment should have a positive attitude towards language, religion, culture, 
sexual orientation, socioeconomic level, etc., should be able to adapt and provide 
support services and special education support services on these issues, and should 
have the competence to work in multilingual and multicultural environments [17–20]. 
However, it has been stated that the teachers who provide education to RCDs in an 
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inclusive education environment are not sufficient in this regard. In this direction, it 
was stated that the most common limitation was communication with the RCDs and 
their families. On the other hand, although it was seen that teachers who know the 
native languages and cultures of RCDs and their families do not have any limitations 
in this regard, it was seen that there is no systematic practice and curriculum in this 
regard within the scope of inclusive education. The practices of teachers who know 
the native languages of the RSDs and their families in this regard are shaped accord-
ing to their own initiatives.

It would not be wrong to say that teacher training programs in many countries 
are far from the inclusive education program in the world and therefore need to be 
updated. In addition, it is stated that teachers who are not specialized in refugee 
children, multiculturalism, and multilingualism have difficulty in accepting refugees 
and are not successful in the education process of refugees. It has been emphasized 
that teachers working with Syrian refugee children have difficulties with language 
and therefore some refugee children have difficulty integrating into society by leading 
an isolated life [32].

4.  Conclusion

In the twenty-first century, education systems have been subjected to changes in 
parallel with the development of technology. Wars, migrations, and climate crises 
have also affected this transformation process. In addition, with the increasing 
importance given to human and human rights, states and local governments have 
also revised their education policies. Possibly the most important of these revisions 
has been the spread of the inclusive education system around the world with the final 
declaration of the conference held in Salamanca in 1994.

In order to talk about full inclusion, all children, regardless of language, religion, 
race, ethnicity, culture, socioeconomic status, disability, refugee status, gender, and 
sexual orientation, should benefit equally from the educational environment and 
educational opportunities. In inclusive education, children are not integrated into a 
particular norm, as in mainstreaming education. Instead, the educational environ-
ment is reorganized according to all the differences of all children. Norms and rules 
previously established for a certain group of children are thus eliminated. The norm 
of inclusion is based on everyone’s equal and fair voice and social participation. In 
inclusive education, school management and teachers adapt the school to the child. 
Briefly, adaptations are made through the school and the school environment rather 
than through the child.

Teacher competencies are an important factor for the effective and successful 
implementation of these principles. Teachers should have a positive attitude towards 
diversity. It is especially important that the teacher should be able to speak different 
languages and make an effort to establish strong communication with disabled and 
refugee children and their families. It is also expected that the teacher should not have 
a racist, fascist attitude that would lead to discrimination among children.

Migrant children with disabilities and their families need strong communica-
tion in order to adapt to the host country where they migrate and try to build a new 
life. With the competencies that teachers can demonstrate in this regard, possible 
problems to be experienced are prevented. With a strong bond between teachers and 
refugee parents, the educational processes of children with disabilities can be carried 
out more effectively and easily. It becomes easier to include families in the education 
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process, which is one of the basic principles of special education. Therefore, it is very 
important for teachers to be able to communicate with the mother tongue of the child 
and families when necessary during the transition process. It would not be wrong to 
say that teachers who are able to communicate with the mother tongues of RCD and 
families carry out the educational processes more effectively and successfully. In addi-
tion, both children and families can establish a stronger bond with the teacher and the 
school in this way.

With strong communication, teachers’ competencies in classroom management, 
problem behaviours, and effective use of technology, RCDs can be integrated into the 
educational environment in a shorter period of time. In addition, if the teacher lacks 
knowledge and skills in these areas, it is important for the RCDs and their families to 
adopt and respect the education and teachers of the host country. Providing educa-
tion to all children without discrimination is a fundamental moral responsibility that 
extends beyond teacher qualifications.

© 2024 The Author(s). Licensee IntechOpen. This chapter is distributed under the terms of 
the Creative Commons Attribution License (http://creativecommons.org/licenses/by/4.0), 
which permits unrestricted use, distribution, and reproduction in any medium, provided 
the original work is properly cited. 



