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Abstract:
The  aim of this research is to explore the impact of intercultural Mobility (learning by leaving) as a pedogogic tool in the learning environment and to undertake a return on investment analysis to measure the impact intercultural Mobility and work based learning has on absenteeism; academic performance; access, transfer & progression and employability.  In my opinion, the value that an intercultural mobility work placement brings to the learning environment has not been researched in a significant measurable way and any tangible value that is evidenced is often buried in the bureaucracy of the Programme.
Using a mixed methodological approach of both qualitative and quantitative enquiry the study explores the phenomenon of learner mobility as a pedagogic tool.  Using the eight key competences plus identified transversal skills established by the European Commission in addition to the Irish Further Education and Training Awards Council (FETAC) identified core skills, key competences / specific learning outcomes (SLO’s) the study measures learner skills, knowledge and personal competences prior to and post a workplacement training intervention the study explores the impact learner mobility has on the learning environment in terms of the key competencies and skills required of citizens contributing to the European Communities knowledge based and globalised economy: the ability to learn and acquire new skills; adaptability; flexibility; information technology and entrepreneurship.

Using Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) return on investment (ROI) model (Table 1.1) the study captures and isolates the benefit learner mobility and work based learning has on the micro education management key indicators of absenteeism, grades, access progression, transfer and employablilty.

In addition the study captures the benefit learner mobility and work based learning has on four key areas of macro education policy: the European Communities Lifelong Learning Programme, national Education policy, the learning environment and the learner:

	Level
	Learning activity
	Measurement

	1
	Reaction and satisfaction
	what the trainee thought and felt about the training.

	2
	Learning and Confidence
	the resulting increase in knowledge or capability.

	3
	Application and Implementation
	behaviour - extent of behaviour and capability improvement and implementation/application.

	4
	Application and Implementation
	The effect the training has had on the business or learning environment resulting from the trainee's performance.

	5
	Return on Investment
	Isolate the effects on the business-training organisation, convert to a monetary value, and calculate a benefit/cost ratio that leads to a return on investment.


Table 1.1 Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) Return on Investment (ROI) model

Learning by leaving represents a positive learning experience that not only reinforces learning but exposes the learner to new perspectives, beliefs and attitudes: life wide learning.
Section One: Background and Rationale

Having worked in European Commission Directorate General Education and Culture (DGEAC) Mobility Programmes at a National and European level for twenty years, my responsibilities take consideration for a global perspective on education and training in an attempt to help preserve the best of the diversity of education experience in Europe.  This is achieved by working in collaboration with Member State Education policy developers, providers and practitioners to harness best practice and expertise thereby raising standards, removing obstacles to learning and ultimately meeting the Lifelong Learning educational requirements the of European Communities.
In the early 1990’s I specialised in intercultural Mobility programmes aimed at up skilling and re skilling those in employment.  Over the years as the pillars of education policy merged into the Commissions Lifelong Learning Programme, encompassing cradle to grave education and training, my responsibilities and expertise grew to encompass: intercultural Mobility for higher education students undertaking a period of combined study and work placement abroad; vocational and apprenticeship trainees undertaking a period of work placement abroad and vocational education and training (VET) professionals undertaking continuous professional development  (CPD) training periods abroad. 

DGEAC’s (2011) higher education Mobility Programme Erasmus began in 1987/88 and since then has provided 2.5 million European students with the opportunity to undertake a period of study or work placement abroad.  

In addition DGEAC’s VET Mobility Programme Leonardo da Vinci (Leonardo), which began in1995, has supported more than 600,000 work experience placements plus 110,000 mobility exchanges of VET professionals (DGEAC 2010).

31 Countries participate in the Lifelong Learning Programme, 27 of which are European Union Member States.  During the period 2000 to 2006 the DGEAC’s budget for Leonardo amounted to €1.15 billion.  Following approval of DGEAC’s Lifelong Learning Programme by the European Parliament in 2006 the Leonardo budget for the period 2007 to 2013 was increased to €7 billion.  This equated to an approximate increase from €1.3 million to €3.03 per annum for Leonardo Mobility activities in Ireland alone. (Croke 2006).

Discussions are ongoing for the next budgetary phase of the Lifelong Learning Programme 2014 to 2020, which if approved by the European Parliament, will see the massification and streamlining of intercultural learner Mobility across higher education, vocational education and training, schools (compulsory education), informal adult learning, youth and sport.  The proposal recommends for approximately 65% of the Lifelong Learning Programme budget to target Mobility activities.  Over a seven year period this equates to five million learners and represents on average an increase from 400,000 to 700,000 Mobilities per annum reaching 900,000 in the last year (European Commission 2011).
Mobility as an integral part of Education and Training policy, as you can see, is a recent and growing phenomenon, yet to the best of my extensive knowledge of the field there has been no significant research measuring the impact of intercultural learner Mobility as a pedagogic tool. 

In 2001 a European Center for the Development of Vocational Training (CEDEFOP) study (Kristensen 2001) made the case that mobility was clearly emerging as a didactic tool for the acquisition for the following range of skills:

· International skills – foreign language skills and intercultural competences.

· Personal skills – adaptability, self confidence, tolerance, entrepreneurship.

· Professional skills – vocational and professional skills not available at home.
Behavioural theories relating to the learning processes adopted for school education are well documented, Lave & Wengars (1991) further developed theories to encompass learning as a process of participation in communities of practice, Senge (1994) discusses the learning organisation while Bruners cultural psychology (1996) speaks of a new frontier in education.  Yet Kristensen’s (2005) seminal thesis claimed that there was no theory in existence expressly concerned with the learning process that occurs during a mobility placement.
Section Two: Aim

The value that intercultural learner mobility, undertaken in the context of a work placement, brings to the learning environment has not been researched in a significant measurable way.  The aim of this research is therefore to explore the impact of intercultural Mobility (learning by leaving) as a pedogogic tool in the learning environment and to undertaking a return on investment analysis to measure the impact of intercultural Mobility and work based learning on absenteeism; academic performance; access, transfer & progression and employability.
Using Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) Return on Investment (ROI) model this research aims to measure the impact intercultural Mobility has on learners undertaking a work based learning experience abroad:
	Level
	Learning activity
	Measurement

	1
	Reaction and satisfaction
	what the trainee thought and felt about the training.

	2
	Learning and Confidence
	the resulting increase in knowledge or capability.

	3
	Application and Implementation
	behaviour - extent of behaviour and capability improvement and implementation/application.

	4
	Application and Implementation
	The effect the training has had on the business or learning environment resulting from the trainee's performance.

	5
	Return on Investment
	Isolate the effects on the business-training organisation, convert to a monetary value, and calculate a benefit/cost ratio that leads to a return on investment.


Table 1.1 Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) Return on Investment (ROI) model

Using a mixed methodological approach of both qualitative and quantitative enquiry the research will:
1. Explore the phenomenon of Mobility as a pedagogic tool.
2. Identify the impact of mobility in the learning environment in relation to the development of key competencies and skills required of citizens contributing to the European Communities knowledge based and globalised economy: ability to learn and acquire new skills, adaptability, flexibility, information technology and entrepreneurship.
3. Capture and isolate the benefits and return on investment for education providers and training organisations considering using Mobility as a cost effective pedagogic tool.  The focus of this aspect of the research will analyse the impact of project activity on grades, retention, progression, absenteeism and employability.
The results of the research will be relevant to four key areas of activity:

Fig1.1,Overview of key areas of research activities

Section Three: Epistemology and Theoretical Perspective 

3.1 Overview:

Research is undertaken to gain knowledge.  The construction of a knowledge theory is not a simple task.  In the world of research the philosophy of knowledge is referred to as Epistemology (Edwards 1967) and involves the study of the nature of knowledge as well as the scope of knowledge e.g. what is knowledge, how is knowledge acquired and what do people know.   The theory and search for knowledge is embedded in a theoretical perspective or philosophical stance which informs the research methodology by raising fundamental questions about the objective or subjective role of the researcher in the construction of their theory.
The researcher in order to develop a research methodology must therefore examine the knowledge claims of their study.  Knowledge claims are classified by paradigms or models of understanding.  Lincoln and Guba (1989) describe a paradigm as a set of beliefs or a set of assumptions, which we are willing to make and which serve as touchstone in guiding our activities. 
The Positivist paradigm is a classic research approach that views knowledge as absolute: it is scientific in nature, dealing with facts and figures and has a predictable outcome.  As knowledge claims evolved it became evident that human emotions, feelings and perceptions had a role to play in influencing theory.  This led to the emergence of the post positivist paradigm: the belief that when we are studying people and behaviours we can not be positive about our knowledge claims, the knowledge is not therefore scientifically absolute.  

As a result of this paradigm shift four subsequent knowledge claims emerged: post positivism, constructivism, advocacy/participatory and pragmatism (Creswell 2003).  The characteristics of which are outlined below:
	Knowledge Claim
	Definition
	Characteristics 

	Post positivism
	Recognises that we cannot be “positive” about our knowledge claims when we are studying human behaviour and actions.
	· Determination

· Reductionism

· Empirical observation and measurement
· Theory verification

	Social Constructivism
	Recognises that because individuals seek to understand the world in which they live they develop subjective meanings of their experiences.
	· Understanding
· Multiple participant meanings
· Social and historical construction
· Theory generation

	Advocacy/participatory
	Recognises marginalised individuals and addresses issues of social justice.  The voice of the participant becomes the voice for reform or change.
	· Political
· Empowerment issue – orientated
· Collaborative
· Change – orientated

	Pragmatism
	Does not commit to any one system or philosophy or reality using instead a mix of knowledge claims to ascertain the truth of what works at the time.
	· Consequences of actions

· Problem centered

· Pluralistic
· Real world practice orientated


Table 3.1 Knowledge claims

Post positivists Comte, Mill, Durkheim, Newton, Locke (Phillips and Burbules 2000) are deterministic in their philosophy, starting with a theory the intention is to reduce ideas into discrete sets of ideas.  The laws governing this approach are scientific, using quantitative experiments to test, verify or refute the theory.
Constructivists Mertens, Berger & Luckmann, Lincoln & Guba (Creswell 2003) believe in socially constructed knowledge.  They focus on the specific context in which people live and work in order to understand the historical and cultural setting of the participants.  Constructivism is an inductive process.  The researcher develops a theory, pattern or meaning from the data collected during the research.  The knowledge claim relies very much on the participant’s view of the situation. 
Advocacy/participatory theorists Marx, Freire, Kemmis & Wilkinson (Creswell 2003) advanced the theory of constructivism by advocating for an agenda to help the marginalised: a voice within the research to empower the participant, addressing issues of social justice with a political agenda. 
Pragmatist theorists Dewey, Paton and Cherryholmes (Creswell 2003) are concerned with what works: advocating that knowledge comes from actions, situations and consequences (Patton 1990).  While Rossman & Wilson (1985) felt that the problem was the most important aspect of the research, to which the researcher will use any and all methods in their attempt to understand it.  Both Cherryholmes (1992) and Patton (1990) claim that the research method is not the primary concern of the researcher: drawing on both qualitative and quantitative assumptions the researcher has the freedom to choose methods and procedures that best suit the needs and purpose.  Pragmatism is therefore not committed to any one philosophy or reality.  As an advocate of pragmatist knowledge Patton (2002: pg228) considers that “no rule of thumb exists to tell a researcher precisely how to focus a study.  The extent to which a research or evaluation study is broad or narrow depends on the purpose, the resources available, the time available, and the interests of those involved.  In brief, these are not choices between good and bad but choices among alternatives, all of which have merit”.
3.2 Examining the knowledge claim of this study:
While supporting knowledge claims advanced by scientific and numeric measurement and while the reaction and behaviour of individuals under certain conditions is central to the knowledge claims of this research, the thesis is not purely an experiment to verify or refute mobility as a pedagogic tool, it goes beyond this to further understand and explore the impact of Mobility as a learning theory which is not something I believe at this juncture can be achieved through scientific measurement alone.

The knowledge claim of Constructivism involves generating a theory or meaning from the participants understanding or data while Advocacy/participatory claims brings about change through empowerment of marginalised participants.  This study is however not singularly focused on generating a theory or giving a voice to those seeking social justice.  

The knowledge claim of this research functions at a pragmatic level in that very little research has been done in terms of theory building with the result that learning by leaving/intercultural learner mobility, while being something of a phenomenon in the real world, has not been readily adopted as a pedagogic tool by educationalists (Kristensen 2005).   With little research available this thesis is therefore, practice orientated and problem centered.

To be restrained by any one system or to subscribe to any one absolute philosophical approach would be counter intuitive to the researcher/practitioner as well as to intercultural learner mobility as the research topic.  The belief being that in order to derive the best understanding of an issue requires as many view points, perspectives and assumptions as is feasible while central to the ethos of intercultural learner mobility lies the premise that experiencing alternative perspectives provides for transformative learning.

Exploring intercultural Mobility fully as a theory of learning and as a pedagogic tool warrants the freedom to draw liberally from as many qualitative and quantitative methods, techniques and procedures as is necessary, which lends it to pragmatism of theorists such as Cherryholmes (1992) and Patton (1990) who rather then subscribing to one approach or one absolute chose a method that best suits the end need and one that emphasises verification of the theory.

Section Four: Strategy for Inquiry

The researchers knowledge claim not only frames the research but also provides a framework for the direction of the research at an applied level.  In research terms this is known as the strategy for inquiry (Creswell 2003).  Researchers view knowledge as either quantitative in that it is definite and measureable or qualitative in that we can understand it; and as you would expect a prescribed methodology or framework underpins each approach. 

Within quantitative research the research questions are often based on theories that the researcher seeks to test.  Protocol therefore dictates that a large section at the beginning of the study is devoted to explaining the theory of the study, the hypotheses, the reasoning behind the variables in the questions and predictions about the relationship between the variables.  A conclusion then follows or is deduced from this premise (Trochim 2004).
Experiments and surveys are two popular strategies of inquiry associated with quantitative research (Creswell 2003): 

	Quantitative strategies for Inquiry:
	Characteristics:

	Experiments:
	involves treating random assignment of subjects to certain treatment conditions.

	Surveys:
	involves cross sectional and longitudinal studies using questionnaires and structured interviews for data collection.


Table 4.1 Characteristics of Quantitative Strategies for Inquiry

Campbell & Stanley (1963) advanced the quasi experiment approach while Cooper Heron & Heward (1987) are noted for single subject experiments.  In recent years, with the advancement of technology and data analysis tools, experiments have become more complex accommodating many variables and treatments while also enabling the identification of the collective strength of multiple variables.  Surveys, popularised by Babbie (1990), involve the study of a sample of the population to extract a numeric description of trends, attitudes, or opinions from which the researcher can generalise or makes claims of knowledge about the entire population (Creswell 2003).
Within qualitative research the researcher generates or constructs the theory during the study.  Used mainly in social sciences the tradition was initially characterised by it’s opposition to the strict research demands of quantitative methodologies (Silverman 2005); the hope being that meaning would emerge from in depth immersion in the field ergo the inductive nature of the methodology.  Protocol dictates therein that observation takes place, patterns forming the hypothesis emerge and the concluding theory is then placed at the end of a study (Trochim 2004).  Derogation exists for participatory/advocacy qualitative studies where the theory can be placed at the beginning of the study to create a lens of perspective in order to focus the study on issues of social justice (Creswell 2003). 

Wolcott (2001) identifies 19 qualitative research strategies, two of the more common approaches include: Grounded Theory as outlined by Strauss and Corbin (1990 and 1998) and Case Studies as outlined by Stake (1995):

	Qualitative strategies for Inquiry:
	Characteristics:

	Grounded Theory:
	the researcher attempts to develop an abstract theory that is grounded in the views of the participants.  The approach involves repeated data collection, data analysis and theory development until this approach of constant comparison explains the phenomenon.  

	Case Studies
	Involves exploring a program, event, activity or process in depth.  They are bound by time and activity and involve the collection of detailed information using a variety of data collection tools.  


Table 4.2 Characteristics of Qualitative Strategies for Inquiry

It has become acceptable and popular to combine qualitative and quantitative methodologies.  Albeit that there is much debate in social research as to whether the methods should be combined: some would argue that the philosophical origins cannot be blended while others see the value of bringing the two together in order to gather intelligence about the subject (Ritchie and Lewis 2003).  DePoy and Gitlin (1998) are of the opinion that many of the questions addressed in social policy research require some measurement and that the approach of harnessing the qualitative and statistical enquiry by combining both approaches can offer a powerful resource to inform and illuminate policy and practice. In research terms this methodology is referred to as a mixed method approach (Creswell 2003).  In addition to the philosophical debate this approach can challenge the researcher, apart from having to become familiar with both qualitative and quantitative methodologies there is a requirement to collect extensive data (text and numeric), which ultimately takes a considerable amount of time to analyse.  
According to Ritchie and Lewis (2003) theorists such as Brannen 1992b, Bryman 1988 and 2001, Hammersley 1996 and Morgan 1998 provide useful frames of reference to optimise the strengths of combining two approaches while also outlining the sequential nature to conducting a mixed method study: in that the qualitative enquiry might occur prior to the statistical (quantitative) enquiry, in tandem with the statistical enquiry or as a follow up to the study in order to provide context to the statistical findings or to add depth to the phenomenon:

	Sequence
	Characteristics

	Preceding Statistical Inquiry: 

	The traditional role for qualitative research has been to help devise areas of questioning for the statistical study. Preliminary qualitative research can be of value when the subject matter is complex and where identification of the underlying constructs are needed before relevant questions can be structured.  It is particularly useful when a battery of items is being compiled to measure attitudes and behaviours.  The qualitative work cannot only identify the appropriate dimension to include but also generate the real life language in which they should be framed.  Defining the dimensions of sample segregation can be another output of the qualitative research.  It is important to note that qualitative work undertaken for design purposes does not need to be discarded once it has fulfilled it’s role, it is often the case that the material collected in preliminary work can be used subsequently to illuminate statistical findings.



	Alongside statistical Inquiry:


	Qualitative and quantitative can be used in tandem to isolate the dimensions and then provide some measurement of them.  On occasions where the phenomenon is too complex or delicate to be captured fully in a statistical inquiry qualitative research is needed alongside quantitative to provide the detail/understanding that is required.  There are occasions where context and consequence need to be understood at a deeper level in which case qualitative investigation is required e.g. the cultural requirements of a minority group.  Qualitative can explore influences that are too complex to be explored through structured methods.  It can therefore be fruitful to combine qualitative with statistical to investigate underlying factors that may cause the phenomenon. 



	As a follow-up to statistical inquiry:


	The most underutilised approach is to follow up statistical inquiry with qualitative study, yet it is particularly powerful as there are many instances where statistical inquiries present findings that need further explanation or where more detail or depth and breath about a phenomenon is needed.  There is also a case for using the two approaches in some kind of interactive sequence to extend learning and knowledge about an issue.  For example qualitative research might be used to follow up a survey to provide a greater understanding of the factors underlying a problem.  In any event the importance is to recognise the linkages between the two sources of information and to maximise their association.

The purpose of interlocking qualitative and quantitative is to achieve extended understanding that neither method alone can offer.



Table 4.3 Sequential Characteristics to conducting a Mixed Method study

A mixed method approach allows the researcher to test and verify a theory deductively (as in quantitative) or to let the theory emerge inductively through a process of observation and looking for patterns (as in qualitative).  Favoured by the pragmatist researcher (Creswell 2003) a mixed methodology might for example combine observation and interview (qualitative data) with traditional surveys (quantitative data).  
According to Creswell (2003) using multiple methods and design creates a complexity that requires explicit procedures: Greene & Caracelli 1997, Newman & Benz 1998, Reichardt & Rallis 1994 and Tashakkori & Teddie 1998 created understandable designs out of complex data and analyses.  Tashakkori and Teddlie (2003) categorise the collection of qualitative and quantitative data as: 
	Collection Approach 
	Characteristics:

	Concurrent mixed method 
	qualitative and quantitative data is collected in parallel.

	Sequential mixed method 
	one type of data provides a basis for collection of the other type of data.

	Conversion Mixed Model 
	A multistrand concurrent design where qualitative and quantitative approaches are mixed and occur at all stages of the research, the data is transformed and analyzed both qualitatively and quantitatively


Table 4.4 Mixed Method collection approaches.

Creswell (2003) clarifies that while Sequential, Concurrent and Transformative are the three main strategies of a Mixed Method Inquiry each strategy can then have several variations.  In terms of protocol the approach chosen by the researcher will dictate the location of the literature review, for example with a concurrent approach the literature review is located in the data analysis so as to make sense of the data, to support the findings and/or to raise questions (Creswell 2003).

	Mixed method Design
	Characteristics:

	Sequential
	Sequential 
	seeks to expand the findings of one method with another.  It may involve beginning with qualitative for exploratory purposes and following it up with quantitative in order to generalise the results to a population. Sequential strategy prescribes for the literature review to come first and its own separate section

	
	Sequential exploratory 
	is characterized by an initial phase of qualitative data collection and analysis, followed by a phase of quantitative data collection and analysis. Therefore, the priority is given to the qualitative aspects of the study.

	
	Sequential Mixed Method 
	one type of data provides the basis for collection of another type of data.  It answers one question (be that a qualitative OR quantitative question) by collecting and analysing two types of data (qualitative and quantitative).  Inferences are based on the analysis of both types of data.

	
	Sequential Mixed Model 
	A multi-strand mixed (QUAL-QUAN, or QUAN-QUAL) design in which the conclusions that are made on the basis of the results of the first strand (e.g. a QUAN phase) lead to formulation of questions, data collection, and data analysis for the next strand (e.g. a QUAL phase).  The final inferences are based on the results of both strands of the study.  The second strand/phase of the study is conducted to either confirm/disconfirm the inferences of the first strand, or to provide further explanation for unexpected findings of the first strand.

	Concurrent
	Concurrent 
	The researcher converges qualitative and quantitative data in order to provide a comprehensive analysis of the research problem.  The data is collected at the same time, both forms of data are then integrated in the overall results.  Here the literature review is located in the data analysis as it is used to make sense of the data, to support the findings or to raise questions.  

	
	Concurrent Mixed Method 
	This is a multistrand design in which both QUAL and QUAN data are collected and analyzed to answer a single type of research question (either QUAL or QUAN). The final inferences are based on both data analysis results. The two types of data are collected independently at the same time or with a time lag.

	
	Concurrent Mixed Model 
	This is a multistrand mixed design in which there are two relatively independent strands/phases: one with QUAL questions and data collection and analysis techniques and the other with QUAN questions and data collection and analysis techniques. The inferences made on the basis of the results of each strand are pulled together to form meta-inferences at the end of the study. See also rules of integration.

	
	Concurrent Nested
	This is a concurrent mixed model design classified on the basis of (conceptual or paradigmatic) dominance or priority of the study. In this design, a quantitative strand/phase is embedded within a predominantly qualitative study (quan + QUAL) or vice versa (QUAN + qual). QUAL and QUAN approaches are used to “confirm, cross-validate, or corroborate findings within a single study” Creswell et al (2003).

	
	Concurrent Triangulation 
	This is a concurrent mixed model design classified on the basis of purpose of the study. In this design, QUAL and QUAN approaches are used to confirm, cross-validate, or corroborate findings within a single study

	Transformative
	Transformative Design
	the researcher uses a theoretical lens as an overarching perspective within a design that contains both qualitative and quantitative data. The data collection can be sequential or concurrent. According to Mertens (2003) there are limited writings/theories on the procedures applied when using the theoretical lens approach within mixed methods among those identified are Creswell et al (2003) who discuss the use of theoretical lenses such as gender, feminist culture etc 


Table 4.5 Mixed Methods Design Characteristics

To avoid the bias of quantitative neutralising the bias of qualitative findings the researcher seeks convergence by using the process of triangulation (Creswell 2003).   Triangulation involves crosschecking data from multiple sources to search for regularities (O’Donoghue and Punch 2003).  Mixed methods protocol requires the researcher to explain why the data and the data meanings are different.  This explanation according to Ritchie and Lewis (2003) is often avoided by researchers and can result in the findings of one method becoming dominant while conflicts between the data can also become hidden (Byman 1988).  Triangulation has relevance and as a concept has been widely adopted by qualitative researchers as a means of investigating convergence of data and the conclusions that derive from it (Ritchie and Lewis 2003).  Triangulation is one of the central ways of validating qualitative research evidence. Triangulation according to Ritchie and Lewis (2003) can give a fuller picture not necessarily a more certain one, indeed several authors now argue that the value of triangulation lies in extending understanding or adding breath and depth to the analysis through the use of multiple perspectives or different types of readings (Fielding and Fielding 1986).

Examining the knowledge claims and strategy for inquiry of this study:
A theory exists in all of us and most likely it arises from a combination of temperament and experience.  When we move to do something about our theory, in order to prove it, we need to be constantly wary that our methodology is theoretically informed and empirically grounded (Silverman 2005).

This research seeks to explore the phenomenon of intercultural mobility as a pedagogy in the learning environment by undertaking a return on investment analysis of intercultural mobility and work based learning on:  absenteeism: academic performance; access transfer & progression and employability.  Pragmatic knowledge claims frame the research therein the methodology needs to be theoretically informed and empirically grounded.  As a practitioner in the field with 20 years experience it is critical that the methodology avoids any bias on the part of the researcher and that the question is explored and answered as objectively as possible.  Therein an emphasis is placed on the verification of data.
Undertaking a quantitative survey of the sample population to measure behavioural change in order to test the impact learner mobility has on, say for example, employability would ideally require a longitudinal study to track students after a period in employment: an approach that would be complicated in terms of the difficulty in keeping track of and in touch with students once they leave education to take up full time employment and one that is not feasible within the time frame of this particular piece of research. 

The use of qualitative case studies to demonstrate the merits of mobility has long been the approach of practitioners in the field.   Evaluation studies carried out by the Commission and Member State stakeholders into learner mobility are based on annual reports submitted by Member State National Agencies responsible for managing the programmes locally.  The reports include summary evaluations and conclusions drawn from beneficiary reports.  While this is effective, to a degree, it raises a fundamental research methodology question in that the case studies have a number of disparate variables: each project is guided by its own aims and objectives, operational management, stakeholders and sectoral practices.
It is therefore not possible to compare like with like; in which case deriving an explanation to verify and generalise the theory to the rest of the population is questionable.  In addition the case study conclusions do not provide criterion that give a clear indication of or allow for the measured assessment of the pedagogic value of intercultural learner mobility. 
Grounded Theory as a qualitative research approach is a systematic generation of a theory from data that contains both inductive and deductive thinking.   Retrospectively the theory of this study is based on 20 years experience in the field and has it’s foundations in reading articles, studying reports, evaluating project reports, taking part in and leading expert groups, observation, conversation with practitioners, interviewing participants and watching films.   As Flick (2006) notes theories are discovered and formulated in the working field and the empirical data to be found in it.  According to Glaser (1998) it is probably a good idea for the researcher to interview their self.

Grounded theory is focused on a set of probability statements between concepts or an integrated set of conceptual hypotheses developed from empirical data (Glaser 1998).  For example in this thesis the theory is that mobility has an impact on student: employability, the experience motivates them to attain higher grades, to progress to further studies and to attend class therein having a positive impact on absenteeism rates.  However while Grounded Theory is a pragmatic and effective approach to exploring the phenomenon of mobility and to establishing emerging categories/generated theories the knowledge claims of this research require the researcher to go further, to look for the truth as opposed to a concept and to not only develop a complete view of the phenomenon of intercultural learner mobility but to formulate criteria so as to test and verify it quantitatively as a pedagogic tool.
Using the single design of either quantitative or qualitative inquiry limits the results of the study: after 20 years in the field the question that is still out there is: how does it work?  In order to overcome the limitations of using qualitative over quantitative methodologies the most practical approach is to combine both approaches.  The dynamic of having read the vast majority of mobility reports compiled by the Commission and Member State stakeholders coupled with direct access to students undertaking an intercultural learner mobility experience provides a unique gateway into carrying out a qualitative study into the phenomenon of intercultural mobility as a pedagogic tool as well as a quantitative study to measure the impact on the learning environment. 
There is understandably a valid argument to blending the philosophical origins of qualitative and quantitative methodologies.  On the other hand it can also be argued that it is not possible to carry out an in depth evaluation without using both methodologies: at some level a quantitative measurement is needed to accompany the qualitative investigation.  There is real value to bringing the two approaches together so as to gather in-depth intelligence about the subject. A mixed method approach will bring a unique level of insight to the study of mobility.  Scientific measurement as evidence of the impact of intercultural mobility as a pedagogic tool has been missing from the learner mobility debate.  This approach of this research in harnessing both a qualitative and statistical enquiry should provide a powerful resource to both illuminate practice and inform policy while also ensuring the objective confirmation, cross validation and corroboration of the findings.  As Silverman (2005) notes much like theories, methodologies are not true or false in their aim, only more or less useful depending on their fit with the theory and methodology being used and the hypothesis being tested or the research topic that is selected.
Mixed Method Strategy defined for this study:

The phenomenon of intercultural learner mobility as a subject matter is complex.  In addition exploring the impact of mobility as a pedagogic tool will involve the measurement of multifaceted attitudes and behaviours.  Using a mixed methodology is also a complex approach not only because it requires effort and expertise in order to study a phenomenon using two separate approaches but because the complexity is also compounded with the undertaking of a comparative analysis of the data and any discrepancies that result from the data using two separate approaches.