Perspective Chapter: Disabled Refugee Children and Teacher Competencies
DOI: http://dx.doi.org/10.5772/intechopen.1007135

149

References

[1] UNESCO. Word Conferance on 
Special Needs Education: Access and 
Quality (Rapor No. ED-95/WS/2). 1994. 
Available from: https://files.eric.ed.gov/
fulltext/ED384189.pdf

[2] Keser F, Tanrıverdi A. Teacher 
competencies and qualifications for 
support services in special education 
institutions. Pamukkale University 
Journal of Education. 2021;53:328-354. 
DOI: 10.9779.pauefd.848889

[3] MEB. Özel Eğitim Hizmetleri 
Yönetmeliği. 2018. Available from: 
http://www.resmigazete.gov.tr/
eskiler/20180/20180707-8.htm

[4] Salend SJ. Creating Inclusive 
Classrooms: Effective, Differentiated and 
Reflective Practices. New York: Pearson; 
2016

[5] Giangreco MF, Doyle MB, Suter GC. 
Demographic and personnel service 
delivery data: Implications for including 
students with disabilities in Italian 
schools. Life Span and Disability. 
2012;15(1):97-123

[6] Causton-Theoharis J, Theoharis G, 
Bull T, Cosier M, Dempf-Aldrich K. 
Schools of promise: A school district—
University partnership centered on 
inclusive school reform. Remedial and 
Special Education. 2011;32(3):192-205

[7] Salend JS. Creating Inclusive 
Classrooms: Effective and Reflective 
Practices. 7th ed. New Jersey: Pearson; 
2011

[8] Cummings C, Dyson A, Millward A. 
Participation and democracy: What’s 
inclusion gotto do with it? In: Inclusion, 
Participation and Democracy: What 
is the Purpose? Dordrecht: Springer; 
2003. pp. 49-65

[9] Tomlinson CA, Javius EL. Teach up 
for excellence. Educational Leadership. 
2012;69(5):28-33

[10] Allday RA, Neilsen-Gatti S, 
Hudson T. Preparation for inclusion 
in teacher education pre-service 
curricula. Teacher Education and 
Special Education. 2013;36(4):298-311. 
DOI: 10.1177/0888406413497485

[11] Keser F. Özel gereksinimli mülteci 
çocukların eğitimi sürecinde yaşanan 
problemler ve çözüm önerileri (doctoral 
thesis). Eskişehir: Anadolu University; 
2024

[12] Slavin RE. How evidence-based 
reform will transform research and 
practice in education. Educational 
Psychologist. 2020;55(1):21-31

[13] Smith RM, Sapon-Shevin M. 
Disability humor, insults, and inclusive 
practice. Social Advocacy and Systems 
Change. 2008;1(2):1-18

[14] Milli Eğitim Bakanlığı (MEB). 
Öğretmen Strateji Belgesi 2017-2023. 
2017. Available from: www.meb.gov.tr

[15] Tosuntaş ŞB. Öğretmenlik mesleği 
genel yeterliklerinin incelenmesi. 
Akademik Eğitim Bilimleri Dergisi. 
2020;4(1):53-61

[16] Pantić N, Wubbels T. Teacher 
competencies as a basis for teacher 
education—Views of Serbian teachers 
and teacher educators. Teaching and 
Teacher Education. 2010;26(3):694-703

[17] Vantieghem W, Roose I, 
Goosen K, Schelfhout W, Van 
Avermaet P. Education for all in action: 
Measuring teachers’ competences 
for inclusive education. PLoS One. 



Bridging Education and Work Experience

150

2023;18(11):e0291033. DOI: 10.1371/
journal.pone.0291033

[18] Papadopoulou K, Palaiologou N, 
Karanikola Z. Insights into teachers’ 
intercultural and global competence 
within multicultural educational 
settings. Education and Science. 
2022;12(502):1-18. DOI: 10.3390/
educsci12080502

[19] Li L, Ruppar A. Conceptualizing 
teacher agency for inclusive education: 
A systematic and international 
review. Teacher Education and 
Special Education. 2021;44(1):42-59. 
DOI: 10.1177/0888406420926976

[20] Polat İ, ve Kılıç, E. Türkiye’de 
çokkültürlü eğitim ve çokkültürlü 
eğitimde öğretmen yeterlilikleri. Van 
Yüzüncü Yıl Üniversitesi Eğitim Fakültesi 
Dergisi. 2013;10(1):352-372

[21] Aksoy V, Diken İH. Rehber 
öğretmenlerin özel eğitimde psikolojik 
danışma ve rehberliğe ilişkin öz yeterlik 
algılarının incelenmesi. İlköğretim 
Online. 2009;8(3):709-720

[22] Sünbül AGAM. Öğretmen 
niteliği ve öğretimdeki rolleri. Kuram 
ve Uygulamada Eğitim Yönetimi. 
1996;8(8):597-608