That said, mixed methodologies can be very powerful in strengthening knowledge claims when the convergence and integration of qualitative and quantitative data results in well validated and substantiated findings.  According to Silverman (2005) good research rarely moves smoothly from research topic to findings, alert researchers should always be ready to change their focus as they learn new things from others and their own data.  Each stage of the research can lead to some re-evaluation that can challenge the focus of the research: too strong a focus may result in the researcher ignoring important issues that arise, while too weak a focus could result in the researcher examining each side issue as it emerges with the result that the research doesn’t go anywhere.

Creswell (2003) illustrates four decisions that are key to defining a mixed method strategy: Implementation, Priority, Integration and overall Theoretical Perspective:
	Implementation
	Priority
	Integration
	Theoretical perspective

	Concurrent 

Non sequence
	Equal
	At data collection
	Explicit

	Sequential – qualitative first
	Qualitative 
	At data analysis
	

	
	
	At data interpretation
	Implicit

	
	Quantitative
	
	

	Sequential – qualitative first
	
	With some combination
	


Table 4.6 Creswell (2003) Decision Choices for Determine a Mixed Methods Strategy of Inquiry Fig 11.1

There is a sequential or concurrent nature to implementing and conducting a mixed method study: the qualitative enquiry could occur prior to the statistical (quantitative) enquiry, in tandem with it or as a follow up to the study.  Ritchie and Lewis (2005) recommend clear delineation between the data generated.

An amount of qualitative research prior to the study is traditional when the subject matter is as complex as Mobility and in this case is particularly necessary so as to identify the underlying themes and constructs and to devise the areas and variables of questioning for the statistical study especially as it involves the measurement of behaviours and attitudes. 

Collecting both qualitative and quantitative data in tandem will facilitate the observation of patterns so as to: understand the concept of intercultural learner mobility as a pedagogic tool, establish criteria to define intercultural learner mobility as a pedagogic tool and also permit the quantitative measurement of the activity so as to test or prove intercultural learner mobility as a pedagogic tool of value.

Linking the material collected during the preliminary work to the findings would be a particularly powerful follow up to the statistical inquiry, not only to illuminate the findings but to assist in presenting more detail, depth and breath about intercultural learner mobility as a phenomenon.
Employing two such approaches concurrently in an interactive sequence should maximise the knowledge and understanding that emerges.  Priority will therefore be given equally to the qualitative and quantitative approaches so as to allow exploration of the phenomenon (inductive) and testing and verification of mobility as a pedagogic tool (deductive).  Integration and convergance of the data during the data analysis and at the end of the study in the overall findings: which at that stage and up against such rigour should adequately substantiate and validate the findings.  As the approach is concurrent, protocol locates the literature review in the data analysis.  The value of triangulation in this case will not only lie in extending understanding but will add breath and depth to the analysis, providing a fuller picture so as to strengthen the knowledge claims of the research: 
	
	QUANTITATIVE
	+
	QUALITATIVE
	

	QUANTITATIVE data Collection
	
	
	
	QUALITATIVE data collection




	Quantitative data analysis
	
	Data results compared
	
	Qualitative data analysis


fig 4.1 Creswell (2003) Concurrent Triangulation Strategy figure 11.3a 

Adopting this particular mixed method approach will be time consuming and will require the utilisation of both scientific and creative competences.  However the use of quantitative and qualitative approaches will provide a far greater understanding of Mobility as a learning experience than has heretofore ever been achieved.

Finally there is the overall theoretical perspective to consider as this effectively guides the entire study and also links us back to the discussed in section three of this thesis.  Creswell (2003) clarifies that every research design has an implicit theory, therein and by virtue of the fact that Mobility encapsulates social sciences, people, behaviours, education and equality the overarching and implicit theoretical perspective of this study is no different to every other research design except to note that in a mixed methodology the researcher can chose to make the theory explicit in order to guide the study.

Section Five: Evaluating Education and Training Programmes
Evaluating education and training programs can be a daunting task.  Even the word evaluation has many interpretations: assessment, measurement, value and cost being just a few.  Hamblin (1974) defines evaluation as any attempt to obtain information on the effects of a training programme and to assess the value of the training.  Esterby Smith (1994) describes training evaluation as the assessment of the total value of a training system, training course or programme in social as well as financial terms.  Hamblin (1994) in response to this argues that evaluating social and financial terms is overambitious.  Burgoyne and Singh (1997) then made the distinction between evaluation as feedback and evaluation as adding to a body of knowledge.  The former they see as providing transient and perishable data relating directly to decision making, while the latter generates permanent and enduring knowledge about the education and training process.

For any educator when it comes to evaluating what the learner knows, understands and is able to do on completion of a learning process, there is no shortage of research simply because the subject has become fundamental to the existence and performance of education and training.  Scriven (1996) asserts that although evaluation is a very young discipline it is a very old practice.  Hogan (2007) undertook a review of the history of evaluation and notes that the first documented use of formal evaluation took place in 1792 when William Farish used quantitative marking to assess student performance.  Since then evaluation of learning has gone through a number of stages: reform; efficiency; development; professionalization; expansion and integration.  Notable theorists during these periods include: Taylor (1911) whose work in scientific management reformed and was influential in education administration; 

Tyler (1949) developed assessment and evaluation, which influenced government guidelines on efficiencies in public fund expenditure.  Shufflebeam (1960), Kirkpatrick (1967), and Hamblin (1974) emerged during a period in the late 1960’s when evaluation was in a period of development, their advancements included in-depth criterion referenced testing.  By 1970 evaluation began to emerge as a profession, universities began to offer courses in evaluation methodology while a number of professional journals, such as Evaluation News and Education Evaluation and Policy Analysis appeared.  The 1990’s marked a period of expansion and integration with a number of professional associations emerging.  Coming into the 2000’s a trend towards collecting and evaluating impact data for conversion into monetary value and learning outputs has emerged.

Understandably, during these periods a number of evaluation approaches surfaced.  Worthen et al (1997) initiated the classification of these wide ranging approaches to evaluation by their orientation: 

	Orientation
	Focus

	Objective
	Focuses on goals and objectives.  Determines to what extent they have been attained.

	Management
	Focuses on organizational leaders and their role as decision makers.

	Consumer
	Commonly used by governments and consumer advocates.  The customer judges the worth and merit of a programme.  

	Expertise
	A panel of experts judge and make recommendations based on their perceptions.

	Adversary
	Is a judicial process.  The pros and cons of a programme are examined and debated, to arrive at a mutually agreed common position.

	Participant
	Focuses on the participants experience and their role in the process so that they can use the findings to make decisions.


Table 5.1 classification of evaluation approaches 

In 1965 Robert Stake (1973) was asked by the President of the American Educational Research Association to chair a committee which was set up to prepare a set of evaluation standards for education not unlike the Standards for Education and Psychological Tests and Manuals.  The Committee concluded that it was too early to decide on a particular method or set of criteria: more experience was needed in the use of these approaches and models in the field.  Stake summarised that there were many ways to evaluate an education programme: no one way is the right way, some highly recommended ways do not yield a full description nor a full view of the merits or shortcomings of the programme being evaluated.

Today it is impossible to review the stream of literature available on the topic of education evaluation without noticing the swathe of research available in relation to the evaluation of training in the field of Human Resource Development (HRD).  Here the paradigms of evaluation are clearly exposed.  Davis (1998) points to the potential mismatch and risks in using techniques designed for the non profit sector in the profit sector whose ultimate aim is profit and competition. Holton (1996) argues that there is a lack of research to develop further the theory of evaluation in Human Resources.  While Kirkpatrick (1976) who developed the four level evaluation model remonstrates that professionals need practical ideas rather then scholarly research.  

It is therefore understandable that between the worlds of evaluation for education and evaluation for training a number of models specific to the orientations classified by Worthen et al (1997) emerged.  The most popular education management evaluation was Stufflebeam’s (1960) Context, Input, Process, Product (CIPP) model.  Warr, Bird, & Rackham (1970) developed the CIRO objective focused model which evaluates the context, input, reaction and outcome of the training programme and whether the objectives were achieved.  Kirkpatrick’s (1976) model focused on behavioural outcomes: evaluating reaction, learning, behaviour and results and was quickly established as the model of choice in the field of HRD.

Overview of Training Evaluation Models:
Drilling down into some of training evaluation models, Garavan et al (2003) and Buckberry (2004) discuss the following best practice examples: 

	Model
	Description
	Stages
	Focus 

	CIPP Model Shufflebeam (1960)


	Evaluates Context, Input, Process and Product.

Decision focused.

The information is of most value because it is aimed at and timed according to the needs of decision makers.

Decision makers are involved at all stages thereby increasing relevance and implementation of findings.
	· Context evaluation.
· Input evaluation.
· Process evaluation.
· Product evaluation
	· Context evaluation: planning decision.  What should we do?

· Input evaluation: structuring decision. How should we do it?

· Process evaluation: implementing decision.  Are we doing it as planned?  If not?  Why not?

· Product evaluation: recycling decision.  Did it work?

	Alkins UCLA Model 

(1969)
	Evaluates systems, programme planning and implementation, improvements and the value of the programme. 
	· Systems Assessment

· Programme Planning

· Programme Implementation

· Programme Improvement

· Programme certification
	· Assesses the current system

· Programme Planning: selects the particular programmes to effectively meet the education needs.

· Programme Implementation: assesses whether the programme was introduced to the right group in the right manner.

· Programme Improvement: provides information as to whether the programme is functioning.

· Programme certification: evaluates the value of the programme and it’s uses elsewhere. 

	The Ciro Model 

Warr, Bird, & Rackham
(1970) 
	Proposes that evaluation should focus on the content of the training activity, the inputs to the training process and two types of outcome: reaction and achievement of objectives
	· Content evaluation

· Input evaluation

· Reaction evaluation

· Outcome evaluation
	· Whether the particular problem has a learning solution.  If so then what are the learning objectives

· A review of the learning inputs including the participants

· Reaction evaluation.

· Measures the extent to which the outcomes were achieved.


Table 5.2 Overview of evaluation models 

	Model
	Description
	Stages
	Focus 

	The Hamblin Model (1974)
	Suggest 5 levels of evaluation, his 5th level measures the value variables of human good 
	· Reaction

· Learning

· Job Behaviour

· Functioning

· Ultimate Value
	· Evaluate reaction to content and methods during and immediately after learning activity

· Evaluate whether they learned what was intended before and after learning activity

· Did the behaviour change, was the learning transferred.  Evaluate before and after the learning activity

· Evaluate the effect on the Dept was there a cost benefit

· Did the learning affect the organisations well being

	The Kirkpatrick Model (1976)
	Suggests 4 levels of evaluation
	· Reaction

· Learning

· Behaviour

· Results
	· Evaluate satisfaction with quality (structure, content, methods) and relevance

· Measure learning

· Evaluate changes in terms of job behaviour/performance

· Measures the business impact

	The Leatherman Model (1996)
	Suggests a simple classification of how and when the training can and should be constructed
	· Within the training evaluation

· Terminal evaluation

· Post learning evaluation
	· Plan a discussion with participants during the learning experience

· Evaluation on completion of learning activity

· Measure the final outcomes

	Kaufmans Five Levels of Evaluation (1996)
	Promotes Organisational Elements Model (OEM)
	· Audit Cost

· Products

· Outputs

· Outcomes

Impact
	· Audit Cost: looks at the cost between old and new resources.

· Products: evaluates the building blocks of a service that contributes to the overall product or service.

· Outputs: deliverables

· Outcomes: value of the outputs.

· Impact: assesses how performance contributes to the good of society.


Table 5.2 Overview of evaluation models cont

	Model
	Description
	Stages
	Focus 

	Jack Philips ROI Model (1997)
	Adds a 5th level to Kirkpatricks model  The 5th level ROI seeks to measure the monetary value of the results and costs for the program
	· Reaction

· Learning

· Application and implementation

· Business Impact

· ROI
	· Evaluate reaction/satisfaction with quality (structure, content, methods) and relevance

· Measure learning

· Evaluate changes in terms of job behaviour/performance

· Measures the business impact

· ROI measures the monetary value of the results and the cost of the programme.  Expressed as a % in formula

ROI % = net program benefits
         net program costs x 100

	The Hodges Model (1999)
	Outlines an evaluation model called Components for HRD Evaluation
	· Needs assessment

· Formative evaluation

· Summative evaluation


	· Assess what the learners need, produces clarity on objectives and forces trainers to make the link between business, performance, and learning objectives (and how they can be measured)

· Evaluates the pilot phases before implementation, validates decisions made to date

· Combines an evaluation of Kirkpatrick’s reaction, learning, performance and impact 


Table 5.2 Overview of evaluation models cont

The following table attempts to capture some the advantages and limitations to using these more popular models:

	Model
	Advantages
	Limitations

	CIPP Model Shufflebeam 

(1960)
	The focus of the information is aimed at the needs of decision makers, the data collection is undertaken to promote effective programme management.  The evaluation model was developed to directly link evaluation with decision-making and plays a functioning role within a system of planned change.
	Costly and Complex.

Assumes that important decisions can be identified in advance.

Frequent adjustments have to be made to the original plan if the approach is to work well.



	Alkins UCLA Model 

(1969)
	Like CIPP the focus of the information is aimed at the needs of decision makers.  Unlike CIPP the Alkins model evaluates whether the programme is functioning, whether interim objectives are being achieved and whether unanticipated outcomes are appearing.  
	

	The Ciro Model 

Warr, Bird, & Rackham 
(1970) 
	According to Tennant, Boonkrong and Roberts (2002) the model focuses on measurements both before and after the training is carried out.  The main strength of the model is that the context and input are considered.  
	

	The Kirkpatrick Model (1976)
	According to Mann and Robertson (1996) the main strength is the focus in behavioural outcomes of the learner.
	Discussed by Alliger and Janak (1989) and Holt (1996) in essence the model has limited use in education, it explains what happens but not why it happens: it lacks explanatory value.  Thompson et al (2002) Suqrue and Kim (2004) feel level 1 is most often used by trainers as a measure who measure effectiveness by how much they were liked.

Schank (1997) would argue that behavioural change only occurs after failure.  The model assumes that there is a causal link between positive reactions and greater learning, which in turn produces greater transfer and therein business impact and results.  

	Jack Philips ROI Model (1997)
	According to Hogan (2007) the advantages are that a better understanding of the factors that influence training effectiveness can be gained along with determining the monetary value of specific training initiatives.
	As discussed by Watkins et al (1998) the model doesn’t consider societal impact. According to Hogan (2007) the model can become overly complex in determining bottomline value on training and it can be difficult to isolate the effects of training.  According to Shelton and Alliger (1993) measuring effectiveness by comparing the results of a control group with the results of an experimental group can be burdensome for practitioners.


Table 5.3 advantages and limitations to evaluation models

Tylers objective approach (1949), Stufflebeam’s CIPP model (1960) and Warr, Bird, & Rackham CIRO model (1970) cast the net wide in terms of evaluating inputs and outputs while Kirkpatrick’s approach evaluated learning and behavioural outcomes.  

Kirkpatrick (1967) created his now familiar taxonomy of evaluation as a four step approach to evaluating training interventions: the approach was favoured by evaluators in the field.   In 2001 Russ-Eft and Treskill analysed 57 training, performance and psychology journals.  On reviewing the literature for on training evaluation models 77% cited Kirkpatrick.

In the period between 1970 and 1980 there was a move towards more solid value added approaches such as: key indicators; cost monitoring; satisfaction questionnaires and competitive benchmarking.  Towards the end of the 1990’s and into the 2000’s approaches such as: human capital measurement; macro studies and balance score cards marked the emergence of human resources as profit centres.  Return on Investment methodologies soon became the trend.  The requirement for those involved in training shifted towards collecting impact data that could be converted into a monetary value: facilitating a comparison between the effect of a training period and the cost of a training period.

However, Philips (1996) was the first to ask the question no one else had asked: does the training pay for itself? According to Philips (2008) traditional human resource methods used to account or measure the value of a training intervention depended on feedback surveys, case studies and auditing.  Philips advanced Kirkpatrick’s model to calculate the return on investment (ROI) generated by a training programme.

This trend or shift towards value for money was also evident in the public sector with collective Governments moving towards a system of procurement that demonstrated value for money spending.  As taxpayers we have strong opinions on where our money is spent.  As a society we have moved from one that views public finance as an expense to one where funding is viewed as an investment.  We want to see a return on our investment.  We now look to government to demonstrate results, to maximise the value we get for our money and to demonstrate the added value. 

A recent value for money exercise carried out by the Irish Comptroller and Auditor General on training and development in the civil service (2000) indicated that one person replaced every ten civil servants retiring.  Future projections indicated that four people would be required to replace every one civil servant retiring.  This represents a considerable increase in human capital.   In order to manage this transition the Department carried out a needs analysis to identify skill sets and training gaps, the cost of which could be incurred from their training budget.  The training budget at the time stood at an insufficient 4% of payroll which equates to €50,000,000 plus.  This value for money exercise undertaken by the Comptroller and Auditor General is an indication that Government is cognisant of the fact that any increase in public spending must withstand the demands of public scrutiny while also highlighting a shift in Civil Service mindset away from training and development being viewed as a cost to one where it is viewed as an investment in human capital. 

In addition to increased concern in relation to value for money, the advancement of the knowledge based economy and the value of intellectual and human capital created a culture whereby learning activities and formal training were being invested in heavily.

As investment and expenditure grew so did the requirement for accountability.  In any business or institution a growing budget line warrants closer scrutiny.  The ability to show value for money and cost benefits gives credibility to decisions being taken in relation to future commitments and financial investment.
Stake (1973) would warn against wholesale evaluation of all training programmes believing that sometimes we do things just because they are good and that it is healthier never to presume that only measurable outcomes testify to the worth of a programme.  Therein lies the dichotomy between education and training.  Practitioner involved in the field of vocational education and training work with and view both paradigms with a healthy respect and would generally be of the view that different evaluations suit different purposes as advanced by Stake (1973) who concludes that the aim of evaluation is to increase understanding: the systematic collection of objective data about knowledge, behaviours and physical conditions provides meaningful knowledge about learning.

Burgoyne and Singh (1997) distinguished between evaluation as feedback and evaluation as adding to a body of knowledge: the former they view as providing transient and perishable data relating directly to decision making, while the latter generates permanent and enduring knowledge about the education and training process.  ROI does not view evaluation data for decision making separately to data for knowledge; they are not isolated there is an interconnection.  The methodology allows for relative values for the various benefits. 

All training has some sort of effectiveness measurement, at a minimum happy sheets easily assess whether the individual was satisfied with the training undertaken.  A deeper analysis of the effectiveness of the training involves measuring whether the training changed the learner’s ability, improved their productivity/grades and reduced costs.

As a measurement ROI is a process of collecting and analysing data, the data is then translated into a measurement of financial benefit.  This benefit is compared to the cost of creating the benefit ergo value for money or cost effectiveness is assessed.

ROI can be achieved in different ways: it can be as much about cost avoidance as it is about learning benefits.  The Philips ROI model allows the researcher to decide for example whether it would be of interest to show a comparison between: the cost and benefits of traditional classroom teaching verses a blended learning environment; for example an online course might reduce overheads while on the other hand the cost and benefits of new and additional learning that might be obtained by changing the learning environment; for example the participant undertaking intercultural learner mobility might be exposed to learning ways to mine tin, a skill that might not be available in their native country.  

For government and ministries of education, the cost of not training can be much higher and more damaging then the cost of training.  It can result in higher unemployment and skills shortages.  Rand Worldwide (2011) estimate that untrained users take up to six times longer to perform the same task as a trained user.   If on the other hand the training that is undertaken by the individual is not effectively delivered the repeated cost of putting the person back in to training is incurred.

The dialogue around evaluation can be negative, mentioning the word audit or project evaluation can bring about a fear in people: an initial fear of being unable to demonstrate results followed by a fear of the implications/recommendations for change following the evaluation.  Equally there are insights to be gained, priorities can be refocused and the perceptions of the training being delivered can be altered when the contribution to learning is measurable.  Shrock and Geis (1999) assert that despite it’s essential function programme evaluation may well be the most widely misunderstood, avoided and feared activity amongst practitioners.

In the public sector the industry standard for ROI is 1:1 or to breakeven compared to the private sector ratio of a 25% ROI (ROI Conference 9th October 2008).  Alignment with specific objectives and goals ensures that ROI is done properly and that the learning is successfully measured and critically reviewed to the benefit of all the stakeholders involved.

Evaluation in the context of this study:

Education has not escaped this paradigm shift.   The DGEAC’s Lifelong Learning Programme, in a thirteen year period alone has grown from €1.15 billion between 2000 and 2006 to €7 billion between 2007 and 2013.  It is now no longer enough for those involved in the implementation of the Lifelong Learning Programme to say that a person, as a result of their time in education, has knowledge.

Demonstration of learning outcomes, as an assessment practice, is steadily replacing the more traditional summative assessment tools of course completion and testing in the assessment of mastery of content, both of which depend heavily on the strength and quality of the learning input.  

It is understandable therefore that there has been a shift in European education and training policy towards more tangible outputs such as: learning to know, learning to do and learning to be.  Learning outcomes as defined by the European Commission in 2006 “are a statement of what the learner knows, understands and is able to do on completion of a learning process” (Cedefop 2008).  This shift to evaluating the educational objectives and learning outcomes in terms of knowledge, skills and attitude is based on the principles of Blooms taxonomy (1965).  Bloom’s taxonomy redefined how curriculum is designed and how performance is evaluated and has influenced every aspect of education.  Bloom classified educational objectives into the three main categories of cognitive, affective and psychomotor domains, which were adopted by Europe as learning to know, learning to do and learning to be.

In tandem with this shift towards learning outcomes the European Commission launched an initiative which would see national qualifications across Europe referenced to one common framework: the European Qualifications Framework (EQF) was formally adopted by the European Parliament in 2008.  The Framework provides descriptors for 8 levels of learning outcomes beginning with level 1 basic knowledge skills and competences to level 8 advanced knowledge, skills and competences. 

With the shift towards demonstration of learning outcomes this study and value for money effectiveness measurements this study could not simply undertake an evaluation into the effectiveness of intercultural learner mobility as a pedagogic tool.  Consideration also had to be given to it’s value in underpinning the key objectives and priorities of the Lifelong Learning Programme as well as establishing the worth of the learner mobility as a value for money exercise in public procurement.  Taxpayers, European Parliament, European Commission, Ministries of Education, Social Partners, Education Providers, Education Developers and the Learner all have a vested interest in the outcome of this evaluation: Taxpayers and the European Parliament want to know if they are getting value for money; European Commission and Government Ministries at a macro level want to know if the Lifelong Learning Programme Objectives are being met; European Ministries specifically responsible for Education and Finance want to know if the pedagogy stacks up financially against other ways of investing tax payers money and whether the pedagogy is more effective than alternative forms of delivery; Education providers want to know if learner mobility is an effective pedagogic tool that impacts positively on performance/grades and productivity/achievement; Programme coordinators/faculty heads might be concerned with the impact the training has on credibility, lowering absenteeism rates and whether interest in the programme translates into attracting greater numbers of students thereby developing their department/faculty; while Learners want to know if their knowledge, skills and competences will benefit from the learning experience. 

For 20 years the ethos of evaluating learner mobility programmes has always been to evaluate project outputs: did the project achieve what they set out to achieve qualitatively, quantitatively and financially?  

Over the years the mechanisms to capture project achievements and lessons learned have fed into, and heavily influenced, the structure and financial regulations of the Lifelong Learning Programme as well as adding to the body of research knowledge that is used to make decisions about the future and structure of European Lifelong Learning policy.  Most education providers involved in Leonardo mobility are surprised to learn that the evaluation of their feedback goes directly to policy makers and researchers.  The evaluations are used both to inform decision making in the European Parliament and the European Commission and to add to the body of knowledge being advanced by education and training research organisations such as CEDEFOP.  The two go hand in hand and fit with Burgoyne and Singhs (1997) definition of data that relates directly to decision making and data that generates enduring knowledge about the education and training process.  

That said, a systematic assessment measuring the impact of intercultural learner mobility on students’ knowledge, skills and competences has never been carried out.  With the recent shift towards measuring learning outcomes: taxonomies for skills, knowledge and competence were identified and agreed as a European standard (CEDEFOP 2008).  In addition the advancement of EQF now provides clearly defined levels of educational attainment measurement and by adopting Philips (1996) ROI model with it’s roots in Kirkpatrick’s (1976) behavioural model, actual measurement of the impact of intercultural mobility on learners skills knowledge and personal competences and organisational objectives becomes possible.  It also asks the big question, which is of interest to taxpayers and European Parliament: is there a return on investment?  Do we get value for money?  Is it worth it?  While also remembering that evaluation adds to the body of knowledge and remaining true to the ethos of education systems or as Stake (1973) puts it: that we continue to do things in education just because they are good.
Section Six: Research Method

Data Collection Procedures

A researchers approach to data collection is also defined by their knowledge claims (Creswell 2003).  The methodologies and strategies discussed in the previous section provide a clear picture of the procedures, but it is also important to discuss and establish the specific types of data to be collected: this enables the researcher to identify criteria for the sampling strategy and to establish the approach to be used in order to ascertain the validity of the data.
Within quantitative research the data is used deductively to prove a theory.  Surveys and experiments are two of the more common approaches used to gather and scientifically measure the relationship between/among variables in order to answer a hypothesis (Creswell 2003).  Through a process of measurement and reduction the theory is tested: the aim being to generalise or extrapolate the result to the rest of the population.  Important decisions, for the researcher, revolve around the data collection instruments and the data variables and also to recognise that key to their role is ensuring that the response from the sample population is as representative of the general population as is possible.  Surveys provide a numeric description of trends, attitudes and opinions.   Experiments test the impact of an intervention on an outcome while controlling for factors that might influence the outcome: ergo the researcher can isolate whether it is the test or the controlling factors that influence the outcome.  The design of quantitative data collection tools having their foundations in scientific measurement, are understandably standardised.  

Babbie (1990), Salant and Dillman (1994) and Fink (1995) are among the theorists who popularised the use of surveys.  The standard format is captured using the following headings (Creswell 2003):

	Component 
	Characteristics

	Purpose of the survey
	The researcher outlines the purpose of the survey and discusses the rationale for this preferred type of data collection procedure. The researcher also indicates whether the survey will be cross sectional (data collected at one point in time) or longitudinal (data collected over time).  This section also outlines whether the survey will comprise self-administered questionnaires/interviews, structured record reviews or structured observation (Fink 1995).

	Identification of the population and the sample study
	The researcher specifies the characteristics of the population (size and means of identification) and the sampling procedure (clustering, single sample, multistage clustering).  The researcher also identifies the selection process for the individuals (random, systematic or convenience), stratum characteristics (gender, income levels, education), selection procedure and numbers.

	Survey instruments to be used
	The researcher provides detailed information on the actual survey instrument used: whether it is to be designed specifically for the study or is an intact instrument developed by someone else or modified for the purpose (in which case permission must be requested from the developer).  The researcher must also provide assurance and evidence of the reliability and validity of the instrument: 3 traditional forms of validity: content validity, predictive validity and construct validity.  Supplying a sample of the instrument with an outline of the sections and any plans for piloting or testing the survey prior to circulation in addition to how the survey will be administered (mail, in person).

	Relationship between the viarables
	The researcher discusses the variables and relates/cross references the variables to the specific questions in the survey.

	Analysis of the data
	The researcher discusses the steps to be taken in order to analyse the data such as a report on the responses returned, response bias, a descriptive analysis of the independent/dependent variables, reliability checks as well as identifying statistical packages used in the collation and analysis of the data.


Table 6.1 Survey Method Plan 

Campbell and Stanley (1963) Cook & Campbell (1979) and Bausell (1994) are renowned for their work on experimental procedures.  The standard format is captured using the following headings (Creswell 2003): 

	Category
	Characteristics

	Participants
	The researcher outlines the selection, assignment and number of participants:  The selection process is either random or non-random.  In many experiments convenience (ie non random sampling) sampling is often the only possibility as the researcher has to use naturally formed groups (e,g a classroom, an organisation, a family unit).  The Hallmark of “true experimentation” is that randomly assigned individuals are used.  When using non-random convenience groups (ie a naturally formed classroom) the researcher has to provide assurance that no systematic bias occurred and that everything was done to ensure that the groups were equally matched in terms of traits and characteristics: the number of participants and the system/procedure used to determine the size of the group.  Lipsey (1990) identifies an appropriate sample size according to statisticial significance and the effect power and size has on the result.  This system ensures that the group provides the greatest sensitivity to the fact that the outcome is as a result of the experiment.  Independent and dependent variables should be clearly identified and discussed. Rosenthal and Rosnow (1991) advance 3 prototype outcome measurements for experiments: the direction of the observed change, the amount of change  and the ease with which the participant changed.

	Materials
	The researcher provides details on the the instrument used, its development, the items and their scales and establishes reliability and validity of the scores on past experiments. Experimental design types include: Pre-experimental (single group, researcher provides intervention), True experiment (random assignment), Quasi experiment (uses control groups not random) and Single subject design (observes a single individuals behaviour).  The researcer also identifies what is being compared, the choices are: Between subject design (the investigation compares two or more groups (Keppel 1991) (Rosenthal and Rosnow 1991).  Factorial design is a variation of Between subject design it involves two or more treatment variables to examine the independent and simultaneous effects of these treatment variables on an outcome (Vogt 1999). This widely used behavioural research design explores not only the effects of each treatment separately but also the effects of the variables used in combination and provides a rich and multi dimensional view (Keppel 1991).  Threats to validity, internal and external are identified including: inadeqaute procedures, problems in applying treatments plus any statistical and construct threats that might arise from inadequate definitions and measures.

	Procedures
	The researcher describes in detail the procedure for conducting the research, the type of design, observations and timeline for activity.  Borg and Gall (1989) outline 6 steps used in the procedure for pretest and post test control group design.  

	Measures
	The researcher outlines the statistical analysis and calculations used: mean, standard deviations or range and discusses inferential statistical tests used to examine the hypothesis.  For experimental design with categorical information on the independent variable and continuous information on the dependent variable, researchers use “t” tests or univariate analysis of variance (ANOVA), analysis of covariance (ANCOVA) or multivariate analysis of variance (MANOVA - multiple dependent variables).  In factorial designs both interaction and main effects of ANOVA are used.  When data on a pre test or post test show marked deviation from normal distribution, use nonparametric statistical lens.  For single subject research design use line graphs for baseline and treatment observations for abscissa (horizontal axis) units of time and the ordinate (vertical axis) target behaviour.  Each data point is plotted separately on the graph and the data points are connected by line (see S B Neuman & McCormick 1995) Occasionally tests of statistical significance, such as “t” tests are used to compare the pooled mean of the baseline and treatment phases, although such procedures may violate the assumption of independent measures (Borg and Gill 1989)


Table 6.2 Experimental Method Plan 

Qualitative data collection methods are a complete contrast to quantitative methods, understandably, as the aim of the research is for the theory to emerge inductively.  Qualitative research is characterised by its interactive and evolving nature: observation takes place in the field and participants are actively involved in building the theory as it unfolds.  A fundamental role of the researcher is to interpret the data into themes and to draw conclusions about their meaning.  An issue for the researcher, that cannot be avoided, is that data is filtered through their lens of perspective and therein open to their personal and subjective interpretation.  

Qualitative theorists include Berg (2001), Marshall & Rossman (1999), Maxwell (1996 and Rossman & Rallis (1998).  Denzin & Lincoln (2000), Larther (1991), and Schwandt (2000) are reputed for their qualitative philosophy and perspective discussions while Mertens (2003) acknowledges bias and values and whether it is possible for the personal self to become separate from the research self during a study.  Qualitative data collection approaches are more fluid than the standardised quantitative approaches and include: observation, interview, documents (reports and newspapers, diaries, letters) and audiovisual material.  While no standard format is prescribed for the researcher to adhere to Creswell (2003) recommends an outline/content to include:
	Content
	Characteristics

	Strategy of Inquiry:
	The researcher identifies the chosen strategy of inquiry, a definition, assurance of it’s use in research generally and specifically within the identified research.

	Relationship to the Research:
	The researcher outlines how the strategy of inquiry when chosen will shape the questions asked, the data collection, analysis and summative narrative eg interviews from the field might require the summative narrative to be interspersed with quotations or narrative stories. 

	The Researchers Role:
	The researcher must be explicit about any bias that might arise, their values and how they might influence the conclusion as well as a discussion in relation to the ethics of the researcher and the research site.

	Data Collection:
	The researcher outlines the boundaries for the research: how the data will be collected who, what, where and when as well as any protocol to be followed while the data is being gathered.  Open ended questions allow for themes and the theory to emerge.

	Data Analysis:
	Requires the researcher to discuss how they plan to code and analyse the data.  They might plan to conduct different types of analysis as they delve deeper, reflect and understand more.  

	Validating the findings:
	Requires the researcher to discuss how they plan to check the accuracy and credibility of their findings: checking for consistent/emerging patterns or themes and using triangulation or a system of cross checking credibility. The researcher is concerned with whether the data collection procedure has measured what was intended to be measured and whether the results correlated with other results as well as measuring hypothetical constructs and concepts. 


Table 6.3 Strategy of Inquiry content.

Mixed method data collection provides the researcher with the flexibility to both explore a hypothesis (qualitative) and prove or explain a theory (quantitative).  There is no doubt that this approach of using multiple methods creates complexity.  Greene & Caracelli 1997, Newman & Benz 1998, Reichardt & Rallis 1994 and Tashakkori & Teddie 1998 are among the theorists who provide insight in to and clarification on the use of mixed method procedures. The issue for the researcher using multiple methods and multiple approaches to data analysis is delineation. The responsibility of the researcher therefore is to provide demarcation, to be explicit and clear about intent of the data being collected.  As with qualitative research procedures there is no standard template of design to be followed but guidelines to content design are recommended Creswell (2003):

	Content
	Characteristics

	Strategy
	The research discusses the nature of the mixed methods research and the strategy proposed.  It is advised to include a visual model, an outline of the specific data collection procedures and analysis, assurance of the role of the researcher plus an outline of the structure and running order of the data summations in report (sequential, concurrent or transformative).

	Nature/ strategy propose:
	The research gives a definition and description of the chosen approach this should include: a brief history of it’s evolution Jick (1979) discusses triangulation while Campbell and Fiske (1959) discuss multitrait-multimethod approaches. It is advised to include definition of both the qualitative and quantitative data collection and analysis highlighting the reasons for opting for this approach as well as some assurance/case studies where mixed methods was successfully applied in social research and the challenges experienced in relation to data collection and analysis therein.

	Data collection procedure:
	The research outlines the specific strategy for data collection: the criteria applied, the sequence (sequential or concurrent), whether priority or weighting will be given to one or other or both methods, will integration occur when the data is being gathered or during interpretation for example some data collection tools can be designed to either explore an emerging theory inductively (qualitatively) or to prove a theory deductively (quantitative).  Interviews and surveys being two examples, the researcher achieves this through the design of either open ended questions (data emerges) or closed ended questions (proof of a theory is deduced).  The researcher also needs to address issues of theoretical perspective and whether they are implicit or explicit.

	Data Analysis
	Data analysis in mixed methods research relates to the type of research strategy chosen and therein the procedure for data analysis needs to be identified within the design.  However analysis occurs both within the quantitative (descriptive and inferential numeric analysis) approach and the qualitative (descriptive and thematic text or image analysis) approach and often between the two approaches.  Some of the more popular approaches advanced by Caracelli & Greene (1993) and Tashakkori & Teddlie (1998) outlined in Creswell (2003) include

	
	Procedure
	Characteristics

	
	Data Transformation


	In the concurrent strategies, a researcher may quantify the qualitative data.  This involves creating codes and themes qualitatively, then counting the number of times they occur in the text data (or possibly the extent of talk about a code or theme by counting lines in a sentence).  This quantification of qualitative data then enables the researcher to compare quantitative results with the qualitative data.  Alternatively, an inquirer may qualify quantitative data.  For instance, in a factor analysis of data from the scale on an instrument, the researcher may create factors or themes that can then be compared with themes from the qualitative database.

	
	Explore Outliners
	In a sequential model, an analysis of quantitative data in the first phase can yield extreme or outliner cases.  Follow up quantitative interviews with these. Outliner cases can provide insight about why they diverge from the quantitative sample

	
	Instrument development
	In a sequential approach the researcher obtains theme and specific statements from the participants in an initial qualitative data collection. These statements become the themes to create a survey instrument that is grounded in the views of the participants.

	
	Examine multiple levels
	Used in a concurrent nested model the researcher would conduct a survey at one level (e.g. families) to gather quantitative results about a sample. And at the same time collect qualitative interviews (eg with individuals) to explore the phenomenon with specific individuals in families.

	Validity
	
	The researcher describes steps taken to check validity of the quantitative data and the accuracy of the qualitative findings.  Tashakkori & Teddlie (1998) would advocate for the validity of both quantitative and qualitative data to be discussed using examples from past uses of the data collection instrument to provide assurances.


Table 6.4 Mixed method data analysis approaches 

Creswell (2003) provides an overview of quantitative, qualitative and mixed method data collection approaches:

	Quantitative research methods:
	Qualitative research methods:
	Mixed methods research methods:

	Predetermined
	Emerging
	Both predetermined and emerging

	Instrument based questions
	Open ended questions
	Both open and closed questions

	Performance data
	Interview data
	Multiple forms of data drawing on all possibilities

	Attitude data
	Observational data
	Statistical and text analysis

	Observational data
	Document data
	

	Census data
	Audio visual data
	

	Statistical analysis
	Text and image analysis
	


Table 6.6 Creswell (2003) Table 1.3 Quantitative, Qualitative and Mixed Methods Procedures.

Data collection in relation to this study:
The aim of this study is to identify the impact of intercultural learner mobility as a pedagogic tool.   In order to do so the study will take the shape of a return on investment analysis: measuring the impact of work based learning on the learner while isolating the impact of an intercultural learner mobility experience.  The study will measure whether there was a discernible change in student skills, knowledge, and personal competences; whether this impacts on absenteeism rates, the quality of course work, grade attainment, motivation for further studies and employability and whether this represents a return on investment for the various stakeholders involved the process of education.
The subject matter is complex requiring both the exploration and measurement.  The approach most likely to achieve optimum results is a mixed methodology.  Qualitative and quantitative data was collected concurrently (in tandem): 

prior to the study so as to identify underlying themes and to devise the questions for the quantitative statistical study; during the study so as to add understanding to the concept and measurement of the learning intervention and finally during the consolidation of the results so as to add meaning and depth to the analysis and to substanciate and to validate the findings:

	Implementation
	Priority
	Integration
	Theoretical perspective

	Concurrent 

Non sequence
	Equal
	At data collection
	Explicit

	Sequential – qualitative first
	Qualitative 
	At data analysis
	

	
	
	At data interpretation
	Implicit

	
	Quantitative
	
	

	Sequential – qualitative first
	
	With some combination
	


Table 6.7 Creswell (2003) Decision Choices for Determine a Mixed Methods Strategy of Inquiry Fig 11.1

The data collection approaches were given equal priority/weighting however for the purposes of providing a description of both processes the quantitative data collection process will be outlined first, in effect addressing the left hand side of the strategy:

	
	QUANTITATIVE
	+
	QUALITATIVE
	

	QUANTITATIVE data Collection
	
	
	
	QUALITATIVE data collection




	Quantitative data analysis
	
	Data results compared
	
	Qualitative data analysis


fig 6.1 Creswell (2003) Concurrent Triangulation Strategy figure 11.3a 

Quantitative Data Collection:

Quantitative data collection measured the impact of intercultural learner mobility as a pedagogic tool.  Determining the impact of intercultural learner mobility requires the measurement of change in the behaviour or attitude of the participants undertaking the mobility activity.  Measurement of change is best achieved using an experimental procedure; controlled experiments avoid confusion of variables that can arise, understandably, when measuring behaviours and attitudes.  Experiments in their simplest form (quasi experiment control groups) involve sampling two groups (between subject design): one (experimental) group who have been subjected to the intervention and another (control) group who have not.  The aim is to ensure that the outcome is attributed to the experiment treatment. The control group should have identical characteristics to the experimental group so as to eliminate the possibility for systematic differences (among the participants and in the environment) that could affect the results/outcome (Creswell 2003):
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Fig 6.2 Quasi -experimental control group design Creswell (2003 pg123)

Identifying the characteristics of the control group:

DGEAC’s Leonardo da Vinci programme provides intercultural learner mobility opportunities for students in vocational education and training (VET).  The participants undertake a period of work placement in Europe.  VET providers in Ireland permitted access to the students who undertake Leonardo mobility work based learning experiences.   Random selection of participants was therefore not appropriate as the aim of the study is to measure the impact of intercultural mobility as a particular learning intervention.  When using non-random sampling and groups that are naturally formed it is important to ensure that systematic bias does not occur and that the participants are equally matched characteristically:
	Experimental Group undertaking an intercultural learner mobility learning activity:

	General Characteristics/ Stratum
	Description

	Demographics:
	Gender
	Male, female, mixed

	
	Race 
	National, non-national, mixed

	
	Age
	Young person, adult, mature student, mixed

	
	EU Location
	27 EU Member States plus 5 candidate Countries plus participating European countries: Switzerland, Norway, Liechtenstein

	
	Country location
	Urban, suburban, rural

	
	Disability
	Yes/No

	Socioeconomic background:
	Status
	Professional, middle income or working class

	
	Financial background
	Financially supported to continue in education or constrained by financial support 

	
	Education culture 
	Progression expected or low expectation of progression

	Specific Characteristics 
	Description

	
	EU language
	English

	Course of study:
	Accreditation Level
	European Qualification Framework(EQF) 

	
	
	National Qualification Framework FETAC 

	
	Field of study
	FETAC approved course delivered by VEC and participating in LDV

	
	Course Timetable 
	Timetable for work based learning activity: spring mid term break or autumn mid term break

	
	Duration 
	3 weeks inclusive (as opposed to on the job training 2 days a week)

	
	Size
	Number of participants subjected to the learning intervention


Table 6.8 characteristics of experimental group undertaking an intercultural mobility learning activity

Controlling for independent and dependent variables:
When using sampling validity of the data is of paramount concern: it is important to try to control the variables as much as possible.  Identifying variables is best described as a deductive process: if X does this then Y is the result.  Independent variables cause/influence the experiment outcome while dependent variables are variables that depend on the independent variables for a result.  By making and examining a list of “if” variables it is possible to establish which variables are independent and which are dependent.  Taking fig 5.2 X1 (work placement experience) and X2 (learning outcomes) are independent variables.  X1 compares the control with the experimental group while X2 the control variables (key competences/learning outcomes: skills, knowledge and personal competences) measure the impact X has on Y (pedagogy).   Rosenthal and Rosnow (1991) categorise outcome measurements for experiments as: the direction of the observed change (did the students improve/disimprove); the amount of change (% of the change) and the ease with which the participant changed (Creswell 2003).   When the measurements are collected the influence X1 and X2 have on Y can then be compared:  
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Fig 6.3 Leonardo intercultural mobility work based learning quasi -experimental control group design (adapted from Creswell 2003 pg123)

A framework for measuring the impact of learning:
Changes in attitude and behaviour are difficult to measure: particularly when our opinion of ourselves is viewed from our own subjective perspective.  By using Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) return on investment (ROI) methodology it is possible to measure not only attitude (reaction and satisfaction) and behaviour (learning & confidence) but also whether the learner applied the learning to their activities (application and implementation).  Level 4 and 5 isolate the learning so as to establish whether there is an impact on the business: in this case key indicators associated with education management (OECD 2008 and 2010) and whether that impact represents a return on investment:

	Level
	Learning activity
	Measurement

	1
	Reaction and satisfaction
	what the trainee thought and felt about the training.

	2
	Learning and Confidence
	the resulting increase in knowledge or capability.

	3
	Application and Implementation
	behaviour - extent of behaviour and capability improvement and implementation/application.

	4
	Business Impact
	The effect the training has had on the business or learning environment resulting from the trainee's performance.

	5
	Return on Investment
	Isolate the effects on the business-training organisation, convert to a monetary value, and calculate a benefit/cost ratio that leads to a return on investment.


Table 6.9 Kirkpatrick’s four stages of learning/training evaluation theory (1967) combined with Phillips (1996) 5th level Return on Investment (ROI) model.

By measuring the learning that occurs during a work based learning experience (control group) and an intercultural mobility work based learning experience (experimental group) and by drawing comparisons between the two sets of data it should be possible to:

· measure the impact of work based learning on the learner;

· isolate the impact of the learning intervention on students undertaking an intercultural mobility activity;

· isolate the impact of the learning key indicators associated with education management (OECD 2008 and 2010): absenteeism, course work, grade attainment, motivation for further studies and employability. 
Defining parameters –key competences and learning outcomes:

In 2008 the European Parliament formally adopted the European Qualifications Framework (CEDEFOP 2008).  The framework provides descriptors for eight learning outcomes, which are underpinned by Blooms taxonomy (1956).  Beginning with Level 1 basic knowledge, skills and competences and advancing to Level 8 advanced knowledge, skills and competences.  In addition to this the European Commission working with expert groups from Member States and through a process of consultation, identified eight European key competences plus a number of themes/transversal skills that applied throughout the framework (CEDEFOP 2008):

	8 EU Key Competences

	1
	Communication in mother tongue

	2
	Communication in foreign languages

	3
	Mathematical competence and basic competences in science and technology

	4
	Digital Competences

	5
	Learning to Learn

	6
	Interpersonal, intercultural and social competences and civic competences

	7
	Entrepreneurship

	8
	Cultural Expression.

	EU Transversal Skill

	
	Critical thinking

	
	Creativity

	
	Initiative taking

	
	Problem solving

	
	Risk assessment

	
	Decision making

	
	Managing feelings constructively


Table 6.10 Eight EU Key Competences

The Further Education and Training Awards Council (FETAC) is responsible for quality assurance in the Irish further education sector.  Each course is guided by a module descriptor outlining course purpose & aims, core skills, key competences / specific learning outcomes (SLO’s) and assessment criteria.  The survey site is located in an Irish VEC setting, it was therefore important to establish the relevance of the training intervention in an Irish context.  In order to achieve this the 8 EU key competences and identified transversal skills were cross-referenced with the core skills and SLO’s identified in the FETAC Work Experience Module Descriptor (Annex A).  Core skills common to both frameworks are highlighted below.  A matrix cross referencing the EU key competences, transversal skills and FETAC Work Experience Module core skills and SLO’s is attached in Annex B:

	FETAC Work Experience Module Core Skills:

	1
	Taking initiative

	2
	Taking responsibility for one’s own learning

	3
	Problem solving

	4
	Applying theoretical knowledge in practical contexts

	5
	Being numerate and literate

	6
	Having information and communication technology skills

	7
	Sourcing and organising information effectively

	8
	Listening effectively

	9
	Communicating orally and in writing

	10
	Working effectively in group situations

	11
	Understanding health and safety issues

	12
	Reflecting on and evaluating quality of own learning and achievement

	FETAC Work Experience Module SLO’s:

	Unit 1
	Planning and preparation

	10.1.2
	identify specific goals for work experience

	10.1.3
	compile a range of relevant material for work experience eg CV, letter of application, interview records, contract, skills checklist, statement of learning goals, letter of introduction to employers, details of workplace days and times of work, etc

	10.1.6
	identify the basic rights and responsibilities of employees and employers defined by current legislation and practice in their vocational area eg gender equality, equal opportunities, health, safety and welfare, union representation, minimum wages, etc

	10.1.7
	identify key issues which influence trends in the vocational area eg globalisation, new technology, demographic shifts, etc

	Unit 2
	Experience

	10.2.1
	participate effectively in the workplace, eg carrying out tasks, meeting deadlines, good timekeeping etc

	10.2.2
	practise the personal skills which support integration in the workplace eg appropriate dress, adaptability, reliability, punctuality, health and safety awareness, appropriate use of initiative etc

	10.2.3
	maintain appropriate confidentiality about the organisation and its employees/clients/customers and users

	10.2.4
	communicate effectively with supervisor/manager, fellow workers and the general public, (including customers where applicable)

	10.2.5
	maintain a workplace diary/journal which describes, reflects on and analyses experiences in the workplace

	10.2.6
	identify the Health, Safety and Welfare regulations which apply in the workplace

	10.2.7
	undertake research into work organisations and career opportunities in their vocational award area.

	Unit 3
	Review and evaluation

	10.3.1
	critically evaluate overall performance during work experience in the light of previously stated goals, personal qualities and prior career aspirations

	10.3.2
	examine the extent to which learning from other modules/learning experiences was relevant to work experience


Table 6.11 FETAC Work Experience Module core skills and SLO’s identified in EU 8 key competences 

Defining the parameters –measurement scale:
In order to measure and compare learning it is necessary to establish some parameters to the questions being answered.  The parameters chosen include a continuous scale (strongly agree/agree) alternating to rank order (1/2/3) where necessary; for example when measuring the impact intercultural learner mobility has on absenteeism it is more relevant to use rank order than continuous scale: 
	Variable
	Continuous Scale:
	Rank Order (lowest to highest):

	Skills
	Strongly agree/Disagree/ Neutral/Agree/Strongly Agree
	0 to 20, 20 to 40, 40 to 60, 60 to 80 and 80 to 100.

	Knowledge
	Strongly agree/Disagree/ Neutral/Agree/Strongly Agree
	0 to 20, 20 to 40, 40 to 60, 60 to 80 and 80 to 100.

	Competences
	Strongly agree/Disagree/ Neutral/Agree/Strongly Agree
	0 to 20, 20 to 40, 40 to 60, 60 to 80 and 80 to 100.


Table 6.12 question parameters and scales 

Defining parameters – the questions:

The learning outcomes identified by the EU, the 8 EU key competences transversal skills and the FETAC core skills & SLO’s form the basis for the questionnaire.  The matrix attached in Annex B cross-references the learning outcomes and key competences to the survey questions, which were phrased using Blooms Taxonomy for questioning (1956). 

Validity being central to this mixed methodology it was important to account for subjectivity in the question responses.  By using a 360( survey questionnaire (Burstein et al 1995) involving the student, their nominated peer and their tutor the responses from can be combined to give a mean average measurement of any discernible change in the students, knowledge, skills and behaviour and thereby lessening the threat to validity posed by subjective responses.

In order to measure change in skills, knowledge and personal competences a starting point or baseline was prerequisite.  The most obvious source for data on academic ability comes from course grades and exam results while data on relating to education management key indicators (e.g. absenteeism rates) can be sourced from school records.  However access to school records was dependent on authorisation from school management and it was quite possible that authorisation might not be granted.  To avoid this posing a threat to the study the questionnaire was designed so as to gather baseline data prior to the learning intervention, known in research terms as a pretest (Creswell 2003).  Change could then be measured by comparing the data gathered prior to the training intervention with the data gathered subsequent to the training intervention (post test).  This also has the added advantage of reducing the potential number of data sources (course grades/end of year exam results/school records) to just one source (the survey): 
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Fig 6.4 pre and post test group A the experimental group Group B the control group

Defining parameters – the questionnaire:

A sample of the questionnaires circulated to students, their peers and their tutors pretest and post test is attached in Annex E through to Annex L.  

For ease of reference the following table cross references the control variables with the parameters/scales and the survey questions: which were colour coded to create delineation between the control variables:

	Variable
	Continuous Scale:
	Rank Order (lowest to highest):
	Questions

	Skills
	Strongly agree/Disagree/ Neutral/Agree/Strongly Agree
	0 to 20, 20 to 40, 40 to 60, 60 to 80 and 80 to 100.
	1 to 9 colour coded blue and purple on the questionnaire 

	Knowledge
	Strongly agree/Disagree/ Neutral/Agree/Strongly Agree
	0 to 20, 20 to 40, 40 to 60, 60 to 80 and 80 to 100.
	1 to 9 colour coded pink on the questionnaire

	Competences
	Strongly agree/Disagree/ Neutral/Agree/Strongly Agree
	0 to 20, 20 to 40, 40 to 60, 60 to 80 and 80 to 100.
	1 to 9 colour coded yellow on the questionnaire


Table 7.13 Cross references of control variables /parameters/scales and the survey questions

Evaluating learning using Kirkpatricks (1967) four stages of learning and Philips (1996) ROI requires measurement of the impact a learning intervention has on the learner.  Moving from level 1 to level 5, using a deductive process, it is possible to isolate the impact the learning has on the business/learning environment.  At level 5 the isolated impact of the training intervention on the business/learning environment are converted to a monetary value.  Once the benefits/impact of the training intervention has been converted into monetary value it then becomes possible to compare the benefits of the training intervention with the cost of the training intervention so as to establish whether the training represents value for money ergo whether a return on investment has been achieved. 

	Level
	Learning activity
	Measurement

	1
	Reaction and satisfaction
	what the trainee thought and felt about the training.

	2
	Learning and Confidence
	the resulting increase in knowledge or capability.

	3
	Application and Implementation
	behaviour - extent of behaviour and capability improvement and implementation/application.

	4
	Business Impact
	The effect the training has had on the business or learning environment resulting from the trainee's performance.

	5
	Return on Investment
	Isolate the effects on the business-training organisation, convert to a monetary value, and calculate a benefit/cost ratio that leads to a return on investment.


Table 6.14 Kirkpatrick’s four stages of learning/training evaluation theory (1967) combined with Phillips (1996) 5th level Return on Investment (ROI) model.

Knowledge, skills and personal competences were identified (earlier in this section) as the control variables.  During the qualitative data collection phase (which is discussed later in this section) the key indicators used in education management were identified as: absenteeism; grade results; access, transfer and progression; and employability.  The control variable and key indicators/themes formed the bases for the ROI impact measurement questions, which were phrased using Blooms Taxonomy for questioning (1956).  

Measuring the impact of a training intervention can really only take place after the learner has completed the learning experience therein data collection relating to the ROI impact measurement had to be included in the post test questionnaire.  In order to create some delineate between the data being gathered for the baseline measurements (discussed previously) and the ROI measurement (above) the post test questionnaire was split in to two parts: 

	Questionnaire 
	Content:

	Part One
	measuring skills, knowledge and personal competences relating to the EU 8 key competences, transversal skills and FETAC SLO’s & core skills.

	Part Two
	measures skills, knowledge and personal competences relating to Kirkpatricks (1967) four levels of learning while isolating the impact of the learning on key indicators: absenteeism; grade results; access, transfer and progression; and employability so as to establish a ROI .


Table 6.15 Questionnaire content

The questionnaire takes the shape of a 360( survey involving the student, their nominated peer and their tutor questionnaire.  While the majority of questions circulated to the students, their peers and their tutors (e.g part 2 of the post test questionnaire relating to the impact measurement/ROI) are the same some understandable differences surfaced and were accounted for in the questionnaire design so as to avoid threats to validity (e.g. question 3.3 asks whether the student applied their learning to their job: a tutor would not necessarily observe the student in their place of work, particularly if the student is in part-time employment in a sector unrelated to their course of study).  Copies of the pretest and post test questionnaires circulated to the students, their peers and their tutors are attached in Annex E through to Annex L.
Testing of the questionnaire not only assists with validity but also improves/fine tunes the question phrasing, format and scales.  A draft of the questionnaire was circulated to ROI expert Jack Philips, ROI consultants, academic staff and colleagues working with DGEAC’s Lifelong Learning Programme for comment.  Suggested changes were incorporated in to a revised version. 
Circulating the questionnaire – Timing the data collection:  

The academic year for students undertaking a VEC delivered FETAC course commences in October and runs to June of the following year.  FETAC level 5 and 6 awards comprise of eight modules, work placement being just one module.  Leonardo workplacement mobility has a minimum duration of three weeks.  It is not feasible for students to go abroad for 3 weeks during term to undertake their work placement module: missing lectures for 3 weeks would have an adverse affect on attendance and course work for the remaining seven modules.  For this reason a work experience module, when it is designed as a 3 week block placement, either takes place following the first semester /during the autumn break or following the second semester/during the spring break.

Work placement for a FETAC one year course, delivered by the VEC’s in Ireland generally takes place after the second semester/during the spring break and at a point in the curriculum where students have covered the vast majority of subject theory and therefore have a good grounding in their field of study.  When the students return from spring break the end of year exam period commences.  The timing of the pretest and post test data collection had therefore to be given considerable thought.  Failure to collect the data presented a real threat to the validity of the survey: too early and the students from the control and experimental groups might not have covered the same amount of the course content (unequal treatment); too late and the students might be sitting exams or have dispersed following completion of exams:

Timescale

	Activity
	O
	N
	D
	J
	F
	M
	A
	M
	J
	J
	A
	S
	O
	N
	D
	J
	F
	M
	A
	M
	J

	Students register and commence 1 year FETAC course of study
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Contact participating Institutions.  Develop and implement evaluation guidelines, questionnaires, workshop structure and support tools
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Meet with students, distribute Pretest survey, collect and analyse responses
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Interim Evaluation
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Students undertake work placement period
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Meet with students, distribute Post test survey, collect and analyse responses
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Exam Timetable commences
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	Acedemic year end/Students graduate and leave
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	


Table 6.16 Timetable for data collection

Number of Participants to be surveyed:

To some extent the number of students participating in Leonardo Mobility dictated the number of students participating in the study.  So as to ensure validity and a representative sample and bearing in mind the window of opportunity available to survey students it was both practical and preferable to survey a large group located on one site.  On review of the list of VEC’s participating in Leonardo mobility a group of 22 students were identified.  The experimental group comprised:

	Number of students
	Level of study
	Course of study

	4
	FETAC level 5
	Childcare

	4
	Cache Diploma
	Childcare

	6
	FETAC level 5
	Pre Nursing

	2
	FETAC level 5
	Travel and Tourism

	6
	FETAC level 5
	Theatre Studies

	Total 22
	
	


Table 6.17 Experimental group academic level and course of study

Once the characteristics of the experimental group were defined it was possible then to select participants for the control group.  Cross contamination between control and experimental group participants represents a real threat to validity.  Participants for the control group were selected from another VEC located at the other end of the county so as to ensure participants were kept a sufficient distance apart and to minimise the threat of cross contamination:

	Number of students
	Level of study
	Course of study

	4
	FETAC level 5
	Childcare

	4
	Cache Diploma
	Childcare

	6
	FETAC level 5
	Pre Nursing

	3
	FETAC level 5
	Travel and Tourism

	8
	FETAC level 5
	Theatre Studies

	Total 25
	
	


Table 6.18 Control group academic level and course of study

Overview of sample population characteristics:
As mentioned at the outset when using non random sampling in a controlled experiment the validity of the data collected is of paramount concern, therein it was important to insure that the characteristics of the participants were as equally matched as possible and so that cross contamination did not threaten the results.