[23] Alan Ş, Ve Aksoy V. Özel 
Eğitim Okullarında Geliştirilen 
Bireyselleştirilmiş Eğitim Programlarının 
(BEP) Kalitesinin İncelenmesi. 
Ondokuz Mayis University Journal of 
Education Faculty. 2023;42(1):161-194. 
DOI: 10.7822/omuefd.1216755

[24] Magos K, Margaroni M. The 
importance of educating refugees. Global 
Education Review. 2018;5(4):1-6

[25] Moralı G. Suriyeli mülteci çocuklara 
Türkçenin yabancı dil olarak öğretiminde 
karşılaşılan sorunlar. OPUS International 

Journal of Society Researches. 
2018;8(15):1426-1449

[26] Chatzina P, Mouti A. Second 
language assessment issues in refugee 
and migrant children’s integration 
and education: Assessment tools and 
practices for young students with refugee 
and migrant background in Greece. 
Language. 2022;7(2):82

[27] Kardeş S, ve Akman, B. Suriyeli 
Mültecilerin Eğitimine Yönelik 
Öğretmen Görüşleri. Ilkogretim Online. 
2018;17(3):1224-1237

[28] Özan S, ve Sarıca, A. D. 
Bireyselleştirilmiş eğitim programı: 
Sınıf ve rehberlik öğretmenlerinin 
deneyimleri. Ankara Üniversitesi Eğitim 
Bilimleri Fakültesi Özel Eğitim Dergisi. 
2021;22(1):147-174. DOI: 10.21565/
ozelegitimdergisi.664973

[29] Walton E, McIntyre J, Awidi SJ, De 
Wet-Billings N, Dixon K, Madziva R, 
et al. Compounded exclusion: Education 
for disabled refugees in sub-Saharan 
Africa. Frontiers in Education. 
2020;5(47):1-14. DOI: 10.3389/
feduc.2020.00047

[30] Tanriverdi A, Özokçu O. The 
psychometric properties of the 
Turkish version of the teacher efficacy 
for inclusive practices (TEIP) scale. 
Educational Research and Reviews. 
2018;13(18):654-663

[31] Rasmussen MU, Kış A. Qualifications 
of subject teachers in special education 
schools. Journal of Education and 
Training Studies. 2018;6(4):48-57

[32] McBrien LJ. Educational needs and 
barriers for refugee students in the 
United States: A review of the literature. 
Review of Educational Research. 
2005;75(3):329-364





IntechOpen Series  
Education and Human Development,  

Volume 26

Bridging Education  
and Work Experience

Edited by Xinqiao Liu

Edited by Xinqiao Liu

With the continuous innovation of market demands and the increasing complexity 
of the employment environment, cultivating modern talent capable of adapting to 

future technological advancements and new economic dynamics has become a global 
mission that transcends borders. This book explores key topics such as internships, 

apprenticeship programs, and continuing education, providing an in-depth analysis 
of the intricate relationship between education and work experience. In addition, the 
book offers a comprehensive discussion on academic mentoring, career counselling, 

and skill assessment, serving as a complete guide for students seeking to enhance their 
career prospects. The research and discussions presented in this book will provide 
valuable insights and inspiration to educators, policymakers, researchers, and all 

readers interested in the reform and innovation of education.

Published in London, UK 

©  2025 IntechOpen 
©  NeoLeo / iStock

ISBN 978-1-83634-089-8

Katherine Meltzoff,  
Education and Human Development Series Editor

ISSN  2755-9513

Bridging Education and W
ork Experience

ISBN 978-1-83634-090-4


	Bridging Education and Work Experience
	Contents
	Preface
	Section 1
FutureTalents and Skills
	Chapter1
Anxiety and Depression among Early-Career Academic Researchers in China: Causes and Organizational Support
	Chapter2
Enhancing Fashion Graduate Employability through Non-Placement Work-Integrated Learning: Designing a Scaffolded, Integrated Curriculum Framework for Real-World Impact
	Chapter3
The Future of Work(ers) in the Age of Technological Revolution
	Chapter4
Methodological Competence as a Success Factor for Apprenticeship

	Section 2
Practical Skills and Work Experience
	Chapter5
Industry Placements: Planning, Practice, Performance
	Chapter6
Practical Guide forTeaching Coaching: Essential Tools and Methodologies for Instructors
	Chapter7
Perspective Chapter: Supporting Newly Graduated NursesTransition to Practice
	Chapter8
Perspective Chapter: Disabled Refugee Children and Teacher Competencies