The reasoning behind the design decisions, the parameters of the study and the steps taken to ensure validity have been discussed, the following table attempts to summarise the extent to which aspects of the experiment validity were adhered:

	Experimental Group undertaking an intercultural mobility learning activity:
	Experimental Group Xa
	Control Group Xb

	General Characteristics/ Stratum
	Description
	Defined as:
	Match:
√/X

	Demo

Graphics:
	Gender
	Male, female, mixed
	mixed
	√

	
	Race 
	National, non-national/mixed
	mixed
	√

	
	Age
	Young person, adult, mature student/mixed
	mixed
	√

	
	EU Location
	35 LLP participating Countries: 27 EU Member States plus 5 candidate Countries plus participating European countries: Switzerland, Norway, Liechtenstein 
	Ireland
	√

	
	Country location
	Urban, suburban, rural
	suburban
	√

	
	Disability
	yes/no
	Unknown
	Unknown

	Socio economic background:
	Status
	Professional, middle income or working class
	Unknown
	Unknown

	
	Financial background
	Financially supported to continue in education or constrained by financial support 
	Unknown
	Unknown

	
	Education culture 
	Progression expected or low expectation of progression
	Unknown
	Unknown

	Specific Characteristics 
	Description
	
	

	
	Language 
	35 LLP participating country languages
	English
	√

	Course of study:
	Accreditation Level
	European Qualification Framework (EQF) 
	Level 4 and 5
	√

	
	
	National Qualification Framework 
	FETAC level 5 and 6
	√

	
	Field of study
	FETAC approved course delivered by VEC and participating in Leonardo da Vinci
	Childcare, prenursing, travel and tourism, theatre
	√

	
	Course Timetable 
	Timetable for work based learning activity: spring mid term break or autumn mid term break
	spring mid term break
	√

	
	Duration 
	3 weeks inclusive as opposed to on the job training 2 days a week 
	3 weeks inclusive
	√

	
	Size
	Number of participants subjected to the learning intervention
	22
	25


Table 6.19 characteristics of experimental group versus characteristics of control group 

Ethics:

When we examine ethical responsibilities in research consideration for the issues is viewed from an overarching perspective; in that the research should not serve to disempower or marginalise a group and also from the perspective of the participant; in that the participant should not be deceived in any way.  The participant and the researchers understanding of the purpose of the research should be the same and therein the data collected should not put the participant at risk (Creswell 2003).  With this in mind both an informed consent form (Annex C) and a plain language statement (Annex D) were drafted.  Approval from Dublin City University Research Ethics Committee was sought and granted prior to the start of the study.  The forms were then circulated and signed by all participants involved in the study.  Approval was also sought from the Chief Executive Officer (CEO) of the VEC’s participating in the study as well as the individual College Principals, Vice Principals, Course Co-ordinators and Course lecturers.  As the participants were over 18 years of age parental consent was not necessary.  The informed consent met with applicable legislation including the Freedom of Information Act and the Data Protection Act in that all information will remain confidential and anonymity will be preserved solely for production of the study.

Analysing the data:

The data analysis is split in to two parts:

	Questionnaire 
	Content:

	Section One
	measuring skills, knowledge and personal competences relating to the EU 8 key competences, transversal skills and FETAC SLO’s & core skills.

	Section Two
	measures skills, knowledge and personal competences relating to Kirkpatricks (1967) four levels of learning while isolating the impact of the learning on key indicators: absenteeism; grade results; access, transfer and progression; and employability so as to establish a ROI .


Table 6.20 questionnaire content

The experiment depicted below involves both a control and experiment group and controls for variables:

X1 
Xa = 
Leonardo intercultural mobility work

based learning (experimental 

group) (+)
 
Xa = 
work based learning experience

(control group) (-)










Y1 = pedagogic tool








       +

X2
      = 
(control variables = 
key competences/learning outcomes:

skills, knowledge and personal 

competences)
fig 6.5 Leonardo intercultural mobility work based learning experimental control group design 

In order to delineate between the participants, the control groups and the measurements the following statistical procedure notations were applied:

	
	Leonardo intercultural mobility work based learning (experimental group) (+)
	Work based learning (control group) (-)

	Participants
	Xa
	Xb

	Students
	Xa1
	Xb1

	Tutors
	Xa2
	Xb2

	Peers
	Xa3
	Xb3

	Combined 360
	Xa4
	Xb4

	
	Variables

	Control Variables
	X2

	Skills
	X2a

	Knowledge
	X2b

	Personal Competences 
	X2c

	Pretest results
	1

	Post test results
	2

	Result
	Y1


Table 6.21 Statistical Analysis Notation 

Data analysis of section one of the survey combines the totals of the 360( questionnaires: which measures in rank order (0 to 20, 20 to 40, etc) the skills, knowledge and personal competences of the students prior to and following the learning intervention.  Using a mean central format enables statistical comparison between the performance of the experimental group with that of the control group (Borg and Gall 1989).  This is achieved by adding the totals of the 360( pretest questionnaires (student, tutors and peers) and dividing by 3 to get an average score (Xa4 X2.1 and Xb4 X2.1).  The calculation is then repeated for the post test 360( questionnaires (Xa4 X2.2 and Xb4 X2.2).  By grouping the measurement results for each group (X2) into 3 categories (i.e increased, stayed the same or declined) it is possible to compare and measure (in percentage terms) the impact of the training intervention on the students (Y1).  

	Group
	Notation
	Group
	Notation

	
	Experimental Group
	
	Control Group

	Group
	Xa
	Group
	Xb

	Student
	Xa1
	Students
	Xb1

	Tutors
	Xa2
	Tutors
	Xb2

	Peers
	Xa3
	Peers
	Xb3

	Total combined and divided by 3
	Xa4
	Total combined and divided by 3
	Xb4

	Control variables
	X2

	Pretest
	X2.1

	Post test
	X2.2

	
	Experimental Group
	Control Group

	Measurement following training intervention = Total Post test minus Pretest
	Xa4 X2.2 minus Xa4 X2.1 =X2
	Xb4 X2.2 minus Xb4 X2.1 =X2

	Comparing Experimental Group with Control Group 
	Group X2 results under ability headings:

increase, decrease or stayed the same

convert into % and compare =Y1


Table 6.22 mean average score for each student pretest and post test compared

An overview of the results is attached in Annex O and Annex P Data Analysis:EU key Competences and FETAC SLO’s Core Skills, Knowledge and Competences while a detailed analysis is presented in Section Six of this study.

Data analysis in section two collates the 360( responses gathered in relation to the ROI impact measurements.  The responses were measured using a continuous scale (strongly agree/agree etc) in statistical procedure terms the use of scales is known as factor analysis (Creswell 2003).  Once collated the responses were analysed by applying the mode central tendency format which counts the frequency of a value as it occurs in the set:

	Q2.1.1 Overall I (they) learned new skills during my (their) placement 

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	Student 1
	
	
	
	
	1

	Student 2 
	
	
	
	1
	

	Student 3
	
	
	
	1
	

	Student 4
	
	
	
	1
	

	Student 5
	
	
	
	1
	

	Student 6
	
	
	1
	
	

	Total
	
	
	1
	4
	1


Table 6.23 example if mode central tendency format 

The frequency mode is then translated in to a descriptive statistic by converting the total into a percentage: 

f1 (mode frequency)  x 100



4 x 100 
--------------------------

    = f3 %

---------- = 67% Agree

f2 total number of participants


    6 

fig 5.5 frequency mode converted in to percentage
The frequency mode notion applying to this study is as follows:

	Group
	Notation
	Group
	Notation

	
	Experimental Group
	
	Control Group

	Group
	Xa
	Group
	Xb

	Student
	Xa1
	Students
	Xb1

	Tutors
	Xa2
	Tutors
	Xb2

	Peers
	Xa3
	Peers
	Xb3

	Total combined and divided by 3
	Xa4
	Total combined and divided by 3
	Xb4

	Control variables
	X2

	Frequency mode
	f1

	
	Experimental Group
	Control Group

	
	Xb4 f1
	Xb4 f1

	Comparing Experimental Group with Control Group 
	Convert total in to percentage % and compare =Y1


Table 6.24 frequency mode notion
In order to isolate the impact a learning intervention and to prove assurance in relation to data analysis validity, Philips (1996) applies ROI Guiding Principles (which are outlined in table 5.32).  During the data analysis Phillips (1996) Guiding Principal 4 recommends extracting only the most conservative responses in the ROI calculation.  Guiding Principle 8 advises against the use of extreme data items while Guiding Principle 6 suggest that if there is no improvement in the data: then no improvement has occurred.  Applying Philips (1996) guiding principles to the ROI data analysis of this study had the effect of defining the following parameters:  extreme values were not converted (e.g Strongly Agree and Strongly Disagree) instead conservative responses were analysed (Agree and Disagree) and when analysing the data for improvement only the responses that indicated a 10% improvement or more were consider as having enough of an impact on the learning environment so as to convert to monetary value and ROI (Philips 1996)

The notation protocol identified above will be used during the statistical analysis and to label statistics however for purposes of descriptive text and discussion Xa and Xb will be replaced with Group A and Group B respectively.
Response Bias:

Response bias is the effect non responses have on the survey estimates (Fowler 1988).  If the non respondents had responded the overall results of the survey would be different.  In addition to this not all the 360( surveys for each student were returned:  e.g a response could have been returned for both the student and their tutor but their peer response might be missing.  

In order to account for this, in the survey responses, a statistical analysis was carried out first for all the responses returned and secondly just for the participant responses that contained all 6 questionnaires (3 pretest student, tutor and peer plus 3 post test student, tutor and peer).  Using the protocols outlined above the following notation will apply:

	Description
	Notation

	Result analysed using all responses returned
	Y1

	Result analysed using only responses for students returning all 6 questionnaires 3 pretest student, tutor and peer plus 3 post test student, tutor and peer
	Y2


Table 6.25 notation accounting for response bias

Accounting for bias also addresses the validity of the responses.  By comparing the responses from Y1 and Y2 is it possible to establish whether the responses are consistent across constructs: if the responses are consistent then the result is further verified i.e the result is the same using the same approach on a different set of responses.

In total 47 students were surveyed.  A 360( questionnaire was circulated to the students, their course tutor and their class peer giving a combined total of 282 questionnaires:

	Number of participants

	Experimental Group Xa
	Class Tutor

Group Xa
	Class Peer Group Xa
	Control Group Xb
	Class Tutor

Group Xb
	Class Peer Group Xb
	Total

Pre test
	Total Post Test
	Total

	4
	4
	4
	4
	4
	4
	24
	24
	48

	4
	4
	4
	4
	4
	4
	24
	24
	48

	6
	6
	6
	6
	6
	6
	36
	36
	72

	2
	2
	2
	3
	3
	3
	15
	15
	30

	6
	6
	6
	8
	8
	8
	42
	42
	84

	22
	22
	22
	25
	25
	25
	141
	141
	282


Table 6.26 Number of participants in the study

Of the 282 questionnaires issued 216 were returned, a detailed account of which is attached in Annex M:

	Group Xa issued
	Group Xa Returned
	%
	Group Xb issued
	Group Xb Returned
	%

	132
	113
	86%
	150
	103
	69%


Table 6.27 Number and % of responses 

However, as we are discussing bias, during the distribution of the survey some difficulties arose with the Control Group (group Xb): 8 students and their tutor (who had agreed to participate in the study) were missing in action.  Meetings were scheduled, cancelled, rescheduled, cancelled.  One or two students from the group of 8 attended and completed the pretest survey.  When it came to issuing the post test questionnaire the scenario was repeated except on this occasion no one turned up.  On a review of the sparse data collected it was decided to omit the group from the study as their responses were incomplete or non existent which served to threaten both the validity of the study and potentially create bias.

With the 8 participants discounted from the study the revised number of respondents to the study now totalled 39 with the combined 360( questionnaires circulated to students, their tutors and their peers totalling 234:

	Number of participants

	Experimental Group Xa
	Class Tutor

Group Xa
	Class Peer Group Xa
	Control Group Xb
	Class Tutor

Group Xb
	Class Peer Group Xb
	Total

Pre test
	Total Post Test
	Total

	4
	4
	4
	4
	4
	4
	24
	24
	48

	4
	4
	4
	4
	4
	4
	24
	24
	48

	6
	6
	6
	6
	6
	6
	36
	36
	72

	2
	2
	2
	3
	3
	3
	15
	15
	30

	6
	6
	6
	0
	0
	0
	18
	18
	36

	22
	22
	22
	17
	17
	17
	117
	117
	234


Table 6.28 Number of participants in the study

Of the 234 questionnaires circulated a total of 200 were returned, and as you will note below the bias is no longer in favour of the Experimental Group (group Xa) thereby assuring against the possible threat to validity that was posed had the 8 students been accounted for in the data responses.  A detailed account of the responses is attached in Annex N:

	Group Xa issued
	Group Xa Returned
	%
	Group Xb issued
	Group Xb Returned
	%

	132
	113
	86%
	102
	87
	85%


Table 6.29 Number and % of responses 

Other threats to validity:

To avoid further threats to validity the participants were gathered together after lectures (prior to and post test) where they were asked to complete the questionnaires in situ and under the supervision of the researcher: therein removing any possible threat to validity that could be posed from participants cross referencing their responses with each other (particularly when it came to completing the 360( questionnaire that assessed their peer, sitting beside them). 

The data from the 200 questionnaires was uploaded to excel for analysis, which in itself can pose a threat to validity or as Creswell (2003) points out: this arises when the experimenter draws inaccurate inferences from the data because of inadequate statistical power.  To account for this a number of calculations were built into the excel spreadsheet with the express function of cross checking calculations.  In addition at interim periods a spot check review and manual cross check of both the calculations and the results was undertaken.
Qualitative Data Collection:

As was mentioned earlier the data collection approaches for this study include both quantitative and qualitative approaches.  Both were given equal priority/weighting however for the purposes of providing a description of both process the quantitative data collection process was outlined first.  The qualitative approach to data collection will be outlined now, effectively addressing the right hand side of the diagram:

	
	QUANTITATIVE
	+
	QUALITATIVE
	

	QUANTITATIVE data Collection
	
	
	
	QUALITATIVE data collection




	Quantitative data analysis
	
	Data results compared
	
	Qualitative data analysis


fig 6.6 Creswell (2003) Concurrent Triangulation Strategy figure 11.3a 

At the outset ROI measurement requires identification of key indicators so as to measure the impact of the training intervention using Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) return on investment (ROI) methodology it is possible to measure not only attitude (reaction and satisfaction) and behaviour (learning & confidence) but also whether the learner applied the learning to their activities (application and implementation).  Level 4 and 5 isolate the learning so as to establish whether there is an impact on the business. 

An amount of data qualitative data collection was therefore required prior to the study so as to identify key indicators used in education management and to also lay the foundations for the survey questions.  Having spent 20 years in the natural setting of the study gathering information from a various sources: a certain amount of information was already grounded in theory:

	Source
	Documents

	European Commission 
	Publications, staff working papers, policy documents.

	DGEAC
	Publications, staff working papers, policy documents, expert group publications, reports, project evaluations, conferences, internal staff meetings, public meetings, literature

	Government Ministries
	Publications, staff working papers, policy documents

	Expert Studies: 

European Centre for the Development of Vocational Training (CEDEFOP), 

Organisation for Economic Co-operation and Development (OECD),

Economic and Social Research Institute (ESRI), 

United Nations Educational, Scientific and Cultural Organization (UNESCO)
	Publications, staff working papers, policy documents, expert publications, reports

	Academic publications: SAGE, University Faculties
	Publications, scholarly reviews, journals, literature

	Educational psychology literature 
	Publications relating to theories and application of theory in the field


Table 6.30 list of data collection documents 

The OECD provides a setting for policy comparisons across its member countries and regularly produces studies on economic, environmental and social policy issues: education being one such issue.  Common themes identified as education outcomes (education management key indicators) by the OECD (2008 and 2010) include: absenteeism rates, grades attainment, access transfer & progression and employability. 

Through a process of review, reflection, review and verification the 5 key indicators emerged and were verified as themes for ROI measurement:


Fig 6.7 qualitative document review – interpretation process

While validity does not carry the same connotations in qualitative data collection as it does in quantitative data collection it was important to ensure that the themes identified did not reflect bias on the part of the researcher: that they were not interpreted and filtered through the researchers lens of perspective.  To this end the themes were put through a verification process during a series of unstructured interviews with VEC course co-ordinators whereby open ended questions aimed, among other things, to establish whether the themes were reliably chosen as key impact measurements.  The interviews followed interview protocol: participants signed an informed consent form (Annex C) and a plain language statement (Annex D).  The interviews were recorded and transcribed (Annex S).
Qualitative data was also collected during the study so as to understand the concept of intercultural learner mobility as a pedagogic tool, to establish criteria to define intercultural learner mobility as a pedagogic tool and also permit the quantitative measurement of the activity so as to test or prove intercultural learner mobility as a pedagogic tool of value.  The aim of employing both quantitative and qualitative approaches concurrently in this interactive sequence was to maximise the knowledge and understanding emerging from the study.  

In order to add detail, depth and breath to the study, the qualitative data collected prior to the study was then linked to the results of the quantitative data analysis: not only did this illuminate the findings but it also helped to create delineation in the structure of the study.  The literature review pertaining to each impact measurement key indicator is located with the relevant quantitative data results. This process of triangulation as a system of cross validation underpins the data collected in both the qualitative and quantitative studies.
Data Collection ROI:

The ROI process deductively isolates the impact a learning intervention on key indicators: absenteeism, grades attainment, access transfer & progression and employability and establishes whether the impact reflects a return on investment.

Level 5 of the ROI isolates the impact of the learning intervention to establish whether the impact on the learning represents value for money.  By definition the discussion is about worth, value and money.  Four primary approaches are used to evaluate and establish worth (Philips 1996): Cost Analysis, Cost Benefit Analysis, Cost Effectiveness Analysis and Return on Investment (ROI):

	Approach
	Characteristics

	Cost Analysis:
	Determines all costs: include trainee time, travel, productivity lost, instructor, facilitator, material costs, facilities and development costs.  The costs are compare so as to decide which one is the better alternative.

	Cost Effectiveness Analysis
	Determines the cost as well as the direct outcomes or results of the programme.  The costs are measured.  The effectiveness measure may be reduced accidents after a training intervention.  The decision maker decides whether the outcome justifies the cost.

	Cost Benefit Analysis and ROI:
	Transforms the affects or results of a programme in to a money value.  The cost is then compared to the benefits.

Example:

The training is meant to reduce errors by 10%.  Errors cost the company €1,000,000 last year.  With a new system the company should save €100,000 in the 1st year, the benefits should last 3 years.

Cost benefit Analysis:


Benefits/Costs:

€300,000/€100,000

Benefit Ratio:3:1

The benefit ratio 3:1 (for every €1 spent €3 are realised)

The return on Investment (ROI)

ROI =Net programme benefits/programme costs x 100%

ROI =(Prog benefits – Prog Costs/Prog costs) x 100%

ROI = (€300,000 - €100,000)/€100,000 x 100%

ROI = (€200,000/€100,000) x 100%

ROI = 2 x 100

ROI =200%

The return on Investment means that the costs were recovered and an additional 200% of costs were returned as benefits.




Table 6.31 Cost Analysis, Cost Benefit Analysis, Cost Effectiveness Analysis and Return on Investment (ROI)

In order to establish an ROI it was necessary to collect financial data from the participating VEC’s in relation to their operating costs. However access to school accounting records was dependent on authorisation from school management and it was quite possible that authorisation might not be granted. 

In an attempt to avoid this posing a threat to the study: approval was sought and granted from participating VEC Principals and a qualitative review of Government Publications was undertaken in an attempt to identify a unit cost for learners participating in VEC delivered education programmes.  Unfortunately difficulties were encountered as one of the participating VEC’s did not present the school accounts for review.  Records were however obtained from the remaining VEC and from this it was possible to isolate and establish a unit cost per student participating.  Leonardo Mobility participants receive a grant from DGEAC to undertake their Leonardo work placement abroad: financial data relating to grant awarded to the participating was also collected and analysed.  By adding the Leonardo grant to the unit cost of a VEC student it was possible to establish a unit cost per VEC student undertaking a mobility activity and therein to compare Group A with Group B and to establish not only whether intercultural mobility represented a return on investment and value for money but whether the same could be said for VEC work placement programme delivery.

Validity in ROI:
As mentioned earlier Philips (1996) established 12 guiding principle to underpin the ROI process and to provide assurance for validity outlined below while section 5 of this study contains the qualitative study of evaluation in the context of education programmes including Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) return on investment (ROI) methodology:

	ROI Guiding Principles
	Characteristic:

	1
	When a higher evaluation is conducted, data must be collected at lower levels.

	2
	When an evaluation is planned for a higher level, the previous level of evaluation does not have to be comprehensive

	3
	When collecting and analysing data, use only the most credible sources. 

	4
	When analyzing data, choose the most conservative alternative for calculations

	5
	At least one method must be used to isolate the effects of the solution

	6
	If no improvement data are available for a population or from a specific source, assume that little or no improvement has occurred 

	7
	Estimates of improvements should be adjusted for the potential error or estimate

	8
	Extreme data items and unsupported claims should not be used in ROI calculations

	9
	Only the first year of benefits (annual) should be used in the ROI analysis of short-term solutions

	10
	Costs of the solution should be fully loaded for ROI analysis

	11
	Intangible measures are defined as measures that are purposely not converted to monetary values

	12
	The results from the ROI methodology must be communicated to all key stakeholders.


Table 6.32 ROI Guiding Principles Phillips (1996)

Section Seven:  Learning by Leaving, Learner Mobility as a Pedagogic Tool
7.1 Learning by Leaving - Mobility as a pedagogic tool:
One of the aims of this research is to measure the impact of intercultural learner mobility as a pedagogic tool.  Section Eight of this study aims to analyses whether intercultural learner mobility is indeed a cost effect pedagogic tool and whether a return on investment can be achieved.  But first, in this section, we will examine the impact of intercultural learner mobility or learning by leaving both qualitatively and quantitatively as a pedagogic tool.

To some extent the statement assumes that intercultural learner mobility or learning by leaving is a pedagogic tool.  By comparing the impact of a national work placement and a international (intercultural learner mobility) work placement on the learner and by analysing the impact a work experience placement has on knowledge, skills and personal competences, the research hopes to demonstrate quantitatively that mobility can play a significant role in the development of knowledge, skills and personal competences and can be used as a legitimate pedagogic tool during the teaching process.  In order to place work placement and intercultural learner mobility in context as a pedagogic tools let us first unpack (qualitatively) the theories and core components of learning and development, how they evolved and how culture or learning by leaving might benefit the learning environment.

7.2 Learning and Development 

Educators are concerned with learning and development.  We usually associate the term learning with the acquisition of knowledge; the transmission of information to the learner (Smith 1999).   Development on the other hand is often defined as some sort of improvement, growth or maturity: it involves change.  For change to be considered developmental it must imply something significant in that the change is permanent or has a lasting impact.  We may change after a good meal or a fresh air walk but this change is not considered to be a developmental change.  When we are talking about people and developmental growth we often refer to stages: infant, child, adult.  During this growth there are prominent stages relating to motor, cognition, social and moral development, each involves a type of unfolding or movement towards a point or level of maturity (Smith 1999).  The notion of maturity can differ.  What is considered maturity to one person or culture can be completely different to another.  When we talk about lifelong learning there is a tendency towards terms such as self-actualisation and individuality.  Rutter and Rutter (1992) define development in humans as a systematic, organised, intra individual change that is clearly associated with generally expectable age-related progressions which is carried forward in some way and has implications on the person’s level of functioning at a later time.

Parents and teachers are conduits in this learning and development.  The path or movement from one developmental state to another usually involves a transition.  During this transition parents and educators become concerned with how the person makes or is guided through the change.

The teacher’s role as an educator is to facilitate the learner to develop knowledge, skills and personal competences.  When the teaching encompasses the development of such fundamental life skills and behaviours it is important that the approach employed to assist in this transition is flexible and that the guidance takes consideration for the individual and the change they are experiencing. 

7.3 How learning and Development is achieved: 
For the teaching profession the body of literature that discusses the methods and approaches to facilitating learning and development generally fall into two categories which revolve around whether the individual is a child or an adult and whether they are located in the formal or informal learning environment.

The art and science underpinning the process of teaching children is referred to as pedagogy, ped meaning child (Smith 1999).  Within pedagogy educators are concerned with facilitating learning and development in a formal learning environment which is achieved through the design and delivery of lesson plans more commonly referred to as curriculum and by using didactic tools. 
The art and science underpinning the process of teaching adults on the other hand can often be referred to as andragogy, andr meaning man (Smith 1999).  Within andragogy educators are concerned with facilitating learning and development in an informal learning environment, the design and delivery of formatted lesson plans and curriculum is not the primary focus, the pace and content of the learning is mutually agreed through dialogue between the facilitator and the learner.  Although the concept of andragogy has been around since 1833 when Alexander Kapp used it to describe elements of Plato’s education theory, it fell in to disuse (Smith 1999).  The andragogy debate reappeared again in 1921 when Rosenstock (Nottingham Andragogy Group 1983) argued that adult education required special teachers methods and philosophies and later when Knowles (1980) began to write about it extensively.  

The distinction being made at this point and which is relevant to this thesis; is that andragogy is generally concerned with facilitating learning and development in an informal learning environment.  The emphasis being on the informal teaching environment as opposed to the more formal teaching environment associated with pedagogy. 

Distinguishing between pedagogy and andragogy or formal and informal learning environments is also of importance to the reader primarily because, in my experience, a common feature of the rhetoric and discourse (Billett 2001 and Colley et al 2000) of education management: teaching strategies; approaches to learning styles and the learning environment (typically those addressing the learning needs the cohort of students involved in this study) often confines work based learning to one or the other of these pillars of educational theory. 

To give some examples of rhetoric: as DGEAC’s Lifelong Learning Programme evolved categorising aspects of Leonardo Mobility into formal or informal education systems in the various Member States often presented a stumbling block for those involved in managing the Programme.  Even though the European Commission’s Communication on Lifelong Learning (2001) gives a pretty clear definition, the experience with some countries like Greece and Spain, was that Leonardo Mobility was not viewed strictly as formal education.  For them the emphasis and therefore the categorisation was derived from the informal aspects of accumulative learning or self directed learning undertaken by adults in the work place.  On the other hand countries like Germany, Finland, Austria would categorise Leonardo Mobility and work based learning as formalised vocational education and training arising from a formalised process of facilitated education.

Here in Ireland vocational education and training has undergone huge change.  Back in 1997 when discussed vocational and further education, an integrated system did not exist.  In those days a learner undertaking a vocational education/ training course could not use their qualification to springboard into higher education: their qualification was only of value to an employer, likewise informal adult learning was mostly informally certified locally (Stokes and Watters 1997).  In more recent years vocational education and training qualifications and accreditation for informal adult learning has been integrated into the formal education system leaving the way open for students to access and progress on to and through the higher education system.  

At a policy level further education in the VEC system was then and is now still budgeted for and therefore classified by the Irish Department of Education as being in the formal system of post primary schooling (Croke to Ryan 2011).  Juxtapose to this at local level, within the VEC colleges themselves, students are treated as adults undertaking vocational training where a combination of education and training: study and work experience, and indeed a level of self directed facilitated learning through dialogue is the bedrock of the teaching strategy applied.  This integrated or blended learning environment approach to teaching and learning: taking the theory learned in the classroom and the experience of the work placement environment to put in to practice knowledge and understanding ultimately defines the learners formal accreditation.  

Discourse often describes work based learning as informal learning Billett (2001), but as Billett argues to do this constrains understanding of how learning occurs in a work situation and consequently the development of work place learning as a pedagogy.  In a work place environment people have goals, they interact with supervisors, judgements are made about their performance and evaluation can determine the activites the person takes part in as well as the levels of guidance they receive.  So in some respects to say learning is informal is incorrect.  To say that learning only takes place in the formal environment of an institute discounts the fact that for many workers the work place represents the only viable location to learn and develop their vocational practices.  With the shift towards Lifelong Learning work places are becoming more important as the place where vocational practices are taught.  The distinction seems to arise between the formal learning of an institute as opposed to informal learning in a work place.  The pedagogy present in the learning environment of the workplace is however not informal: teachers and curriculum might be absent but the individual is still learning in a highly structured environment with goals that focus on upskilling and reskilling, learning that ensures personal development and continuity of professional practice.  As Colley et al (2002) clarify in their comprehensive study of formal and informal learning: to look for clear boundaries between the two is not the way forward in their opinion the issues that lie at the heart of the debate are conflicting claims relating to the inherent superiority of one over the other.

Distinction between formal and informal education can also be found in the writing of the theorists we review later in this section: Pavlov, Skinner, Piaget, Lewin and Bruner who espouse the Behaviourist and Cognitivist theories of learning (favoured by schools) and Erikson, Kolb, Dewey, Garner and Lave and Wenger who would advocate for Humanist and Social Situational learning theories (favoured by community education advocates) along with the more recent contributions of Senge et al (2000) who popularised the concept of the learning organisations (Smith 2001).

In order to simplify things we could look at an overarching process and break it down into the basic steps sending and receiving of a message.  This would involve developing a teaching strategy to define how the message is sent; an appreciation for learning styles which relate to how the message is absorbed and processed and an understanding of the learning environment which impacts on how the message is received.  When deciding which teaching strategy to employ the teacher would also assess the learner’s knowledge and skills, the context in which they learn, their learning goals and how achievement of those goals might be evaluated (Curzon 2005).

Using a business analogy this equates to a regular product process cycle (Davis 1981) and in essence the management of education is a process of managing a system of people towards a desired end result.  Within that management system you have a number of resources that assist you to achieve the end result/goal.  The question then is how to deploy those resources.  Will your philosophy be one that is formal, highly controlled and authoritarian with a very defined result or will it be informal, flexible and liberal with an emerging result that evolves organically.  One philosophy results in a defined plan or policy while the other results in a strategy and vision that everyone buys in to.  As the manager you will either sit on progress reports and intervene when the desired result is not being achieved or you will let people get on with it and allow time for things evolve naturally.  

What is evident from the volumes of readings available on philosophies and approaches to education: theories; management processes; teaching strategies; learning styles and environments is that the power or levels democracy being employed in the learning environment often have their roots in political values or controls be that authoritarian and behaviourist or, at the other end of the spectrum, liberal and humanist (Smith 1996, 2000) while their adoption and integration in to education management strategy will often mirror the social policy of the government of the time (Alexander 2000).  

That said when it comes to the education and development of learners a number of influencing factors can run interference and they need to be taken in to consideration.

7.4 Running Interference:

There are many ways to send a message, as indeed there are many ways for that message to be absorbed and processed.  To borrow some American football terminology there are a number of influencing factors that “run interference” during the sending or receiving of that message (Donovan 2008).  People can disengage or switch off from learning very quickly if their natural abilities are hidden or suppressed or if they feel their sense of self is compromised during the process/development.  The optimum environment is one where the theories of the teaching and learning environment are integrated or blended so as to minimise interference, to maximise learning and development for the individual.  In order to understand the factors that can run interference we will take a look at learning theories and environments.

7.5 Learning Theories, Environment and Intercultural Learner Mobility:
The desire to qualify learning and development and to facilitate and guide behavioural change during the learning process has led to many learning theories.  Some theories view the change in behaviour as a result of an experience, some view it as a change in understanding, others view the change as an act of fulfilling potential while another school of thought views the change as an interaction between people and their environment.

However before we delve in to the theories of learning let us take a quick look at the more popular topics relating to the learning environment.  Take for example the teaching guides Curzon (2005) and Reece and Walker (2003) the teaching environment content list includes: classroom layout; seating; position of the blackboard; the use of audio visual aids and more recently virtual environments.  The discussion then moves to a review of the types of delivery style that underpin the learning theory: formal lesson; lecture style; hands on practice; group discussions, team teaching.

Try to find a theory or a heading in a practical guide to teaching that discusses mobility or culture as either a pedagogic tool or as a learning environment?  It seems the notion of geographical location, foreign country and foreign work place as a learning tool has yet to be explored fully as a legitimate teaching and learning strategy.

 Yet when it comes to Leonardo Mobility you will often hear the teacher proclaim that the student went away a child and came back an adult.  The period abroad involves travelling to a foreign country, immersion in a different culture with a different language and in a work environment that can have very different customs and practices.  The experience not only gives the participant an opportunity to put the theory of the knowledge and skills learned in the classroom in to practice but it also appears to develop the participants personal competences and behaviours in ways that are significant, permanent and that have a lasting impact: all the attributes of behavioural change when it is considered to be developmental change.

7.6 Theories of Learning, Developmental Psychology and Intercultural Learner Mobility:
Unpacking learning theories: when we learn, we alter the way we perceive things, this affects the way we interpret things and therefore the way we interact and behave.  The process of learning and behavioural psychology can be broken down in to four orientations, known more commonly as learning theories: Behaviourist, Cognitivist, Humanist and Social & Situational Learning.  

Behavioural psychology according to Hefferner (2001) is an interest in how internal and external stimuli influence our behaviour.   John B. Watson was the first to study how the process of learning affects behaviour.  Watson’s studies formed the school of thought known as behaviourism.  Watson was primarily concerned with the effects of external stimuli.  He believed that abstract behaviours such as mood and thoughts were too subjective.  Skinner however developed the theory further believing that internal states as well as external stimuli influenced behaviour.  The minute studies of behavioural psychologists help us to understand how we learn new behaviours, how environment affects us and what motivates us to change or to remain the same.

During his behavioural psychology studies Pavlov discovered the theory known as Classical Conditioning (Hefferner 2002).  Pavlov’s theory supports the idea that we develop responses to certain stimuli that are not naturally occurring.  If you touch a hot stove your reflex pulls your hand back, Pavlov’s theory establishes this reflex reaction as a survival instinct and therefore not learning.  What Pavlov discovered is that you are not likely to put your hand on the stove again, even if the stove is cold.  You have made an association between the stove and hot and burn.  

This pairing of stimuli shapes many of our behaviours and is a sign that we have been classically conditioned: a certain song brings about an emotional reaction that might remind us of a certain day.  During a recent, and rather interesting discussion on classical conditioning, my friend a former priest, worked out that during his time in the seminary he was called to action by the sound of a church bell 64,000 times.  Pavlov’s theory defines the reaction to the bell as the conditioned response, while the use of a bell is known as the conditioned stimulus.   Operant conditioning is an approach based on our response to our environment or put another way the consequences of our actions.  If an action results in a positive response you are likely to do it again if, on the other hand the result of the action is negative you are likely to act differently.  The teacher who rewards a student for good behaviour and ignores a student’s bad behaviour is employing the learning theory of operant conditioning as a teaching strategy.

Skinner progressed the behavioural theory forward with his ideas on reinforcement theory and schedules.  According to Skinner there are four types of reinforcement: positive, negative, punishment and extinction; each of which is a stimuli used to strengthen or increase the probability of a specific response.  Positive reinforcement is the most effective and is identified as praise and reward for certain behaviour.  Negative reinforcement could involve using nagging as a stimuli: the nagging stops when the response is achieved.  Employing punishment as a reinforcer involves doing something adverse to decrease the behaviour, for example spanking.  Punishment is the most likely of all the reinforcers to produce the negative responses of anger and resentment.  Extinction reinforcement involves taking something away so that the response decreases.  Skinner also identified reinforcement scheduling which is either fixed or variable.  Fixed scheduling involves employing a technique using a fixed ratio, for example sitting a child on the naughty step after three warnings.  While variable scheduling might require a teacher to give the class a test periodically (there is no planned or fixed time of day scheduled for the test).  The concept being that students would always be ready for a test which results in consistent behaviour (the student is always on their game and ready to be tested). 

Designing a teaching strategy using behaviourist theories might result in a lesson plan that looks something like this:

	Teaching Strategy
	Behaviourist Theory

	Lecture/Presentation 
	· Present the basic structure and fundamental principles

· Provide a stimuli to elicit a response

· Measure the response.


	· Passive presentation style
· Student dependent on teacher

· Low cognitive domain.
	· Motivation extrinsic (test/exam)


Table 7.1 Lesson plan behaviourist theories
As you can see the approach is mechanical, it involves dropping facts in to the learner’s brain: creating a human library of facts.  It discounts that the learner is human, with feelings and emotions that could “run interference” during the assimilation of what is being taught.  By adopting behavioural theory as a pure teaching strategy the primary concern is for with behavioural change in a desired direction.  It involves repetition to develop skills and subject mastery.  The product of the learning, subject mastery, is evaluated by setting up the environment to illicit the desired response, for example the learner would sit a competitive test or exam and be graded on their results.

This conditioned and overt change in behaviour caused some theorists to question whether learning and knowledge is something external to the learner, a possession, or whether learning and knowledge is more about understanding: having an experience that reinterprets your comprehension of the world (Smith 1999) .

The Cognitivist theorists; Piaget, Lewin, Bruner and Gagne are amongst those who were more concerned with the individuals change in understanding, their mental processes and how mental activities can result in the acquisition and processing of information (Curzon 2005).  Piaget (1926), while recognising the contribution of environment, was interested in exploring changes in internal cognition: the act of processing knowledge (Hefferner 2001).   Lewin (Smith 1999) explored group functioning and experiential learning.  Bruner (1960, 1977) explored how mental processes are linked to teaching: his emphasis being on learning through discovery while Gagne (1985) developed a model that highlighted eight different forms of learning.
Piaget (Hefferner 2001) proposed that children go through stages as their intellect and ability to see relationships matures.  He identified four developmental stages: mental growth, sensorimotor, preoperational, concrete operational and formal operational.  Sensorimotor is the stage between birth and two years of age when the child does not yet understand that even though an object is removed from their world it still exists: out of sight is out of mind.  Cognitive development occurs when the child understands that Mom still exists when she leaves the room, this development gives the child an increased sense of safety and security.  The next stage, preoperational, sees the child beginning to interact with his environment and developing language skills: the child at this stage thinks that everyone views the world as they do, even their stuffed toys, 

they have not grasped the understanding of perception.  In a classroom situation a child in the preoperational stage will focus on what is referred to as centration: they see a tall glass as tall and a short wide glass as short and wide.  They do not understand reversibility: that different shaped glasses can hold the same amount of liquid.  The third stage, concrete operational, sees a decrease in centration and an increased ability to focus on more then one stimulus.  However the stimulus needs to be concrete: abstract or imagined objects are still mystical. During this stage the child also begins to understand groupings: that a small glass and a large glass are both glasses.  The final stage of development involves abstract concepts, the child understands real and imaginary and begins to develop their own theory of the world as well as an understanding of cause and effect.  What is significant about this stage (Hefferner 2001), and of importance in relation to teaching is that failure to achieve this stage has been associated with lower intelligence.
The most significant contribution to the cognitivist theories came from Kurt Lewin who was responsible for deepening our understanding of groups, experimental learning and action research.  Lewin was interested in the philosophy of science and gestalt psychology (Marrow 1969).  Gestalt is a coherent whole, a construct of the individual mind rather then reality: behavior is determined by the totality of the individual situation.  Individuals behave differently according to the tensions between their perceptions of self and their environment and how those tensions are worked through. 

During one of his experiments Lewin discovered that a new learning environment was born when the learners world of concrete experience and the teachers analytical concept were brought together in an open atmosphere where inputs from each groups perspective could be challenged and stimulated (Reid 1981).  His experience was that this type of group dynamic created a learning environment that was full of vitality and creativity, when it was managed correctly.  Lewin defined the group process as interdependence of fate and task, arguing that individuals come to groups with different dispositions but if they share a common objective they are likely to act together to achieve it (Brown 1988).

Bruner (1996) surmised that education was not just about conventional schooling matters such as curriculum and testing, he felt strongly that education only makes sense when it is considered in the broad context of what society intends to accomplish.  Bruner talked of readiness to learn, he began to hypothesis that any subject could be taught with intellectual honesty to any child at any stage, as long as the basic idea is revisited repeatedly while the concept is being built on.  Bruner also talked about motives for learning, believing that an interest in the material to be learned is the best stimulus to learning as opposed to external stimulus such as grades and competitive advantage.  Bruner’s approach to the evaluation of learning had a direct impact on education at the time.  He viewed children as active problem solvers ready to solve difficult problems: a position that was out of step with the dominant view of education at the time.   Bruner felt very strongly that teaching was not about producing living libraries.  A premise that makes the case for education being about a process of knowledge getting (Bruner 1960). 

In later life Bruner argued for cultural psychology, he began to develop the theory that the historical and social context of the learner, their culture, shapes their mind.  He felt strongly that culture provides a toolkit by which we construct not only our world but our conception of ourselves and our powers.   Influenced by Lev Vygotsky he began to be critical of the intrapersonal stance he had taken earlier in his career and the lack of attention he had given to social and political context.  

The development of which is of particular interest when discussing the pedagogy of undertaking a learner mobility work placement abroad.  The mobility placement abroad takes the learner beyond the confines of the historical and social context of home and school, to a place where there is more then one cross cultural environment at play: there are the cross cultural environments of the classroom versus the work place; the individual versus the group and the most obvious cross cultural environment of moving to a foreign country with a foreign culture which is shaped by it’s own distinct historical and social context.  When we are considering the learner in Bruner’s social and cultural concept we might view it as the push from behind meeting a push from the side.  Immersion into a foreign culture can create a tension between what the learner knows and understands.  Shaking off the cotton wool of home might challenge the learner to work through their perceptions while also providing the stimulus for behavioral change or behavioral reinforcement: to develop or to remain the same.
However, before advancing further Bruners cultural psychology theories and viewing it in relation to Bandura’s humanist social situational theory of learning (1977), lets us first take a look at how a teaching strategy might be designed when behaviourist (structured content and learning) and cognitivist (intelligence learning and learning how to learn) theories are combined:

	Teaching Strategy
	Integrated Behaviourist and Cognitivist Theory

	Lecture/Presentation 
	· Present the basic structure and fundamental principles.
	· Pitch the instruction at a level appropriate to the learners overall cognitive functions.


	· Motivation should be based on an intrinsic value with the aim of testing and challenging mental ability thereby heightening inner self accomplishment.

	Question and Answer session.

Group Discussion
	· Problem solve to enable learners to utilise previously acquired knowledge.
	
	· 

	Simulated or supervised work placement experience in to industry
	· Experiment with learning to motivate the learner and to assist with retention.
	
	


Table 7.2 combining behaviourist and Cognitivist theories
This approach is concerned with logical relationships, linking clear and structured instruction with key ideas and concepts.  The learning style of the individual becomes an important focus for the teacher.  The product of the learning is reinforcement: the learner learns by receiving information and feedback rather then just being given the reward of a summative grade for regurgitating facts.  

Erikson (Hefferner 2001), like Piaget, felt that children develop in a predetermined order; his focus however was less about cognition and more about how socialisation affects the sense of self.  Erikson’s developmental psychology theory has eight distinct stages.  Erikson reasoned that failure to successfully complete a stage can result in reduced ability to develop further and an unhealthy sense of self.  Why this is of interest to educators becomes obvious when we examine the results of successful and unsuccessful transition through the stages:

	Age
	
	Stage
	Description
	Successful
	Unsuccessful

	0 – 1 years
	1
	Trust versus Mistrust
	Learning the ability to trust others based on consistency f caregiver
	Develops confidence and security
	Develops inability to trust and feelings of insecurity and anxiety.

	1 – 3 years
	2
	Autonomy versus Shame and Doubt 
	Learning independence, making choices
	Develops confidence and security and assertiveness.
	Overly criticising or controlling can develop feelings of inadequacy, lack of self esteem and doubt in ability.

	3 – 6 years
	3
	Initiative versus Guilt
	Learning to be more assertive and planning and initiating activities
	Develops leadership and decision making abilities
	If overly controlled can develop feelings of guilt or being a nuisance to other, lack the initiative to lead so will follow.

	6 years to puberty
	4
	Industry versus Inferiority 
	Learning to have pride in accomplishments
	Develops confidence in ability to achieve goals
	If initiative is not encouraged  develops a feeling of inferiority and doubt in ability, may not reach full potential.

	Adolescence
	5
	Identity versus Role Confusion
	The time of transition from child to adult, exploring identity and possibilities
	Develops a sense of self.
	If their sense of self is hindered it can lead to confusion about their role in the world.

	Young Adult
	6
	Intimacy versus Isolation
	Sharing and exploring relationships
	Develops a sense of commitment, safety and care
	Avoidance, fear of commitment, isolation and depression

	Middle Adult
	7
	Generativity versus Stagnation
	Establishing careers, relationships, family, place in the bigger picture
	Being productive, giving back to society and community 
	Unproductive and stagnant.

	Senior citizen
	8
	Ego Integrity versus Despair
	Contemplation of accomplishments 
	Develops integrity
	Feeling guilty, dissatisfied with life


Table 7.3 Erikson’s developmental psychology theory
The works of Erikson and Freud (Maslow 1998) inspired Humanist orientations towards learning and the psychology of learning.  Maslow and Rogers became concerned with human growth and the personal act of fulfilling potential (Moss 2001).  Rogers et al (1993) felt that education should engage with the whole person and their experiences.  Tennant (1997) argued that concern for self is the hallmark of humanist psychology.  Maslow’s (1968) Hierarchy of Needs is well known.  At level five Maslow talks of self actualisation (a word very much associated with lifelong learning) the individual reaches a stage of development where they can submit to a social situation without losing the sense of their own integrity and independence: they may follow a social norm without feeling bound by it, they understand that other possibilities exist (Tennant 1997).   This notion of self actualisation and a hierarchy of needs was exciting for writers like Knowles who specialised in the field of adult education.  This positive view of people and their ability to control their own destiny proposed by humanistic psychologists provided unlimited possibilities for educators with an interest in individual development.

Dewey (1916) reconceptualised vocational training and held the theory that people learn by doing.  Introducing elements of democracy and community he cultivated reflection and thinking with attending to experience and environment (Cambell 1995).  The most persuasive exploration of humanistic orientation was undertaken by Carl Rogers (Smith 2002).  Rogers, influenced by Dewey, was passionate about the idea of engaging the whole person, believing that feeling and cognition are in the learning event.  Rogers (1951) studied clinical and educational psychology and is best known as the founder of client centered, non-directive therapy.  Rogers combined this interest in education with his advances in therapeutic practice, he held the belief that the client usually knows how to proceed and that the role of the therapist is to facilitate.  

Rogers (1967) core competences for facilitating counselling and education were genuineness, acceptance and empathy.  These traits require the facilitator to be aware of themselves, to have the ability to appreciate that the learner as an individual in their own right and to be non-judgemental about the learner’s point of view.  However, problems can arise when the facilitator starts to concentrate on the learner as a person rather then concentrating with the learner on the subject matter (Linge 1976).  Barrett – Lennard (1998) summarises that the most significant learning is one where the threats to the learner are reduced to a minimum and where the field of experience and perception are facilitated.  Rodgers talked of the notion of selfhood and the particular problems it brings having parallels with self directed learning, as opposed to curriculum orientated learning, when the outside stimuli is removed the desire to learn remains ergo the motivation comes from within.  Rogers approach was to create an environment that engaged the learner, a provocative input followed by discussion, believing that the learner knows when the learning is meeting their needs: they are after all the ultimate evaluator (Rogers et al 1993). 

Some learning theorists became concerned with environment and communities of practice: Bandura and Lave & Wenger being the more prominent of the Social and Situational Learning Theorists.   

Bandura (1977) believed that people learn from people in their environment: modelling behaviour.  Through this they see the consequence of behaviours and gain insight into what might happen when they behave one way or another. Learners might also compare behaviour with a modelling template or an ideal.  This approach to learning underpins the concept employed by Alcoholics Anonymous (Smith 2003, 2009)
For the learner undertaking an intercultural learning mobility experience, immersion in a foreign culture might trigger a comparison between their use of English as their mother tongue language verses their employers and co-workers use of English as a foreign language.  The learner might observe that to be understood requires enunciation or avoidance of colloquial terms.  As a teaching strategy the use of social learning theory in this incidence aims to improve the learners communication skills and their use of verbal English.  Whether this is an effective teaching strategy is explored and analysed in the data collected for this study.

A teaching strategy designed to blend the behaviourist theory (structured content and learning); the cognitivist theory (focusing on intelligence learning and learning how to learn); the humanist orientations (engaging the whole person in self directed learning) and the community participation of social and situation learning theory might look something like this:

	Teaching Strategy
	Integrated Behaviourist, Cognitivist, Humanist and Social & Situation Learning Theories

	Lecture/

Presentation 
	· Present the basic structure and fundamental principles.
	· Pitch the instruction at a level appropriate to the learners overall cognitive functions.


	· Motivation should be based on an intrinsic value with the aim of testing and challenging mental ability and application of learning through skills demonstration thereby heightening inner self accomplishment.

· Project based assessment incorporating self directed learning and identification of specific learning objectives by the learner.

	Demonstration followed by Group Discussion
	· Problem solve to enable learners to utilise previously acquired knowledge.
	
	· 

	Simulated or supervised work placement experience in to industry abroad, immersion in to a different culture being the key.
	· Experiment with learning to motivate the learner and to assist with retention.

· Build in opportunities for learner to immerse themselves in culture so as to compare behaviour with a modelling template or ideal
	
	


Table 7.4 lesson plan integrating Behaviourist, Cognitivist, Humanist and Social & Situation Learning Theories

This approach is concerned with logical relationships and links, facilitating the learner to learn how to learn and developing the whole person so as to foster self directed autonomous learning coupled with the guidance and support of a community of practice.

Lave and Wengar (1991) questioned the type of social structure that needs to be put in place to provide the proper context for learning to take place: they put forward the theory of situated learning.  The social structure they put in place is more commonly referred to as a community of practice.  During their research they observed apprenticeships such as butchery, the navy and midwifery.  Apprenticeships are a common vehicle for combining school and work based learning.  However as Tennant (1997) points out situated learning is not the same as learning by doing.  Lave and Wengar believe that when people first join the community of practice they learn at the periphery.  As they become more competent they move to the centre of the community where they are at the core of the group, sharing competence, networking and engaging in discussion to address reoccurring problems in the field.  There is a focus on identity, learning to speak and learning to act in ways that make sense to the community.  Communities of practice are groups of people who share a passion for something they do.  By interacting regularly with the community they learn how to do it better.  Using this approach to underpin a teaching strategy might see the teacher add another layer to the process by setting up an online community to exchange learning experiences and best practice encountered.  In the pursuit of competence the learner engages in joint activities and discussions, in doing so they build relationships that allow them to share information.  

Lesser and Storck (2001) advance that incorporating communities of practice into the learning organisation creates the potential to overcome slow moving traditional hierarchy in a fast moving virtual economy.  According to Carr and Kemmis (1986) educational institutes have been slow to embrace these ideas even though there is mileage to be had in exploring how communities of practice emerge within schooling.

Senge progresses the theory, believing that when it comes to learning there are no boundaries between school, work and life: people are agents acting within the structures and systems of which they are a part.  Not unlike Gardner, Senge believes in a culture of learning seeing people as active participants in the shaping of their reality (Senge et al 2000).   Senge focused on and was responsible for popularising the learning organisation (Smith 2001), encouraging organisations to discover how to tap in to peoples capacity to learn by creating environments that nurture expansive and new thinking as well as being conducive to reflection and engagement and where people continually learn (Senge 1994). 
7.7 Culture as a theory of learning and development:

As I mentioned earlier Bruner (1960) argued for cultural psychology and has written provocatively in terms of its impact as an emerging theory of education (Bruner 1996).   Bruner proposes that our understanding of facts, propositions and encounters depends on our perspective or the frame of reference through which our understanding is interpreted.  In order for our understanding to mean something we need to have some awareness of alternative meanings.  As a learning theory the notion of intercultural learner mobility as a pedagogic tool provides the environment for raising the learners awareness of the alternative, in addition to providing a free space away from familiar frames of reference so as to compare the alternatives; reflect on and reinterpret or indeed confirm understanding. 

In terms of cultural psychology as a learning theory there is some research available but from what I can gather the field of research is still quite new.  As I mentioned earlier Senge and Gardner (Senge et al 2000) are interested in a learning culture.   Nisbett’s groundbreaking cultural research (2003) focuses on how and why Asian and Western people see things differently while Markus and Kitayama (2003) look at culture in relation to our perception of self.   Frierson et al (2010) and Gilbert et al (2009) have carried out research into culturally responsive evaluation and lesson design: the general theme of their research is focused more on the notion of culture and ethnicity as a push from behind and a possible barrier to learning.  There is very little research regarding mobility or culture as either a learning environment or as a pedagogic tool.  The notion of geographical location, foreign country and foreign work place as a learning environment has yet to be fully explored.

2010 brought a critical review of overseas gap year, which is popular in the UK, undertaken by the Economic and Social Research Council (Snee 2010).  The review defines the gap year as informal learning: a means of self development and an opportunity for young people to broaden their horizons.  While the article makes reference to skills and knowledge development, the focus is on the period being a space for personal development work; encouraging learning through interactions, broadening the mind and understanding cultural differences.  A concept that is held by Tahmincioglu of the New York Times (2006).  Sociologists (Snee 2010) suggest that transitions to adulthood are less certain then before, they are more individualised and as such young people now have to navigate their way with fewer frames of reference then previous generations.  Johan (2009) advocates that a gap year can prompt lasting change; people gain new perspectives in a new context.   Travel it appears is the attribute that distinguishes you when it comes to marketing yourself to employers.  The article cites research undertaken by Jones (2004) on behalf of the UK Department of Education and Skills, who estimated that around 250,000 students between the ages of 16 and 25 undertook a gap year.  Johan (2009) suggests that cultural context is an important resource in a global context, while Brown and Hesketh (2004) suggest that a good education is no longer enough to be employable: travel can add to an individuals personality package, indicating drive determination and creative thinking.  

Snee’s study also points to individuals being under pressure not to waste time, that a gap year is seen as a place for reflection upon the world and your place in it.  Suggesting perhaps that if you don’t undertake a gap year you have not reflected or established your place in the world.  Both Snee and Johan (2009) advocate for training in the art of reflection so as to enable transformational learning to take place, while also calling for more research into measuring the impact of a gap year on education and employment.  While further research would be welcomed it is also important to highlight the argument Smith (2009) points to in his research on Social Pedagogy and Freire (1972) advocates in his Pedagogy of the Oppressed: in that it is one thing to pedagogise learning in the name of a global or national economy and it is quite another to pedagogise life’s experiences at the cost of the individual’s needs: an act that can constrain exploration and subordinate people.  

Kristensen’s seminal thesis (2005) explores the concept of learning by leaving.  While the thesis primarily focuses on defining the pedagogic aspects of a work placement, it also touches on the concept of intercultural learning as espoused by Stadler (1994) in addition to highlighting empirical research undertaken by Arthur et al (2003). 
Stadler (1994) describes four stages in his concept for intercultural learning:

	Stage
	Description

	Rejection
	No learning at all.  Individual returns home rejecting everything about the foreign culture and firm in their conviction of their own superiority.  Their prejudices are confirmed rather than dispelled.

	Containment
	Some intercultural learning takes place.  The individual compartmentalises the learning, they embrace the foreign culture but don’t take the extra step by making comparisons with their own culture. 

	Networking
	The individual understands that different cultures are linked to one another and draws on the cultural differences to get the job done but their understanding has not become part of their personal development.  It remains external to their personality almost like technical know how.

	Integration
	The experience has a direct influence on the learners personality, elements of the other culture become an integral part of their identity.


Table 7.5 Stadler (1994) describes four stages in his concept for intercultural learning
Stadler notes that there is no sequence or progression through these stages only ways of coping with or reacting to diversity during a stay abroad.  Stadler also notes that intercultural learning is a process of self reflection as espoused by Dewey (1916 and 1966) and Schon (1987) while having a foothold in the cultural psychology of Bruner (1996), the social and situational learning theories of Bandura (1997) and Lave & Wengar (1991).  Stadler goes on to state that once a learner is aware that knowledge is situated as opposed to being a universal truth they can apply this capacity for transformative learning, also espoused by Mezirow (2000), to future situations and not reject diversity just because it challenges their interpretation.  Stadler agrees with Schon’s argument that reflection is not automatic; it is a capacity that individuals develop.  There is however a danger that the learner will reject this new perspective if they are not guided or facilitated through the developmental process.  

Kristensen (2005) defines 4 stages of the learning and development process as they occur during a work placement abroad:

	Learning process
	Description

	Immersion
	The individual is submersed in a foreign culture.

	Responsabilisation
	Individual is in a new environment, away from family and friends and must learn to cope without familiar frames of reference.  This free space advocated by Schon (0000) allows the individual to freely make decision and experiment with aspects of their character.  In this way making sense of diversity stimulates self-confidence and self-reliance.

	Relativism
	Individual experiences that common everyday practices can be carried out in a different way.  The opportunity is provided for the individual to experience familiar objects and practices through a different cultural lens.  The environment must allow for a degree of sameness so as to give rise to reflection and introspection/compare and contrast.

	Perspectivation
	Individuals reflect on their experience of a diverse culture, a period where reflection is facilitated (Schon 0000) or stimulated (Stadler 1994)


Table 7.6 Kristensen (2005) defines 4 stages of the learning and development

Arthur et al’s empirical study (2003) examined career patterns over a ten year period.  On average the respondents had 3 employers over this period with 41% of them remaining in the same general occupation.  The study notes that learning is a common reason for employees to move to a new employer and more interestingly of the respondents who achieved career success most had undertaken a stay abroad where they developed their skills, flexibility, self confidence and enterprise. 

7.8 Conclusion:
For practitioners in the field, Kristensens research inspires the measurement of intercultural learner mobility as a pedagogic tool, the aim being to establish whether implementing intercultural learner mobility as a teaching strategy represented a return on investment.  However, to do so requires working through the four dominant models of learning theory to establish where intercultural learner mobility sits as a pedagogy.  During this process it was enlightening to finding that a work placement undertaken in the informal learning environment of the shop floor is indeed wrapped in a formal pedagogy, especially if you consider Billets (2001) critique on work place pedagogy; Senge’s learning organisation (Senge et al 1994) and Fields (2006) vertical and horizontal Lifelong Learning environments.  The belief has shifts, from Kristensens (2005) ambition to establish mobility as a pedagogic tool, to a belief that it is not possible to organise an effective learning and development experience without formal and informal learning theory and pedagogy (intentionally or unintentionally) being included. 

For those involved in Lifelong Learning the great attraction, and the key to understanding, is that learning and development theories are not linear.  Humans develop and learn at different stages, some need didactic tools while some have an accumulation of experience that requires dialogue to help and guide their transition.  There are some universal theories that guide educators through the process but, however the experience is that when it comes to individuals things are rarely that straight forward; something will run interference.  The key is integration of theory and blending of environments.  There is no one universal path likewise there is no fixed or end point: we are all works in progress.  The paradox of which was typified recently while waiting for the gun to start the Dublin marathon, one runner on the starting line was spotted casually smoking a cigarette before embarking on 26.2 miles of endurance running.

This research deepens our understanding of the phenomenon of intercultural learner mobility: as a learning and developmental psychology; as a learning theory and as a pedagogic tool.  Intercultural learner mobility as a phenomenon is hugely significant both historically and in relation to the European Commission Social and Education Policy.  Consider for a moment that going walk about to learn can be traced back to the medieval guilds when craftsmen travelled to work and learn in order to earn the title of master craftsman (Kristensen 2005) and that DGEAC’s vision (and budget) post 2013 is being drafted with intercultural learner mobility for all as a primary strategic objective (European Commission 2011) 

Intercultural learner mobility deserves to be further explored as a learning theory underpinned by Bruners (1996) cultural psychology.  Significant research is required in terms of what mobility brings to the table in relation to culture being a learning theory and a learning environment; expanding beyond the borders of home, school, work, local community, region and nation into a different country and culture and a foreign learning environment.  In this way intercultural learner mobility could become a legitimate learning theory in the new frontier of education and paradigm shift that Bruner speaks of.

7.9 The quantitative impact of intercultural learner mobility as a pedagogic tool - data analysis:
The following section quantitatively measures the impact of intercultural learner mobility as a pedagogic tool.  The data gathered compares the impact of a national and international (intercultural learner mobility) work placement on students knowledge, skills and personal competences in order to demonstrate that learner mobility can contribute significantly to learning and development theory and ultimately to begin to establish intercultural mobility as a legitimate learning theory.
7.9.1 First glance averages:
On initial analysis of the total responses, the data indicates that Group A note an increase in their skill, knowledge and personal competences in 56 of the 81 questions (69%) surveyed, conversely Group B note an increase in their skill, knowledge and personal competences in only 12 of the 81 questions (15%):

	Section
	Total Number of Questions
	Group Xa
	%
	Group Xb
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	19
	14
	74%
	3
	16%

	2 Core Skills NCVA FETAC SLO’s
	13
	12
	92%
	3
	23%

	3. Knowledge
	23
	17
	74%
	4
	17%

	4. Personal Competences
	26
	13
	50%
	2
	8%

	Total
	81
	56
	69%
	12
	15%


Table 7.7 Total number of questions including n/a’s Y1 

In order to carry out a 360( survey, the questionnaire was circulated to students, their peers and their tutors.  In some instances all three surveys for each student were not returned: their 360( survey was therefore incomplete.  When the incomplete 360( questionnaires were removed, the data indicates that the responses for Group A remain high with 76 of the 81 questions (94%) noting an increase, while Group B note an increase in skills, knowledge and personal competences in 69 of the 81 questions (85%).  This suggests that the response for Group A was consistent, in that the majority of students, their peers and their tutors noted an increase in the students skills, knowledge and personal competences following their intercultural work based learning experience:

	Section
	Total Number of Questions
	Group Xa
	%
	Group Xb
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	19
	19
	100%
	13
	68%

	2 Core Skills NCVA FETAC SLO’s
	13
	13
	100%
	13
	100%

	3. Knowledge
	23
	21
	91%
	18
	78%

	4. Personal Competences
	26
	23
	88%
	25
	96%

	Total
	81
	76
	94%
	69
	85%


Table 7.8 Total number of questions including n/a’s Y2

In order to analysis the data further the next section undertakes a review of the 360( responses excluding six of the questions relating to the EU Key Competence 2 Communication in a Foreign Language.  Communication in a foreign language was not relevant to Group B as they did not undertake a work based learning experience abroad.  The data responses for the remaining 75 questions indicate that Group A note an increase in their skill, knowledge and personal competences in 51 of the 75 questions (68%) conversely Group B note an increase in their skills, knowledge and personal competences in only 12 of the 75 questions (16%):

	Section
	Total Number of Questions excl N/A’s
	Group Xa
	%
	Group Xb
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	15
	10
	67%
	3
	20%

	2 Core Skills NCVA FETAC SLO’s
	13
	12
	92%
	3
	23%

	3. Knowledge
	22
	16
	73%
	4
	18%

	4. Personal Competences
	25
	13
	52%
	2
	8%

	Total
	75
	51
	68%
	12
	16%


Table 7.9 Total number of questions excluding n/a’s Y1

When the incomplete 360( questionnaires were removed, the data is verified and the response remains consistent with Group A noting an increase in skills, knowledge and personal competences in 70 of the 75 questions (93%), while Group B note an increase in skills, knowledge and personal competences in 69 of the 75 questions (92%).  While a significant increase was noted for Group B, the response for Group A was consistent: in that the majority of students, their peers and their tutors again noting an increase in the students’ skills, knowledge and personal competences following their intercultural work based learning experience:

	Section
	Total Number of Questions excl N/A’s
	Group Xa
	%
	Group Xb
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	15
	15
	100%
	13
	87%

	2 Core Skills NCVA FETAC SLO’s
	13
	13
	100%
	13
	100%

	3. Knowledge
	22
	20
	91%
	18
	82%

	4. Personal Competences
	25
	22
	88%
	25
	100%

	Total
	75
	70
	93%
	69
	92%


Table 7.10 Total number of questions excluding n/a’s Y2

Drilling deeper into the data, the next section not only identifies and compares the number of students in Group A and Group B who noted a increase in skills, knowledge and personal competences, but also examines the data where there was a decrease or no change in skills, knowledge and personal competences.  On initial analysis Group B indicate that 63% (51 of the 81 questions) noted a decrease in skills knowledge and personal competences however when the incomplete 360( questionnaires were removed this figure drops dramatically to 2% (2 out of 81 questions):

	Group Xa
	Total Number of Questions
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	19
	14
	74%
	3
	16%
	2
	11%

	2 Core Skills NCVA FETAC SLO’s
	13
	12
	92%
	1
	8%
	0
	0%

	3. Knowledge
	23
	17
	74%
	4
	17%
	2
	9%

	4. Personal Competences
	26
	13
	50%
	7
	27%
	6
	23%

	Total
	81
	56
	69%
	15
	19%
	10
	12%


Table 7.11 Group Xa Y1 
	Group Xb
	Total Number of Questions
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	19
	3
	16%
	8
	42%
	4
	21%

	2 Core Skills NCVA FETAC SLO’s
	13
	3
	23%
	7
	54%
	3
	23%

	3. Knowledge
	23
	4
	17%
	14
	61%
	4
	17%

	4. Personal Competences
	26
	2
	8%
	22
	85%
	1
	4%

	Total
	81
	12
	15%
	51
	63%
	12

 =SUM(ABOVE) 12
	15%


Table 7.12 Group Xb Y2 
	Group Xa
	Total Number of Questions
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	19
	19
	100%
	0
	0%
	0
	0%

	2 Core Skills NCVA FETAC SLO’s
	13
	13
	100%
	0
	0%
	0
	0%

	3. Knowledge
	23
	21
	91%
	1
	4%
	1
	4%

	4. Personal Competences
	26
	23
	88%
	2
	8%
	1
	4%

	Total
	81
	76
	94%
	3
	4%
	2
	2%


Table 7.13 Group Xa Y1  
	Group Xb
	Total Number of Questions
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	19
	13
	68%
	0
	0%
	2
	11%

	2 Core Skills NCVA FETAC SLO’s
	13
	13
	100%
	0
	0%
	0
	0%

	3. Knowledge
	23
	18
	78%
	2
	9%
	2
	9%

	4. Personal Competences
	26
	25
	96%
	0
	0%
	0
	0%

	Total
	81
	69
	85%
	2
	2%
	4
	5%


Table 7.14 Group Xb Y2 

Comparing the number of students in Group A and Group B who noted no change in skills, knowledge and personal competences, the data indicates that Group A noted no change in 10 of the 81 questions (12%) as opposed to 15% of Group B (12 out of 81 questions).  When the incomplete 360( questionnaires were removed from the data the results showed no great change in the response with Group A citing no change in 2 out of 81 (2%) questions while Group B showed no change in 4 out of the 81 questions (5%).

Excluding the EU Key Competence 2 Communication in a Foreign Language which was not relevant to Group B as they did not undertake a work based learning experience abroad does not alter the results:

	Group Xa
	Total Number of Questions

Excl N/A’s
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	15
	10
	67%
	3
	20%
	2
	13%

	2 Core Skills NCVA FETAC SLO’s
	13
	12
	92%
	1
	8%
	0
	0%

	3. Knowledge
	22
	16
	73%
	4
	18%
	2
	9%

	4. Personal Competences
	25
	13
	52%
	6
	24%
	6
	24%

	Total
	75
	51
	68%
	14
	19%
	10
	13%


Table 7.15 Group Xa Y1 
	Group Xb
	Total Number of Questions

Excl N/A’s
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	15
	3
	20%
	8
	53%
	4
	27%

	2 Core Skills NCVA FETAC SLO’s
	13
	3
	23%
	7
	54%
	3
	23%

	3. Knowledge
	22
	4
	18%
	14
	64%
	4
	18%

	4. Personal Competences
	25
	2
	8%
	22
	88%
	1
	4%

	Total
	75
	12
	16%
	51
	68%
	12
	16%


Table 7.16 Group Xb Y1 
	Group Xa
	Total Number of Questions

Excl N/A’s
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	15
	15
	100%
	0
	0%
	0
	0%

	2 Core Skills NCVA FETAC SLO’s
	13
	13
	100%
	0
	0%
	0
	0%

	3. Knowledge
	22
	20
	91%
	1
	5%
	1
	5%

	4. Personal Competences
	25
	22
	88%
	2
	8%
	1
	4%

	Total
	75
	70
	93%
	3
	4%
	2
	3%


Table 7.17 Group XA Y1

	Group Xb
	Total Number of Questions

Excl N/A’s
	Inc
	%
	Dec
	%
	No change
	%

	1 Core Skills EU 8 and NCVA FETAC Core Skills
	15
	13
	87%
	0
	0%
	2
	13%

	2 Core Skills NCVA FETAC SLO’s
	13
	13
	100%
	0
	0%
	0
	0%

	3. Knowledge
	22
	18
	82%
	2
	9%
	2
	9%

	4. Personal Competences
	25
	25
	100%
	0
	0%
	0
	0%

	Total
	75
	69
	92%
	2
	3%
	4
	5%


Table 7.18 Group Xb Y2 

Having identified and compared the responses to the survey from Group A and Group B, at first glance the data would suggest that the students, peers and tutors in Group A consistently note an increase in the students skills, knowledge and personal competences following their intercultural work based learning experience, and that the respondents in Group B while initially noting a decrease in skills, knowledge and personal competences shift considerably towards the majority indicating an increase in skills, knowledge and personal competences when the incomplete 360( questionnaires are removed.  This prompts a more detailed analysis of the data.  The next section comprehensively analyses the responses to each question in an attempt to verify whether the above conclusion is valid.

7.9.2 Comprehensive analysis of the data Section One Core Skills (EU 8 + NCVA FETAC SLO’s):
	Heading
	Description

	EU Key Competency 1 Communication in Mother Tongue Definition:
	Communication in mother tongue is the ability to express and interpret thought, feeling and fact in both oral and written form (listening, speaking, reading and writing) and to interact linguistically in an appropriate way in a full range of societal and cultural contexts – education, training, work, home and leisure.

	EU Key Competency 1 Communication in Mother Tongue Skill Requirement:
	Individuals should have the skill to communicate in oral and written forms in a variety of communication situations and to monitor and adapt their own communication to the requirements of the situation.  Competence also includes ability to write and read different types of texts, search, collect and process information, use aids, formulate and express one's own arguments in a convincing way appropriate to the context

	NCVA FETAC Level 5 Work Experience Module requirement for: 
	NCVA FETAC Core Skill requires the learner to have numeracy and literacy skills

NCVA FETAC Core Skill requires the learner to communicate orally and in writing

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	1
	English being my mother tongue language - my ability to read different text is:
	When asked about their ability to read different texts in English following their placement 32% of Group A and 24% of Group B noted an increase in ability.  The majority of both groups however noted a decline in ability 55% of Group A and 41% Group B.  These figures are high and negative but this could be attributed to student’s becoming more aware and realistic about their ability to read different texts following their period in the work place, particularly Group A who undertook an intercultural work based learning experience where English was not the first language of their host employers.  Significantly less of Group A (14%) felt their ability remained the same as compared to 35% of Group B.

When the incomplete 360( questionnaires were removed from the data the majority of Group A (47%) and 40% of Group B noted an increase in ability.  One third of Group A (33%) noted a decrease in ability while Group B again remained consistent at 40%.  20% of both groups cited no change in ability.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion 

	1
	English being my mother tongue language - my speaking skills are:
	When asked about their ability speak English following their placement, 32% of Group A and 29% of Group B noted an increase in their ability to speak English.

The majority of both groups 45% of Group A and 59% of Group B noted a decline in their speaking skills.  Again these figures are high and negative but again this could be attributed to student’s becoming more aware and realistic about their ability to speak English following a period of immersion in the workplace.  23% of Group A felt their skill level stayed the same as opposed to 12% of Group B. 

When the incomplete 360( questionnaires were removed from the data 27% of Group A and half of Group B (50%) noted an increase in ability.  The remainder of Group B (50%) were consistent in citing a decrease in skill level along with a third of Group A (33%), while 27% of Group A cited no change in ability.

	1
	Communication skills in English – verbal:
	When asked about their ability to communicate in English (verbal), the majority of both Group A 41% and Group B 47% noted an increase in their ability to communicate through English verbally following their placement.  41% of Group A noted a decrease in skill levels as opposed to 29% of Group B, the high percentage returned by Group A could be attributed to the fact that they undertook their work placement in a host country where English is not the first language, their ability to articulate and be understood by their colleagues who don’t speak English as their first language may contribute to the overall assessment.  It is less likely for Group A (18%) then Group B’s (24%) communication skills in English (verbal) to stay the same.  

When the incomplete 360( questionnaires were removed from the calculation, the majority of Group A (53%) and 70% of Group B noted an increase in ability.  10% of Group B noted a decrease along with 20% Group A, while 27% of Group A and 20% of Group B cited no change in ability.

	1
	Communication skills in English– non verbal:
	When asked about their ability to communicate in English (non - verbally), 45% and 41% of Group A and Group B respectively noted a decline in ability. While equally 41% of both groups noted an increase in their non-verbal communication skills.  14% and 18% of Group A and B respectively indicated that their skill level remained the same.

When the incomplete 360( questionnaires were removed from the data the majority of Group A (53%) and 60% of Group B noted an increase in ability.  30% of Group B noted a decrease along with 27% of Group A, while 20% of Group A and 10% of Group B cited no change in ability.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont.

	Summation:

	Skill Requirement:

The skill requirement for EU Key Competence 1: Communication in Mother Tongue requires an ability to write and read different types of texts, search, collect and process information, and to express oneself.

Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are numeracy, literacy and the ability to communicate orally and in writing.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

The majority of Group A and Group B noted a decline in their English reading skills following their work placement.  This could be attributed to student’s becoming more aware of and realistic about their ability. Group B were marginally more likely to increase their English skills then their counterparts in Group A.

The majority of Group A and Group B noted a decline in their English speaking skills following their work placement.  This could be attributed to student’s becoming more aware of and realistic about their ability. Group A were marginally more likely to increase their English skills then their counterparts in Group B

In relation to ability to communicate in English (verbally), the data indicates that a period in work placement, whether it is undertaken nationally or internationally, has a positive impact on students skill attainment, with the majority of both groups (between 41% and 70%) noting an increase in ability.  Group B were marginally more likely to increase their communication skills then that of their counterparts in Group A.

Asked whether their period on work placement had any impact ability to communicate in English (non verbally) the data indicates that a period on work placement whether it is undertaken nationally or internationally has an equal impact on attitude.  Both groups were fairly equally split in their response with the impact on Group B being marginally more favourable then that of their counterparts in Group A.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	Heading
	Description

	EU Key Competency 2 Communication in Foreign Language Definition:
	Communication in foreign languages broadly shares the main skill dimensions of communication in the mother tongue: it is based on the ability to understand, express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing) in an appropriate range of societal contexts - work, home, leisure, education and training - according to one's wants or needs.  Communication in foreign languages also calls for skills such as mediation and intercultural understanding.  An individual’s level of proficiency will vary between the four dimensions, different languages and according to their background, environment and needs/interests.

	EU Key Competency 2 Communication in Foreign Language Skill Requirement:
	Essential skills consist of the ability to understand spoken messages, to initiate, and sustain and conclude conversations and to read and understand texts appropriate to the individuals needs.  Individuals should also be able to use aids appropriately and learn languages also informally as part of Lifelong Learning.

	NCVA FETAC Level 5 Work Experience Module requirement 
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	2


	My understanding of the spoken language of my host placement country is
	This question was only relevant to Group A.  In relation to their understanding of the spoken language of their host placement country, 68% noted an increase in their understanding of the spoken language of their host placement country, 18% a decrease while 14% cited no change.

The response was further verified when the incomplete 360( questionnaires were removed with 80% of Group A indicating an increase in knowledge and understanding, 7% noting a decrease and 13% indicating no change

	2
	My understanding of the written language of my host placement country
	This question was only relevant to Group A. Asked about their understanding of the written language of their host placement country, 73% noted an increase in their understanding of the written language of my host placement country, 18% a decrease while 9% cited no change

The response was further verified when the incomplete 360( questionnaires were removed with 87% of Group A indicating an increase in knowledge and understanding, 7% noting a decrease and 7% indicating no change.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	2
	Communication skills in the language of host country placement – verbal
	This question was only relevant to Group A. In relation to their communication skills in the language of host country  (verbal) 73% noted an increase in their verbal communication skills ability when it comes to the language host country, 14% a decrease while 14% cited no change.

The response was further verified when the incomplete 360( questionnaires were removed with 87% of Group A indicating an increase in knowledge and understanding, 7% noting a decrease and 7% indicating no change.

	2
	Communication skills in the language of host country placement - non verbal
	This question was only relevant to Group A.  Asked about their communication skills in the language of host country (non verbal), 73% noted an increase in their non-verbal communication skills ability when it comes to the language host country, 14% a decrease while 14% cited no change.

The response was further verified when the incomplete 360( questionnaires were removed with 87% of Group A indicating an increase in knowledge and understanding, 7% noting a decrease and 7% indicating no change.

	Summation:

	Skill Requirement:

The skill requirement for EU Key Competence 2: Communication in the Foreign Language is based on the ability to understand, express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing) in an appropriate range of societal contexts - work, home, leisure, education and training. 

In order to measure whether there was a change in skill level following a period work placement a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.  This particular group of questions were not applicable to Group B as their national work placement did not require communication through a foreign language. 

Response:

As would be expected the results indicate that a significant 68% to 87% of Group A noted a increase in their foreign language skill levels both spoken and written as well as verbal and non verbal.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont

	Heading
	Description

	EU Key Competency 3a Mathematical Competence Definition:
	Digital competence involves the confident and critical use of Information Society Technology (ICT) for work leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet.

	EU Key Competency 3a Mathematical Competence Skill Requirement:
	a) mathematical competence skills require the ability to apply basic mathematical principles and processes in everyday contexts at home and work and to follow and assess chains of arguments, an ability to reason mathematically understand mathematically, understand proof and communicate in mathematical language and to use appropriate aids.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires the learner to have numeracy and literacy. 

NCVA FETAC Core Skill requires the learner to have problem solving skills.



	EU Underpinning Transversal Skill identified:
	EU Underpinning Transversal Skill Problem Solving.

	
	Question
	Analysis 

	3
	My ability to use numbers and follow sequences is
	Asked about their ability to use numbers and follow sequences, the majority of both groups 50% of Group A and 41% of Group B noted an increase in mathematical skill levels following their work placement.  41% of Group A noted a decrease as opposed to 29% Group B.  A mere 9% of group A’s skills stayed the same while a significant 29% of Group B registered no change in skill level.

The response was further verified when the incomplete 360( questionnaires were removed with 67% of Group A and 70% of Group B indicating an increase in knowledge and understanding.  20% of Group A cited a decrease while the remainder of Group B (30%) and 13% of Group A indicated no change.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	Summation:

	Skill Requirement:

The skill requirement for EU Key Competence 3: Mathematical Competence and basic competences in science and technology requires the skill to apply basic mathematical principles and processes in everyday contexts at home and work.

Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are numeracy, literacy and the ability to problem solve.

The Skill requirement for EU Underpinning Transversal Skill is the ability to problem solving

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked about their ability to use numbers and follow sequences, the data indicates that both groups cite an increase in skills, however an intercultural work based learning experience is more likely to impact on students mathematical skills level then a national work placement.  The data also consistently indicates that nearly one third (30%) of Group B cite that their national work placement period had no impact on their mathematical skills.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	Heading
	Description

	EU Key Competency 3b Basic Competences in Science and Technology and 

EU Key Competency 4 Digital Competences Definition:


	Digital competences involves the confident and critical use of Information Society Technology (IST) for work, leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet.

	EU Key Competency 3b Basic Competences in Science and Technology Skill Requirement: 
	3b) basic competences in science and technology skills include the ability to use and manipulate technology tools and machines as well as scientific data to achieve a goal or to reach a decision or conclusion, based on evidence.  Individuals should also be able to recognise essential features of scientific inquiry and have the ability to communicate the conclusions and reasoning that led to them

	EU Key Competency 4 Digital Competences Skill Requirement 4:
	Skills needed include: the ability to search, collect and process information and use it in a critical and systematic way, assessing relevance and distinguishing real from virtual while recognising the links. Individuals should have skills to use tools to produce, present and understand complex information and the ability to access, search and use internet-based services; they should also be able use IST to support critical thinking, creativity, and innovation.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires the learner to have information and communication technology skills.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont
	
	Question
	Analysis 

	4
	ICT skills - my ability to use of phone, computer, internet, other media is
	When asked about their ability to use of phone, computer, internet the majority of Group A 55% noted an increase in their ability to use of phone, computer, internet, other media, this trend continued and was verified when the incomplete 360( questionnaires were removed from the data with the majority of Group A (67%) noting an increase.  Initially the majority of Group B (47%) noted a decline in ability, this figure was adjusted to 30% when the incomplete 360( questionnaires were removed from the data.  The percentage of Group B noting an increase rose significantly to 70%.  9% of Group A and 12% of Group B indicated that their skills remained at the same level, which was further verified when the incomplete 360( questionnaires were removed.

	4
	ICT skills – my ability to search, process, use information effectively and to distinguish real from virtual is
	When asked about their ability to search, process, use information effectively, the majority of both groups increased their skill ability to search, process, use information effectively and to distinguish real from virtual with 50% of Group A and 47% of Group B becoming more competent. 45% of Group A and 41% of Group B noted a decrease in skill while 5% of Group A and 12% of Group B indicated that their skills remained at the same level.

The response was further verified when the incomplete 360( questionnaires were removed with 60% of Group A and 80% of Group B indicating an increase in knowledge and understanding.  33% of Group A cited a decrease while the remainder of Group B (20%) and the remainder of Group A (7%) indicated no change.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	Summation:

	Skill Requirement:

The skill requirement for EU Key Competence 3b) basic competences in science and technology skills include the ability to use and manipulate technology tools and machines as well as scientific data while EU Key Competence 4 Digital Competences requires the ability to search, collect and process information and use it in a critical and systematic way, assessing relevance and distinguishing real from virtual.

Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are information and communication technology skills.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

In relation to ability to ability to use ICT phone, computer, internet the data indicates that an intercultural work based learning has more of an impact on skills attainment, with Group A more likely to note an increase in skills then Group B.

In relation to ability to use ICT skills to search and process, the data indicates that a period in work placement, whether it is undertaken nationally or internationally, has a positive impact on students skill attainment, with the majority of both groups (between 41% and 70%) noting an increase in ability.  However the impact on Group B is marginally more favourable then on their counterparts in Group A.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	Heading
	Description

	EU Key Competency 5 Learning to Learn Definition:
	Learning to learn is the ability to pursue and persist in learning. Individuals should be able to organise their own learning, including through effective management of time and information, both individually and in groups. Competence includes awareness of one’s learning process and needs, identifying available opportunities, and the ability to handle obstacles in order to learn successfully. It means gaining, processing and assimilating new knowledge and skills as well as seeking and making use of guidance. Learning to learn engages learners to build on prior learning and life experiences in order to use and apply knowledge and skills in a variety of contexts – at home, at work, in education and training. Motivation and confidence are crucial to an individual’s competence.

	EU Key Competency 5 Learning to Learn Skill Requirement:
	Learning to learn skills require first the acquisition of the fundamental basic skills such as literacy, numeracy and ICT that are necessary for further learning. Building on this, an individual should be able to access, gain, process and assimilate new knowledge and skills. This requires effective management of one’s learning, career and work patterns, in particular the ability to persevere with learning, to concentrate on extended periods and to reflect critically on the purposes and aims of learning. Individuals should be able to dedicate time to learning autonomously and with self-discipline, but also to work collaboratively as part of the learning process, draw the benefits from a heterogeneous group, and to share what they have learnt. They should be able to evaluate their own work, and to seek advice, information and support when appropriate.

	NCVA FETAC Level 5 Work Experience Module requirement for:


	NCVA FETAC Core Skill requires the learner to be able to take responsibility for their own learning and progress.

	EU Underpinning Transversal Skill identified: 


	Does not specifically addressing one of the EU Underpinning Transversal Skill.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	
	Question
	Analysis 

	5
	My ability to manage my learning is

(e.g. knowing when to continue/persevere with the learning; when to concentrate on my own learning and when to work in groups to share learning) 
	An increase in ability was recorded for both groups with 55% of Group A and 41% of Group B noting an improvement in their ability to manage their learning. 27% of Group A students felt their skills declined as a result of their work placement by comparison to 41% of Group B.  An equal 18% of both groups noted no change in their ability to manage their own learning. 

The response was further verified when the incomplete 360( questionnaires were removed with 67% of Group A and 70% of Group B indicating an increase in ability.  7% of Group A cited a decrease as did 20% of Group B while the remainder of Group A (27%) and 10% of Group B indicated no change.

	Summation:

	Skill Requirement:

The skill requirement for EU Key Competence 5 Learning to Learn requires effective management of one’s learning, career and work patterns, in particular the ability to persevere with learning, to concentrate on extended periods and to reflect critically on the purposes and aims of learning.
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are taking responsibility for ones own learning and progress.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their learning to learn skills, the data indicates that a period in work placement, whether it is undertaken nationally or internationally, has a positive impact on students skill attainment, with the majority of both groups (between 41% and 70%) noting an increase in ability.  Group B were marginally more likely to increase their communication skills then their counterparts in Group A.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont
	Heading
	Description

	EU Key Competency 6 Interpersonal, Intercultural and Social Competences and Civic Competence Definition:
	These competences cover all forms of behavior that equip individuals to participate in an effective and constructive way in social and working life, and particularly in increasingly diverse societies and to resolve conflict where necessary.  Civic competences equips individuals to fully participate in civic life, based on knowledge of social and political concepts and structures and a commitment to active and democratic participation.



	EU Key Competency 6 Interpersonal, Intercultural and Social Competences and Civic Competence Skill Requirement a):
	Skills to communicate constructively in different environments, express and understand different viewpoints negotiate with the ability to create confidence, and feel empathy are the core of this competence. Individuals should be able to cope with stress and frustration and to express it in a constructive way and should also distinguish between the personal and professional spheres.

	EU Key Competency 6 Interpersonal, Intercultural and Social Competences and Civic Competence Skill Requirement b):
	Skills relate to the ability to engage effectively with others in the public domain, display solidarity and interest in solving problems affecting the local and wider community. It involves critical and creative reflection and constructive participation in community/neighborhood activities as well as decision-making at all levels from local to national and European level, in particular by voting.



	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skills requites the learner to be able to communicate orally and in writing.

NCVA FETAC Core Skill requires the learner to be able to problem solve.



	EU Underpinning Transversal Skill identified: 
	EU Underpinning Transversal Skill Problem Solving


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	
	Question
	Analysis 

	6a
	My ability to communicate constructively in different environments is 

(e.g. express a viewpoint, feel empathy, cope with stress at home, socially and in work)
	Asked about their ability to communicate constructively in different environments, the majority of Group A (50%) and 35% of Group B indicating an improvement in skill level after their work placement. By contract the majority of Group B (41%) and 36% 0f Group A noted a decrease in their interpersonal communication skills set.  Almost one quarter, 24% of Group B noted that their interpersonal communication skills remained the same compared to 10% less of Group A at 14%.

The response was further verified when the incomplete 360( questionnaires were removed with 60% of Group A and 60% of Group B indicating an increase in knowledge and understanding.  20% of Group A and Group B cited a decrease and an equal 20% of Group B and 20% of Group A indicated no change.

	6b
	My ability to participate in community/ neighbourhood activities to display solidarity or an interest in solving problems affecting the local and wider community is
	Both groups experienced a similar change in interpersonal communication skill level when it came to participation in community and neighbourhood activities.  50% of Group A and 41% of Group B indicated an increase in skill.  50% of Group A and 47% of Group B equally noted a decrease in skills.  The remainder of Group B 12% indicated that there was no change to their interpersonal communication skill level. 

When the incomplete 360( questionnaires were removed 60% of Group A and 70% of Group B indicated an increase in knowledge and understanding.  The remainder of Group A (40%) and 30% of Group B cited a decrease in skills.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion  cont 

	Summation:

	Skill Requirement:

The skill requirement for EU Key Competency 6 a) Interpersonal, Intercultural and Social Competences are the ability to communicate constructively in different environments, express and understand different viewpoints negotiate with the ability to create confidence, and feel empathy.

The skill requirement for EU Key Competency 6 b) Civic Competence is the ability to engage effectively with others in the public domain, display solidarity and interest in solving problems affecting the local and wider community
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are communicating orally and in writing and problem solving.

The Skill requirement for EU Underpinning Transversal Skill is the ability to problem solving.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on interpersonal communication skills that focus on communicating constructively in different environments, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact then a national placement.

Asked whether their period on work placement had any impact on their interpersonal communication skills that focus on civic competency, the data indicates that a period on work placement, whether it is undertaken nationally or internationally had equal impact on students attitudes, in that both groups returned fairly similar percentages for each category.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion cont
	Heading
	Description

	EU Key Competency 7 Entrepreneurship Definition:
	Entrepreneurship refers to an individual’s ability to turn ideas into action. It includes creativity, innovation and risk taking, as well as the ability to plan and manage projects in order to achieve objectives. This supports everyone in day-to-day life at home and in society, employees in being aware of the context of their work and being able to seize opportunities, and is a foundation for more specific skills and knowledge needed by entrepreneurs establishing social or commercial activity.

	EU Key Competency 7 Entrepreneurship Skill Requirement:
	Skills relate to proactive project management (involving skills such as planning, organising, managing, leadership and delegation, analysing, communicating, de-briefing and evaluating and recording), and the ability to work both as an individual and collaboratively in teams. The judgment to identify one’s strengths and weaknesses, and to assess and take risks as and when warranted is essential.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires the learner to be able to work effectively in groups.

	EU Underpinning Transversal Skill identified:
	EU Underpinning Transversal Skill Decision Taking

EU Underpinning Transversal Skill Critical Thinking

EU Underpinning Transversal Skill Risk Assessment

	
	Question
	Analysis 

	7
	My ability to manage a project proactively are

(e.g. planning, organising, leadership, delegation, recording, analyzing, communication, debriefing and evaluating)
	55% of Group A and 35% of Group B noted an increase in their ability to manage a project proactively following their work placement.  The majority of Group B (47%) noted a decrease in their project management skills as opposed to 41% of Group A.  5% of Group A and 18% of Group B noted that there was no change in their project management skills following their work placement experience.

When the incomplete 360( questionnaires were removed with 67% of Group A and 60% of Group B indicating an increase in knowledge and understanding.  27% of Group A and 30% of Group B cited a decrease while the remainder of Group B (10%) and the remainder of Group A (7%) indicated no change.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion cont

	7
	My ability to assess my strengths and weaknesses in relation to a task and whether I should take leadership or let someone else take leadership are
	55% of Group A and 35% of Group B noted an increase their ability to assess their strengths and weaknesses in relationship to leadership qualities following their work placement.  While 32% of Group A and 29% of Group B noted a decrease in their ability.  A little over one third of Group B 35% indicated that there was no change in their leadership skills as opposed to 14% of Group A.

When the incomplete 360( questionnaires were removed with 67% of Group A and 60% of Group B indicating an increase in knowledge and understanding.  13% of Group A and 40% of Group B cited a decrease while the remainder of Group A (20%) indicated no change in ability.

	7
	My ability to assess and take risks are
	A significant 59% of Group A recorded an increase in ability to risk assess following their placement, which is 18% more then their counterparts in Group B (41%).

41% of Group B indicated that there was a decrease in their risk assessment skills as opposed to 36% of Group A.  Only 5% of Group A noted that there was no change to their risk assessment skills set while 13% more of Group B (18%) felt the same.

When the incomplete 360( questionnaires were removed with 73% of Group A and 70% of Group B indicated an increase in knowledge and understanding.  20% of Group A and Group B cited a decrease while the equally the remainder of Group A and Group B (10%) indicated no change.


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion cont
	Summation:

	Skill Requirement:

The skill requirement for EU Key Competency 7 Entrepreneurship requires the ability to project manage proactively including the skills of: planning, organising, managing, leadership and delegation, analysing, communicating, de-briefing and evaluating and recording. 
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are working effectively in groups.

The Skill requirement for EU Underpinning Transversal Skill is the ability to take decisions, think critically and to risk assess 

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on their ability to manage a project proactively, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact on skills then a national work placement. 

When asked whether the period on work placement had an impact on their ability to assess their strengths and weaknesses in relation to a task and whether to take leadership, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact on skills then a national work placement. 

When asked whether the period on work placement had an impact on their ability to assess and take risks, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact on skills then a national work placement. 




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion cont
	Heading
	Description

	EU Key Competency 8 Cultural Expression Definition:
	Appreciation of the importance of the creative expression of ideas, experiences and emotions in a range of media, including music, performing arts, literature, and the visual arts.

	EU Key Competency 8 Cultural Expression Skill Requirement:
	Skills relate to both appreciation and expression: self-expression through the variety of the media with individuals’ innate capacities and appreciation and enjoyment of works of art and performances. Skills include also the ability to relate one’s own creative and expressive points of views to the opinions of others and to identify and realise economic opportunities in cultural activity.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	EU Underpinning Transversal Skill  Creativity.



	
	Question
	Analysis 

	8
	My ability to enjoy and appreciate works of art and performance is

(e.g. identify and relate to the mood of a painting, song, poem)
	59% of Group A indicated an increase in their ability to enjoy and appreciate works of art following their work experience placement as opposed to 41% of Group B.  Indicating that Group A are 15% more likely to gain cultural expression skills as a result of their work placement activity then Group B.  The majority of Group B (47%) noted a decrease in their ability to enjoy and appreciate works of art as a result of their work placement activity as opposed to 27% of their counterparts in Group A.  A similar number of Group A (14%) and Group B (12%) noted that their cultural expression skills did not change following their work placement experience.   

When the incomplete 360( questionnaires were removed with 73% of Group A and 70% of Group B indicating an increase in knowledge and understanding.  13% of Group A and the remainder of Group B (30%) cited a decrease while the remainder of Group B (13%) indicated no change.




Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion cont

	8
	My ability to express myself artistically through a variety of media is

(e.g. paint my mood, write a song about my mood, write a poem about my mood)
	When asked about their ability to express themselves artistically 64% of Group A as opposed to 35% of Group B noted an increase in these cultural expression skills, a significant 29% differentiation.  The majority of Group B (41%) again noted a decrease in the cultural expression skills that relate to expressing themselves artistically as opposed to 27% of Group A.  Only 9% of Group A indicated that there was no change in their skill set which compares favourably to 24% of their counterparts in Group B.

When the incomplete 360( questionnaires were removed with 80% of Group A and 60% of Group B indicating an increase in knowledge and understanding.  13% of Group A and 20% of Group B (noted a decrease while the remainder of Group A (7%) indicated no change.



	Summation:

	Skill Requirement:

The skill requirement for EU Key Competency 8 Cultural Expression requires appreciation and expression: self-expression through the variety of the media as well as appreciation and enjoyment of works of art and performances
The Skill requirement for EU Underpinning Transversal Skill is the ability to be creative.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on their ability to enjoy and appreciate works of art and performance, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact on skills then a national work placement. While Group B are between 7% and 20% more likely then Group A to note a decrease in ability as a result of their placement

When asked whether the period on work placement had an impact on ability to express themselves artistically through a variety of media, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact.  Group A are between 20% and 29% more likely to note an increase in skills then Group B.  While Group B are between 7% and 14% more likely then Group A to note a decrease in ability as a result of their placement. 


Table 7.19 Section One Core Skills (EU 8 + NCVA FETAC SLO’s analysis and conclusion cont
Section Two Core Skills Work Experience (NCVA FETAC SLO’s):

	Heading
	Description

	EU Key Competency Definition:
	Does not specifically address EU Key Competency.

	EU Key Competency Skill Requirement:
	Does not specifically address EU Key Competency Skill Requirement.

	NCVA FETAC Level 5 Work Experience Module requirement for:


	NCVA FETAC SLO Unit 1 Planning and Preparation 10.1.2 requires the learner to be able to identify specific goals for work experience. 

NCVA FETAC SLO Unit 1 Planning and Preparation 10.1.3 requires the learner to be able to compile a range of relevant material for work experience e.g CV, letter of application, interview records, contract, skills checklist, statement of learning goals, letter of introduction to employers, details of workplace days and times of work. 

NCVA FETAC SLO Unit 1 Planning and Preparation 10.1.7 requires the learner to be able to identify key issues which influence trends in the vocational area e.g globalisation, new technology, demographic shifts etc. 

NCVA FETAC SLO Unit 2 Experience 10.2.1 requires the learner to be able to participate effectively in the workplace e.g carrying out tasks, meeting deadlines, and good time keeping. 

NCVA FETAC Core Skill requires the learner to be able to source and organise information effectively.

	EU Underpinning Transversal Skill indentified:


	EU Underpinning Transversal Skill Critical Thinking.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s)

	
	Question
	Analysis 

	9
	Organisation skills – ability to source and organise information effectively
	Half of Group A (50%) noted and increase in their ability to organise information effectively following their placement as opposed to 41% of Group B.  The trend was reversed when the incomplete 360( questionnaires were removed from the calculation with 70% of Group B noting an increase in their skills as opposed to 60% of Group A.  Even with this change in trend the data continues to verify that a period of work placement has a positive effect on the majority of both groups.
More of Group A (45%) noted a decrease in their skills then Group B (41%) and this trend remained constant and was validated when the incomplete 360( questionnaires were removed from the calculation, with 33% of Group A as opposed to 20% of Group B noting a decrease in ability to source and organise information effectively as a result of their placement.

Fewer of Group A (5%) then Group B (18%) felt their skill set stayed the same and again this trend remained constant and was validated when the incomplete 360( questionnaires were removed from the calculation with 7% of Group A and 10% of Group B noting their organisation skills were not effected by their period of learning in the work place.

	9
	My ability to write my CV is
	50% of Group A and 41% of Group B noted a decline in their ability to write their CV as a result of their placement.  This trend remained constant and was verified when the incomplete 360( questionnaires were removed from the data with the majority of Group A (40%) again noting a decrease in their CV writing skills as opposed to 20% of Group.

While less of the Group A (45%) noted an increase rather then a decrease  (50%) in skills, the differentiation was only 5%.   The data for Group B noted an equal 41% felt their skills increase as decreased.  When the incomplete 360( questionnaires were removed the participants in both groups noted an increase in their ability to write their CV as a result of their placement with 53% Group A and 70% of Group B noting an increase in ability. 

5% of Group felt there was no change in their ability while 18% of Group B felt the same.  This indicates that a national work placement 13% more likely to have no impact on students then an intercultural work based learning.  When the incomplete 360( questionnaires were removed Group B remained at a higher at 10% then Group A who held steady at 7%.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont

	9
	If I was handed a job description I would rate my ability to match my personal competences and skills ability to the job as
	The majority of Group A (59%) noted an increase in their ability to match their competences and skills to a job description as opposed to 35% of Group B.  The data indicates that Group A are 24% more likely to improve their skills in this area the Group B.  When the 360( questionnaires were removed Group A (73%) remained in the majority while 60% of Group B noted an increase in skill.
In terms of a decrease in skill 32% of Group A and nearly half (47%) of Group B noted a decrease in skills set.  When the incomplete 360( questionnaires were removed from the data calculation the figures were verified and improved for Group A (13%) but remained high at 30% for Group B.
9% of Group A and 18% of Group B felt their skill set in this area remained the same.  When the incomplete 360( questionnaires were extracted from the data 13% of Group A and 10% of Group B felt the placement had no impact on their ability to math their skills to a job description. 

	9
	My ability write a letter of application for a job is
	50% of Group A and 41% of Group B noted an increase in the communication skills relating to ability to write a letter of application for job following their work experience placement.  While the trend reversed when the incomplete 360( questionnaire were removed from the data with 70% of Group B and 60% of Group A noting an increase in skill, the figures still indicate that the work placement had an overall positive impact on both groups skill level.

In terms of a decrease in skill 41% of Group A and 41% of Group B noted a decrease in skill level.  When the incomplete 360( questionnaires were removed the response was verified in that more felt their skill increased then decreased but the data also notes that more of Group A (27%) noted a decrease then Group B (20%)

As was noted in the previous question a consistent 9% of Group A and 18% of Group B felt their skills set remained the same following a period on work placement.  When the 360( questionnaires were removed the data indicates that 13% of Group A and 10% of Group B felt there was no change in their skill set in this area.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont 

	9
	I am attending an interview with an employer today, he asks me to identify 3 areas of my course that I would like to gain practical experience in – my ability to identify the 3 areas would be
	Asked about their ability to identify and prioritise areas specific learning objectives for their period in work placement the majority of Group A (55%) noted an increase in skill level as opposed to 35% of Group B.  A differentiation of 20%.  When the incomplete 360( questionnaires were removed from the data the majority of Group A (67%) and 60% of Group B felt their skills improved.

32% of Group A noted a decrease in skills while almost 10% more of Group B (41%) noted a decrease in their skills also.  When the incomplete 360( questionnaires were removed Group B retained the higher response rate at 20% as opposed to 13% of Group A.
Almost one quarter (24%) of Group B felt their work placement had no impact on their ability to priorities learning objectives for a period in work placement as opposed to 14% of Group A.  When the incomplete 360( questionnaires were removed the figure for Group B remains high at 20%, while Group A noted a 6% increase to 20%.

	9
	I will be attending an interview with an employer today, if he asked me to identify 3 skills for the future that he would be interested in – my ability to identify the 3 areas would be
	Asked about their ability to identify future skills needs in their field following their work placement the majority of Group A 50% and the majority of Group B 41% noted and increase in ability.  The result was further verified when the incomplete 360( questionnaires were removed with 60% of Group A and 70% of Group B noting an increase in skill level.

45% of Group A and 35% of Group B noted a decrease in skill level following a period on work placement.  The trend was verified and consistent when the incomplete questionnaires were removed with 33% of Group A and 10% of Group B noting a decrease
Almost one quarter (24%) of Group B felt their work placement had no impact on their ability their ability to identify future skills needs in their field as opposed to only 5% of Group A.  This trend was further verified when the incomplete 360(% questionnaires were removed with 7% of Group A 7% and 20% of Group B indicating that the period in work placement had no impact on this particular skill.




Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont
	Summation:

	Skill Requirement:  The NCVA FETAC Level 5 Work Experience Module requirement for: NCVA FETAC Unit 1 Planning and Preparation SLO 10.1.2 requires the learner to be able to identify specific goals for work experience.  NCVA FETAC Unit 1 Planning and Preparation SLO 10.1.3 requires the learner to be able to compile a range of relevant material for work experience e.g CV, letter of application, interview records, contract, skills checklist, statement of learning goals, letter of introduction to employers, details of workplace days and times of work. NCVA FETAC Unit 1 Planning and Preparation SLO 10.1.7 requires the learner to be able to identify key issues which influence trends in the vocational area e.g. globalisation, new technology, demographic shifts etc.  NCVA FETAC Unit 2 Experience SLO 10.2.1 requires the learner to be able to participate effectively in the workplace e.g. carrying out tasks, meeting deadlines, and good time keeping.  Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are ability to source and organise information effectively. The skill requirement for EU Underpinning Transversal Skill is the ability to think critically.  In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:  In relation to the NCVA FETAC Core Skill organising information effectively, the period on work placement whether it is undertaken nationally or internationally has a positive impact on skill attainment, with the majority of both groups (between 41% and 70 %) noting an increase in ability. In relation to NCVA FETAC SLO 10.1.3 ability to write a CV, the data indicates that a period on work placement, whether it is undertaken nationally or internationally has a positive impact on students skill attainment, with the majority of both groups (between 41% and 70%) noting an increase in ability following work placement.  The impact on Group B is marginally more favourable then Group A.  In relation to NCVA FETAC SLO 10.1.2 when asked whether the period on work placement had an impact on ability to match competencies and skills to a job description, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact.  Group A are between 13% and 24% more likely to note an increase in skills then Group B.  While Group B are between 15% and 17% more likely then Group A to note a decrease in ability as a result of their placement. In relation to NCVA FETAC SLO 10.1.3 ability to write a letter of application for a job, the data indicates that a period in work placement, whether it is undertaken nationally or internationally, has a positive impact on students skill attainment, with the majority of both groups (between 41% and 70%) noting an increase in ability following work placement.  In relation to NCVA FETAC SLO 10.1.2, when asked about their ability to identify and prioritise areas specific learning objectives following their period in work placement the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact in this area then a national work placement. Group A are between 7% and 20% more likely to note an increase in skills then Group B. While Group B are between 7% and 9% more likely then Group A to note a decrease in ability as a result of their placement.   Asked about NCVA FETAC SLO 10.2.7 ability to identify future skills needs in their field following their work placement, the data indicates that a period on work placement, whether it is undertaken nationally or internationally, has a positive impact on students skill attainment in this area, with the majority of both groups (between 41% and 70%) noting an increase in ability following work placement.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont 

	Heading
	Description

	EU Key Competency Definition:
	Does not specifically address EU Key Competency.

	EU Key Competency Skill Requirement
	Does not specifically address EU Key Competency Skill requirement.

	NCVA FETAC Level 5 Work Experience Module requirement for
	NCVA FETAC SLO Unit 2 Experience 10.2.2 the learner is required to practice the personal skills which support integration in the workplace e.g. appropriate dress, adaptability, reliability, punctuality, health and safety awareness, appropriate use of initiative.
NCVA FETAC SLO Unit 2 Experience 10.2.3 the learner is required to maintain appropriate confidentiality about the organisation and it's employees/clients/customers and users. 
NCVA FETAC SLO Unit 2 Experience 10.2.4 the learner is required to communicate effectively with supervisor/manager, fellow workers and the general public, (including customers where applicable).  Also addresses the NCVA FETAC Sore Skill: Working effectively in group situations.

NCVA FETAC SLO Unit 2 Experience 10.2.5 the learner is required to maintain a workplace diary/journal, which describes, reflects on and analyses experiences in the workplace.  Also addresses the NCVA FETAC Core Skill:  reflecting on and evaluation quality in own learning and achievement.

NCVA FETAC SLO Unit 2 Experience 10.2.6 the learner is required to identify the Health, Safety and Welfare regulations that apply in the workplace.  Also addresses the NCVA FETAC Core Skill: Understanding health and safety issues.

NCVA FETAC SLO Unit 2 Experience 10.2.7 the learner is required to undertake research in to work organisations and career opportunities in their vocational award area.  

	EU Underpinning Transversal Skill identified:


	EU Underpinning Transversal Skill Critical Thinking.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont
	
	Question
	Analysis 

	10
	My experience of participate effectively in the workplace is

(e.g. carry out tasks, meet deadlines, good timekeeping)
	The majority of Group A (50%) and Group B (47%) noted an increase in their ability to participate effectively in the work place following their work experience placement.  This trend was verified when the incomplete 360( questionnaires were removed with the majority of Group A (60%) and Group B (80%) noting an increase in ability.

Equally 41% of Group A and Group B noted a decrease in skill level while 9% of Group A and same 12% of Group B felt that the work experience placement had no impact on their ability to participate effectively in the work place.  When the incomplete 360( questionnaires were removed from the data there was some movement in the percentages 

27% Group and 20% of  Group B noted a decrease and 13% of Group A and 0% of Group B noted no change, indicating that on the whole participants felt that the work experience placement had a positive impact of their ability to participate effectively in the work place.

	10
	My experience of integrating into the workplace is

(e.g. appropriate dress, adaptability, reliability, punctuality)
	When asked about their experience integrating into the workplace Group A (59%) were 30% more likely to note an increase in skill then Group B at 29%.   This trend is verified and consistent when the 360( questionnaires were removed from the data with Group A (73%) being 23% more likely to increase their skill level then Group B (50%) 

The majority of Group B 53% noted a decrease in skill level as opposed to 41% of Group A.  When the 360( questionnaires were removed from the data the results were verified with 40% of Group B noting a decrease as opposed to 27% of Group A.

None of the respondents in Group A felt that the placement had no impact on their ability to integrate in to the work place while 18% of Group B felt the same.  The response was further verified when the incomplete questionnaires were removed from the data with 0% of Group A and 10% of Group B indicating no change in this skill set.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont 

	10
	My experience of maintaining appropriate confidentiality about an organisation and it’s employees, clients, customers is
	When asked about their experience maintaining appropriate confidentiality in the workplace Group A (64%) were 29% more likely to note an increase in skill then Group B at 35%.   This trend is verified and consistent when the 360( questionnaires were removed from the data with Group A (80%) being 20% more likely to increase their skill level then Group B (60%) 

The majority of Group B (53%) noted a decrease in their skill level as opposed to 27% of Group A. When the 360( questionnaires were removed from the data the results were verified with 40% of Group B noting a decrease as opposed to 7% of Group A.

9% of Group A and 12% of Group B indicated that their skill level stayed the same.  When the incomplete 360( questionnaires were removed from the data 13% of Group A and none of Group B indicated that there was no change to their ability to maintain appropriate confidentiality in the workplace.

	10
	My experience of communicating and working with a supervisor/manager, co-workers and the general public/clients is
	Half of Group A (50%) noted an increase in their ability to communicate with managers, co/workers and customers following their work placement experience as opposed to 35% of Group B.  Indicating that Group A are 15% more like to improve their communication skills following an intercultural work based learning then their counterparts in Group B who undertook a national work placement.  When the incomplete 360( questionnaires were removed the data indicates that both groups increase in skill level with 60% of Group A and Group B indicating an increase in ability. 

While the majority of Group B (53%) noted a decrease in skill level, the trend changed when the incomplete 360( questionnaires were removed from the data with 40% of Group B noting a decrease.  41% of Group A noted a decrease, which was verified and reduced further to 27% when the incomplete 360( questionnaires were removed. 

As was noted in the previous question 9% of Group A and 12% of Group B indicated that their skill level stayed the same.  When the incomplete 360( questionnaires were removed from the data 13% of Group A and none of Group B indicated that there was no change to their ability to communicate with colleagues and customers in the workplace.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont

	10
	My experience of maintaining a workplace journal which describes, reflects and analyses my experience of the workplace is
	Reflection is a key competence of all learning experiences.  Here the groups were surveyed about their experience of keeping a reflective journal during their work placement.  Half of Group A (50%) and 41% of Group B noted an increase in reflective journal keeping following their work placement activity.  The trend continues when the incomplete 360( questionnaires were removed with the majority of both groups 60% of Group A and 70% of Group B noting an increase in skill.

Equally 41% of Group A and 29% of Group B noted a decrease in ability.  When the incomplete 360( questionnaires were removed 27% of Group A noted a decrease while none of Group B recorded a decrease in skill level.

9% of Group A and a significant one third (29%) of Group B indicated that their skill level stayed the same.  The response was further verified when the incomplete 360( questionnaires were removed with 13% of Group A and again a significant 30% of Group B indicating that their reflective journal keeping skill level was unchanged as a result of their work placement.

	10
	My experience of identifying H & S regulations which apply in my workplace is
	Asked about their skill level with H & S regulations in the work place Group A (45%) were 16% more likely to note an increase in skill attainment then their counterparts in Group B (29%).  When the incomplete 360( questionnaires were removed the trend towards Group A’s work experience having a greater impact, albeit not as significant, the differentiation is still in favour of Group A (53%) as opposed to Group B at 50%.
Nearly half of Group B (47%) noted a decrease in skill level as opposed to 36% of Group A.  When the incomplete 360( questionnaires were removed the data verified that Group B (30%) were 10% more likely to note a decrease in skill level as opposed their counterparts in Group A at 20%.
The number of students who noted no change in skill level was higher side by comparison to previous questions with 18% of Group A and one quarter (24%) of Group B citing no change in skill level.  The percentage remained high when the incomplete 360( questionnaires were removed from the data with 27% of Group A and 20% of Group B noting that the period on work placement had no impact on their H & S skill levels.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont

	10
	My experience of researching a place of employment and possible career opportunities is
	Half of Group A (50%) noted an increase in ability to research suitable employers and career opportunities as opposed to 29% of Group B.   Indicating that Group A are 21% more likely to increase their employment opportunities following a period in work experience.  While the differentiation was not so great when the incomplete 360( questionnaires were removed it was still significant at 10% with Group A holding steady at 60% while Group B increased to 50%.
A significant 53% of Group B noted a decrease in their ability as opposed to 36% of Group A.  The response was further verified when the 360( questionnaires were removed, with 40% of Group B and 20% of Group A noting a decrease in skill level.
Again the numbers noting no change in skill level were higher then as previously noted with 14% of Group A and 18% of Group B indicating that their skill level remained unchanged as a result of their work placement.  This response was further verified when the 360( questionnaires were removed with 20% of Group A and 10% of Group B indicating no change in skill level.


Table 7.20 Section Two Core Skills Work Experience (NCVA FETAC SLO’s) cont 

	Summation:

	Skill Requirement:

The NCVA FETAC Level 5 Work Experience Module requirement for:

NCVA FETAC SLO Unit 2 Experience 10.2.2 requires an ability to practice the personal skills which support integration in the workplace e.g. appropriate dress, adaptability, reliability, punctuality, health and safety awareness, appropriate use of initiative.
NCVA FETAC SLO Unit 2 Experience 10.2.3 requires the ability to maintain appropriate confidentiality about the organisation and it's employees/clients/customers and users. 
NCVA FETAC SLO Unit 2 Experience 10.2.4 requires the ability to communicate effectively with supervisor/manager, fellow workers and the general public, (including customers where applicable). 

NCVA FETAC SLO Unit 2 Experience 10.2.5 requires the ability to maintain a workplace diary/journal that describes, reflects on and analyses experiences in the workplace.

NCVA FETAC SLO Unit 2 Experience 10.2.6 requires the ability to identify the Health, Safety and Welfare regulations that apply in the workplace. 

NCVA FETAC SLO Unit 2 Experience 10.2.7 requires the ability to undertake research in to work organisations and career opportunities in their vocational award area.
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module is the ability to reflect on and evaluate quality in own learning and achievement and an understanding of health and safety issues.

The skill requirement for EU Underpinning Transversal Skill is the ability to think critically.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

In relation to NCVA FETAC SLO 10.2.2 ability to participate effectively in the work place, the data indicates that a period on work placement whether it is undertaken nationally or internationally has a positive impact on students skill attainment, with the majority of both groups (between 47% and 80%) noting an increase in ability. The impact on Group B is marginally more favourable then Group A.

When asked whether the period on work placement had an impact on NCVA FETAC SLO 10.2.2 ability to integrate into the workplace, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact.  Group A are between 23% and 30% more likely to note an increase in skills then Group B.  While Group B are between 12% and 13% more likely then Group A to note a decrease in ability as a result of their placement. The impact on Group A is marginally more favourable then Group B.

When asked whether the period on work placement had an impact on NCVA FETAC SLO 10.2.3 ability to maintaining appropriate confidentiality in the workplace the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact.  Group A are between 20% and 29% more likely to note an increase in skills then Group B.  While Group B are between 26% and 33% more likely then Group A to note a decrease in ability as a result of their placement
In relation to NCVA FETAC SLO 10.2.4 ability to communicating with colleagues and customers in the work place the data indicates that a period on work placement whether it is undertaken nationally or internationally has a positive impact on students skill attainment.  However it is notable that between 40% and 53% of Group B more likely to find that their skill level decreased following work placement as opposed to between 27% and 41% of Group A. The impact on Group A is marginally more favourable then Group B.

In relation to NCVA FETAC SLO 10.2.5 ability to maintaining a workplace journal that describes, reflects and analyses their experience in the workplace, the data indicates that a period of work experience, whether it is undertaken nationally or internationally has a positive impact on students skill attainment. The majority of both groups (between 41% and 70%) noting an increase in ability following work placement.

When asked whether the period on work placement had an impact on their skill level in relation to NCVA FETAC SLO 10.2.6 H & S regulations in the work place the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact. Group A were between 3% and 16% more likely to note an increase in skills then Group B.  While Group B are between 10% and 11% more likely then Group A to note a decrease in ability as a result of their placement
In relation to NCVA FETAC SLO 10.2.7 when asked whether the period on work placement had an impact on their ability to research suitable employers and career opportunities, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact. Group A were between 10% and 21% more likely to note an increase in skills then Group B.  While Group B are between 17% and 20% more likely then Group A to note a decrease in ability as a result of their placement.
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Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s:
	Heading
	Description

	EU Key Competency 1 Communication in Mother Tongue Definition:
	the ability to express and interpret thought, feelings and facts in both oral and written form (listening, speaking, reading and writing) and to interact linguistically in an appropriate way in a full range of societal and cultural contexts - education training work home and leisure.



	EU Key Competency 1 Communication in Mother Tongue Knowledge Requirement
	to have knowledge of basic vocabulary, functional grammar and the functions of language. It includes an awareness of the main types of verbal interaction, a range of literary and non-literary texts, the main features of different styles and registers of language, and the variability of language and communication in different contexts.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires numeracy and literacy understanding.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.



	
	Question
	Analysis 

	1
	My knowledge of English vocabulary and grammar is 
	The majority of Group B (47%) and 45% of Group A noted an increase in their knowledge of English vocabulary and grammar following their work experience placement.  This trend was verified when the incomplete 360( questionnaires were removed with 80% of Group B and 45% of Group A noting an increase in knowledge.

46% of Group A and 35% of Group B noted a decrease in knowledge while 9% of Group A and 18% of Group B felt that the work experience placement had no impact on their knowledge of English vocabulary and grammar.  When the incomplete 360( questionnaires were removed from the data there was some movement in the percentages with 33% of Group A and 10% of Group B noting a decrease and 13% of Group A and 10% of Group B indicating that there was no change to their knowledge levels.  On the whole this indicates that the period in work placement had fairly equal impact on Group B and Group A.


Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s

	Summation:

	Knowledge Requirement:

The knowledge requirement for EU Key Competency 1: Communication in Mother Tongue involves an understanding of basic vocabulary, functional grammar and the functions of language.
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are an understanding of numeracy and literacy.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their knowledge of English vocabulary and grammar the data indicates that a period on work placement, whether it is undertaken nationally or internationally has a positive impact on students understanding.  Both groups were equally split between an increase and decrease in understanding.  Group B noted less of a decrease, which would suggest that the impact on Group B being marginally more favourable then Group A.




Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 2 Communication in Foreign Language Definition:
	Communication in foreign languages broadly shares the main skill dimensions of communication in the mother tongue: it is based on the ability to understand, express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing) in an appropriate range of societal contexts - work, home, leisure, education and training - according to one's wants or needs.  Communication in foreign languages also calls for skills such as mediation and intercultural understanding.  An individual’s level of proficiency will vary between the four dimensions, different languages and according to their background, environment and needs/interests.

	EU Key Competency 2 Communication in Foreign Language Knowledge Requirement:
	knowledge of vocabulary and functional grammar and an awareness of the main types of verbal interaction and registers of language. Knowledge of societal conventions, and the cultural aspect and variability of languages is important.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:


	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	2
	My knowledge of the language of my host country placement vocabulary and grammar is: 
	This question was only relevant to Group A.  68% noted an increase in their knowledge and understanding of the spoken language of their host placement country.  23% noted a decrease in knowledge and 9% felt that the work placement had no impact on their knowledge and understanding of the language of their host country.  The response was further verified when the incomplete 360( questionnaires were removed with 80% of Group A indicating an increase in knowledge and understanding, 20% noting a decrease and 0% indicating no change.




Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
	Summation:

	Knowledge Requirement:

The knowledge requirement for EU Key Competency 2 Communication in foreign language involves an understanding of vocabulary and functional grammar and an awareness of the main types of verbal interaction and registers of language.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on their understanding of foreign language vocabulary and functional grammar the data for Group A indicates that an intercultural work based learning experience increases knowledge and understanding by 68% and 80%.



Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 3a Mathematical Competences Definition:
	Digital competence involves the confident and critical use of Information Society Technology (IST) for work leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet

	EU Key Competency 3a Mathematical Competences Knowledge Requirement:
	a). Necessary knowledge in mathematics includes a sound knowledge of numbers, measures and structures, basic operations and basic mathematical presentations, an understanding of mathematical terms and concepts, and of the questions to which mathematics can offer answers.

	NCVA FETAC Level 5 Work Experience Module requirement 
	NCVA FETAC Core Skill requires numeracy and literacy understanding.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	3
	My knowledge of math’s and using numbers to measure is
	The majority of Group B (47%) noted an increase in their knowledge of maths following their work experience placement.  This trend was verified when the incomplete 360( questionnaires were removed with 80% of Group B noting an increase in knowledge.  45% of Group A noted an increase in knowledge, which increased to 53% when the incomplete 360( questionnaires were removed.

Half of Group A (50%) and 35% of Group B noted a decrease in knowledge while 5% of Group A and 18% of Group B felt that the work experience placement had no impact on their knowledge maths.  When the incomplete 360( questionnaires were removed from the data there was some movement in the percentages with 40% of Group A and 10% of Group B noting a decrease and 7% of Group A and 10% of Group B indicating that there was no change to their knowledge levels.  On the whole this indicates that the period in work placement had fairly equal impact on Group B and Group A.


Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont

	Summation:

	Knowledge Requirement:

The knowledge requirement for EU Key Competency 3a Mathematical Competences involves an understanding of numbers, measures and structures, basic operations and basic mathematical presentations.
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are an understanding of numeracy and literacy
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their knowledge of maths, the data indicates that a period on work placement, the data for Group B indicates that a national work placement has more of an impact.  Group A were between 21% and 30% more likely to note a decrease in skills then Group B.  


Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 3b basic competences in science and technology Definition:
	Digital competence involves the confident and critical use of Information Society Technology (IST) for work leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet.

	EU Key Competency 3b basic competences in science and technology Knowledge  Requirement:
	EU3 b) For science and technology, the essential knowledge comprises the basic principles of the natural world, fundamental scientific concepts, principles, and methods, technology and technological products and processes. Individuals should have an understanding of the advances, limitations and risks of scientific theories, applications and technology in societies at large (in relation to decision-making, values, moral questions, culture etc), both in specific areas of science such as medicine, and also an understanding of the impact of science and technology on the natural world

	EU Key Competency 4 Digital Competence Definition:
	Digital competence involves the confident and critical use of Information Society Technology (IST) for work leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet.

	EU Key Competency 4 Digital Competence Knowledge Requirement
	EU4 a sound understanding and knowledge of the nature, role and opportunities of IST in everyday contexts: in personal and social life as well as at work. This includes main computer applications such as word processing, spreadsheets, databases, information storage and management, and an understanding of the opportunities of Internet and communication via electronic media (e-mail, network tools) for leisure, information sharing and collaborative networking, learning and research. Individuals should also understand how IST can support creativity and innovation, and be aware of issues around the validity and reliability of information available and the ethical principles of in the interactive use of IST.

	NCVA FETAC Level 5 Work Experience Module requirement for
	NCVA FETAC Core Skill requires and understanding of information and communication technology.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.


Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
	
	Question
	Analysis 

	4
	My knowledge of ICT applications is 
	The trend noted in relation to the mathematical competences continues in a similar vain when we examine the impact a placement has on digital competence:

The majority of Group B (47%) and 41% of Group A noted an increase in their knowledge of ICT applications following their work experience placement.  This trend was verified when the incomplete 360( questionnaires were removed with 80% of Group B noting an increase and 47% of Group A noting an increase in knowledge.

45% of Group A and 35% of Group B noted a decrease in knowledge while 14% of Group A and 18% of Group B felt that the work experience placement had no impact on their knowledge of ICT applications.  When the incomplete 360( questionnaires were removed from the data there was some movement in the percentages with 40% of Group A and 10% of Group B noting a decrease and 13% of Group A and 10% of Group B indicating that there was no change to their knowledge levels.  On the whole this indicates that the period in work placement had fairly equal impact on Group B as it did on Group A.

	Summation:

	Knowledge Requirement:

The knowledge requirement for EU Key Competency 3b basic competences in science and technology involves an understanding of the basic principles of the natural world, fundamental scientific concepts, principles, and methods, technology and technological products and processes.

The knowledge requirement for EU Key Competency 4 Digital Competence involves an understanding of the nature, role and opportunities of Information Society Technology (IST) in everyday contexts.
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are an understanding of information and communication technology.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their knowledge of ICT applications the data indicates that Group A were equally split between an increase and decrease in understanding.   The data for Group B indicates that a national work placement has a more positive impact on the student’s knowledge of ICT application.  Group A were between 10% and 30% more likely to note a decrease in skills then their counterparts in Group B.  


Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 5 Learning to Learn Definition:
	Learning to learn’ is the ability to pursue and persist in learning. Individuals should be able to organise their own learning, including through effective management of time and information, both individually and in groups. Competence includes awareness of one’s learning process and needs, identifying available opportunities, and the ability to handle obstacles in order to learn successfully. It means gaining, processing and assimilating new knowledge and skills as well as seeking and making use of guidance. Learning to learn engages learners to build on prior learning and life experiences in order to use and apply knowledge and skills in a variety of contexts – at home, at work, in education and training. Motivation and confidence are crucial to an individual’s competence.

	EU Key Competency 5 Learning to Learn Knowledge Requirement:
	Where learning is directed towards particular work or career goals, an individual should have knowledge of the competences, knowledge, skills and qualifications required. In all cases, learning to learn requires an individual to know and understand their preferred learning strategies, the strengths and weaknesses of their skills and qualifications, and to be able to search the education and training opportunities and guidance/support available to them.

	NCVA FETAC Level 5 Work Experience Module requirement
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.



	
	Question
	Analysis 

	5
	My knowledge of the competences, knowledge, skills and qualification required for my field of work is
	The majority of Group A (59%) and Group B (47%) noted, as a result of their work experience placement, an increase in their knowledge of the competences, skills and qualifications required to work in their field of study.  The data was further verified when the incomplete 360( questionnaires were removed with 73% of Group A and 80% of Group B indicating an increase of knowledge.

A little over one third of both groups 36% of Group A and 35% of Group B noted a decrease.  When the incomplete 360( questionnaires were removed 20% of Group A and 10% of Group B noted a decrease.

5 % of Group A and a higher percentage of Group B (18%) felt that the placement had no impact on their knowledge of the competences, skills and qualifications required to work in their field of study.  When the incomplete 360( questionnaires were removed 7% of Group A and 10% of Group B noted no change in their understanding. 
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	5
	My knowledge of my learning styles is 

(e.g. visual, reading, doing)
	The majority of Group A (55%) noted an increase in their knowledge of their learning styles following their work experience placement.  A further 27% noted a decrease while 18% felt that there was no change in their knowledge of their learning styles.  The trend was verified when the incomplete 360( questionnaires were removed with 67% of Group A noting an increase, 13% noting a decrease and 20% citing no change in knowledge.

In relation to Group B the response was equally split across the categories with 35% recording an increase, 35% noting a decrease and 29% citing no change.

When the incomplete 360( questionnaires were removed from the data, the response indicates that 60% of the group noted an increase, 10% a decease and 30% again cited no change.

	5
	My understanding of the opportunities and threats to skills and qualifications is 

(e.g. threats being advancement of ICT overtaking skills draughtsman v CAD)
	The majority of Group A (64%) noted an increase in their knowledge of where their skills and qualifications sit in terms of advancements and innovations in their field of study following their work experience placement.  A further 23% noted a decrease while 14% felt that there was no change in their knowledge.  The trend was verified when the incomplete 360( questionnaires were removed with 80% of Group A noting an increase, 7% noting a decrease and 13% citing no change. 

In relation to Group B the response was equally split with 41% recording an increase and 41% noting a decrease while 18% citing no change.

When the incomplete 360( questionnaires were removed from the data, the response indicates that 70% of the group noted an increase, 20% a decrease and 10% again cited no change.  It is noted that the percentage of Group B who cited an increase in knowledge rose to 70%, however the differentiation between Group A and Group B would indicate that Group A’s experience had a greater impact on knowledge attainment.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 10% and 23% more likely to become more knowledgeable of the opportunities and threats posed by advancements and innovations in their field of study then Group B.
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	Summation:

	Knowledge Requirement:

The knowledge requirement for EU Key Competency 5 Learning to Learn involves an understanding of learning to learn, it requires an individual to know and understand their preferred learning strategies, the strengths and weaknesses of their skills and qualifications.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

In relation to their knowledge of the competences, skills and qualifications required to work in their field of study, the data indicates that a period of work experience, whether it is undertaken nationally or internationally has a positive impact on students knowledge attainment. The majority of both groups (between 47% and 80%) noted an increase in their understanding following work placement.

Asked whether their period on work experience had any impact on their understanding of the opportunities and threats to skills and qualifications, the data indicates that Group A who undertook an intercultural work based learning experience were between 10% and 23% more likely to note a positive impact on knowledge and understanding then their counterparts in Group B who were between 13% and 18% more likely to note a decrease.
Asked whether their work placement experience had any impact on their knowledge of their learning styles. The data indicates that a period of work experience, whether it is undertaken nationally or internationally has a positive impact on students knowledge attainment.  It is worth noting, however, that the data indicates that impact of an intercultural work based learning experience is marginally ahead of a national work placement, with Group A being between 7% and 20% more likely to note a positive impact on their knowledge of their learning styles following their work experience placement.  Nearly one third of Group B (30%) indicated that the work placement had no impact on their knowledge of their learning styles, which is 10% more then Group A.
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	Heading
	Description

	EU Key Competency 6 Interpersonal, intercultural and social competences and civic Competence Definition:
	These competences cover all forms of behavior that equip individuals to participate in an effective and constructive way in social and working life, and particularly in increasingly diverse societies and to resolve conflict where necessary.  Civic competences equip individuals to fully participate in civic life, based on knowledge of social and political concepts and structures and a commitment to active and democratic participation.

	EU Key Competency 6 Interpersonal, intercultural and social competences and civic Competence Knowledge Requirement
	a) Personal and social well-being requires an understanding of how individuals can ensure optimum physical and mental health, including as a resource for oneself and one’s family, and knowledge of how a healthy lifestyle can contribute to this. For successful interpersonal and social participation it is essential to understand the codes of conduct and manners generally accepted in different societies and environments (e.g. at work), and to be aware of basic concepts relating to individuals, groups, work organisations, gender equality, society and culture. Understanding the multi-cultural and socio-economic dimensions of European societies and how national cultural identity interacts with the European identity is essential

b). Civic competence is based on knowledge of the concepts of democracy, citizenship, and civil rights, including how they are expressed in the Charter of Fundamental Rights of the European Union and international declarations and applied by various institutions at the local, regional, national, European and international levels. Knowledge of main events, trends and agents of change in national, European and world history and present, with a specific view on European diversity is essential, as is knowledge of the aims, values and policies of social and political movements.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.
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	Question
	Analysis 

	6a
	My understanding of the acceptable codes of conduct and manners generally accepted in social settings is 
	The majority of Group A (45%) noted an increase in their knowledge of acceptable codes of conduct and manners in social settings following their work experience placement.  41% noted a decrease while 14% felt that there was no change in their knowledge of acceptable codes of conduct in social settings.  The trend was verified when the incomplete 360( questionnaires were removed with 53% of Group A noting an increase, 27% noting a decrease and 20% citing no change in knowledge.   In relation to Group B the response was equally split with 41% recording an increase and 41% noting a decrease while 18% citing no change.   When the incomplete 360( questionnaires were removed from the data, the response indicates that 70% of the group noted an increase, 20% a decrease and 10% again cited no change.

	6a
	My understanding of the acceptable codes of conduct and manners generally accepted in work settings is
	As was noted in the previous question the majority of Group A (41%) noted an increase in their knowledge of acceptable codes of conduct and manners in a work settings following their work experience placement.  

36% noted a decrease while 23% felt that there was no change in their knowledge of acceptable codes of conduct in a work setting.  The trend was verified when the incomplete 360( questionnaires were removed with 47% of Group A noting an increase, 20% noting a decrease and 33% citing no change in knowledge. 

Similarly with Group B the response was equally split with 41% recording an increase, 41% noting a decrease and 18% citing no change.

When the incomplete 360( questionnaires were removed from the data, the response indicates that 70% of the group noted an increase, 20% a decrease and 10% again cited no change.  It is noteworthy that the percentage of Group B who cited an increase in knowledge rose to 70% when the incomplete 360( questionnaires were removed from the data.

	6a
	My understanding of the acceptable codes of conduct and manners generally accepted in foreign work settings is
	The trend continues regarding codes of conduct in a foreign work setting, again the data indicates that the majority of Group A (50%) noted an increase in their knowledge of acceptable codes of conduct and manners in a foreign work setting following their work experience placement.  27% noted a decrease while 23% also felt that there was no change in their knowledge of acceptable codes of conduct in a work setting.  The trend was verified when the incomplete 360( questionnaires were removed with 64% of Group A noting an increase, 14% noting a decrease and 21% citing no change in knowledge.  Similarly for Group B the response was equally split with 41% recording an increase, 47% noting a decrease and 12% citing no change.  When the incomplete 360( questionnaires were removed from the data, the response indicates that 70% of the group noted an increase and the remainder almost one third (30%) noted a decrease.
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	6a
	My understanding of my national identity is
	The next set of questions examines the interpersonal competences of identity.  Here the trend noted in previous questions in this section is reversed with the majority of both groups, 50% of Group A and 53% of Group B, indicating that their knowledge of their national identity decreased following their placement   When the incomplete 360( questionnaires were removed from the data more of Group A (47%) then Group B (40%) noted a decrease in knowledge.  Which is interesting given that Group A went on an international placement where one would assume national identity might be reinforced.

41% of Group A did record an increase in knowledge as opposed to 35% of Group B which would be expected, however when the 360( questionnaires were removed from the data 60% of Group B indicated an increase in knowledge as opposed to 47% of Group A.  9% of Group A and 12% of Group B cited no change in knowledge.  When the incomplete 360( questionnaires were removed 7% of Group A and 0% of Group B noted that there was no change in their knowledge and understanding of their national identity following their work placement. 

	6a
	My understanding of my European identify is
	The data indicates that the majority of Group A (55%) noted an increase in their knowledge of their European identity following their work experience placement.  Over one third (36%) noted a decrease while 9% also felt that there was no change in their knowledge of their European identity.  The trend was verified when the incomplete 360( questionnaires were removed with 67% of Group A noting an increase, 27% noting a decrease and 7% citing no change. For Group B the response was equally split with 41% recording an increase, 47% noting a decrease and 12% citing no change.  When the incomplete 360( questionnaires were removed from the data, the response indicates that 70% of the group noted an increase and the remainder almost one third (30%) noted a decrease.

	6a
	My understanding of how two different identities might interact is

(this might range from the use of “Miss Dunne” in Ireland vs “Madam” in France 
	The majority of Group A (45%) noted an increase in their knowledge of how two different cultural identities might interact following their work experience placement.  A further 36% noted a decrease while 18% felt that there was no change in their knowledge.  The trend was verified when the incomplete 360( questionnaires were removed with 53% of Group A noting an increase, 27% noting a decrease and 20% citing no change in knowledge.

In relation to Group B 24% noted an increase in knowledge, 65% noted a decrease and 12 cited no change.  When the incomplete 360( questionnaires were removed the figures remained constant with 40% noting an increase and the remainder 60% noting a decrease. 

The data indicates, that Group A, as a result of an intercultural work based learning, are between 13% and 21% more likely to become more knowledgeable as to how two different cultural identities might interact then Group B.
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	6b
	My knowledge of civil rights, the concept of democracy and citizenship is (i.e. either through social history or current political policies)
	This question examines civil competences. The majority of Group A (45%) noted an increase in their knowledge of civil rights, democracy and citizenship following their work experience placement.  A further 36% noted a decrease while 18% felt that there was no change in their knowledge.  The trend was verified when the incomplete 360( questionnaires were removed with 53% of Group A noting an increase, 33% noting a decrease and 13% citing no change in knowledge.  

In relation to Group B 24% noted an increase in knowledge, 65% noted a decrease and 12% cited no change.  When the incomplete 360( questionnaires were removed the figures remained constant with 40% noting an increase and the remainder 60% noting a decrease.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 13% and 21% more likely to become more knowledgeable about civil rights, democracy and citizenship then Group B.

	Summation:

	Knowledge Requirement:

The knowledge requirement for EU 6 Interpersonal, intercultural and social competences and civic competence involves an understanding of how individuals can ensure optimum physical and mental health, including as a resource for oneself and one’s family, and knowledge of how a healthy lifestyle can contribute to this.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.
Response:

Asked whether their work placement experience had any impact on their knowledge of acceptable codes of conduct and manners in social settings, the data indicates that Group A were equally split between an increase and decrease in understanding.   The data for Group B indicates that a national work placement has a more positive impact on knowledge of acceptable codes of conduct and manners in social settings.  Group A were between 14% and 21% more likely to note a decrease in skills then their counterparts in Group B.

When asked whether their work placement experience had any impact on their knowledge of acceptable codes of conduct and manners in a work setting, the data indicates that a period of work experience, whether it is undertaken nationally or internationally has a positive impact on students knowledge attainment.  The impact on Group B being marginally more favourable then Group A.

Asked whether their work placement experience had any impact on their knowledge of acceptable codes of conduct and manners in a foreign work setting, the data indicates that Group B were equally split between an increase and decrease in understanding.   The data for Group A indicates that an intercultural work based learning experience has a more positive impact on knowledge of acceptable codes of conduct and manners a foreign work setting.  Group B were between 16% and 20% more likely to note a decrease in skills then their counterparts in Group A.  Understandable given that Group B undertook a national work placement.

The next set of questions examines the interpersonal competences of identity.  When asked whether there was any impact on knowledge relating to national identity, the data indicates that a period of work experience has a more positive impact on Group B, who undertook a national work experience placement then on Group A who undertook an intercultural work based learning experience.  Which is interesting, given that one might have speculated that an international placement would reinforce national identity. 

When asked whether there was any impact on knowledge relating to European identity, the data indicates that a period of work experience has a more positive impact on Group A, who undertook an intercultural work based learning experience then Group B who undertook a national work placement.   However it is worth noting that impact on Group A is only marginally more favourable then the impact on Group B. Which is interesting, given that one might have speculated that an international placement would significantly reinforce European identity. 

When asked whether the period on work placement had an impact on their understanding of how two different cultural identities might interact the data indicates that Group A who undertook an intercultural work based learning experience were between 13% and 21% more likely to note a positive impact on knowledge and understanding then their counterparts in Group B who were between 29% and 33% more likely to note a decrease. Understandable given that Group B undertook a national work placement.
When asked whether the period on work placement had an impact on their understanding of civil rights, democracy and citizenship the data indicates that Group A who undertook an intercultural work based learning experience were between 13% and 21% more likely to note a positive impact on knowledge and understanding then their counterparts in Group B who were between 27% and 29% more likely to note a decrease.
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	Heading
	Description

	EU Key Competency 7 Entrepreneurship Definition:
	Entrepreneurship refers to an individual’s ability to turn ideas into action. It includes creativity, innovation and risk taking, as well as the ability to plan and manage projects in order to achieve objectives. This supports everyone in day-to-day life at home and in society, employees in being aware of the context of their work and being able to seize opportunities, and is a foundation for more specific skills and knowledge needed by entrepreneurs establishing social or commercial activity.

	EU Key Competency 7 Entrepreneurship Knowledge Requirement
	Necessary knowledge includes available opportunities for personal, professional and/or business activities, including ‘bigger picture’ issues that provide the context in which people live and work, such as a broad understanding of the workings of the economy, and the opportunities and challenges facing an employer or organisation. Individuals should also be aware of the ethical position of enterprises, and how they can be a force for good for example through fair trade or through social enterprise.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.



	
	Question
	Analysis 

	7
	My understanding of my profession in the global economy is
	The next 4 questions look at the student’s knowledge in the area of entrepreneurship.

Asked about their understanding of where their profession is in the global economy, the data indicates that the trend shifts to the majority of students 68% of Group A and 47% of Group B noting a decrease in their knowledge following their placement.  When the incomplete 360( questionnaires were removed from the data 67% of Group A and 30% of Group B noted a decrease

Nearly one third of students 32% of Group A and 29% of Group B cited an increase.  On examination of the data when the incomplete 360( questionnaires were removed Group A remains steady at 33% while Group B comes in at a higher 50%.
The data for Group A notes that there was a change in their knowledge, be that favourable or unfavourable while nearly one quarter of Group B (24%) cited that their knowledge was unchanged.  When the incomplete 360( questionnaires were removed this figure was reduced to 20%.
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	7
	My understanding of innovations/cutting edge technology in my profession is
	The majority of Group A (41%) noted an increase in the knowledge they had of innovations/cutting edge technology in their profession.  A further 36% noted a decrease while nearly one quarter (23%) felt that there was no change in their knowledge.  The trend was verified when the incomplete 360( questionnaires were removed with 47% of Group A noting an increase, 27% noting a decrease and equal 27% citing no change in knowledge. In relation to Group B the majority (47%) noted a decrease, 29% noted an increase and 24% cited no change.  When the incomplete 360( questionnaires were removed the focus shifted to 50% noting an increase in knowledge, 30% noting a decrease and 20% citing no change. 

	7
	My understanding of opportunities and challenges facing an employer and/or the field of practice is
	The next question examines students understanding of opportunities and challenges facing employers in their sector.   Following their work experience placement the majority of Group A (50%) noted an increase in their understanding, 32% noted a decrease while 18% felt that there was no change in their knowledge.  The trend was verified when the incomplete 360( questionnaires were removed with 60% of Group A noting an increase, 20% noting a decrease and 20% citing no change in knowledge. 29% of Group A noted an increase in knowledge, while the majority of Group B (53%) noted a decrease in understanding.  When the incomplete 360( questionnaires were removed from the data 40% of Group B noted a decrease while 50% noted an increase. The data indicates, that Group A, as a result of an intercultural work based learning, are between 10% and 21% more likely to become more knowledgeable about opportunities and challenges facing an employer then their counterparts in Group B. Equally 18% of Group A and Group B 18% cited no change in their level of understanding.  When the incomplete 360( questionnaires were removed 20% of Group A and 10% of Group B cited no change. 

	7
	My understanding of the ethical position of organisations and how they can be used as a force for good (e.g. profit, not for profit, social enterprise and fair trade,)
	Group A, when asked about their understanding of the ethical position of organisations and how they can be used as a force for good, the response for Group A was equally split with 45% recording an increase and 45% noting a decrease while 9% cited no change.  When the incomplete 360( questionnaires were removed from the data, the response indicates that there was a slight change in favour of the international placement having a more positive impact with 53% noting an increase, 33% noting a decrease and 13% citing no change.

The majority of Group B 41% noted a decrease in knowledge, 35% noted an increase and nearly one quarter (24%) cited no change.  When the incomplete 360( questionnaires were removed from the data the trend was reversed with 60% of Group B noting an increase and an equal 20% indicating a decrease or no change in knowledge.
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	Summation:

	Knowledge Requirement:

The knowledge requirement for EU 7 Entrepreneurship involves an understanding of personal, professional and/or business activities, including ‘bigger picture’ issues that provide the context in which people live and work.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked about their understanding of where their profession is in the global economy, the data interestingly indicates that a period of work experience, whether it is undertaken nationally or internationally does not have a favourable impact on students knowledge attainment in this area.  The data indicates that the Group A are between 21% and 31% more likely to note a decrease in knowledge then their counterparts in Group B.

Asked whether work placement had any impact on the knowledge they had of innovations/cutting edge technology in their profession, the data indicates that the impact of an intercultural work based learning experience is slightly more favourable impact then a national work placement.
When asked whether the period on work placement had an impact on their understanding of opportunities and challenges facing their future employers the data for Group A indicates consistently that an intercultural work based learning has more of an impact.  Group A were between 10% and 21% more likely to note an increase in knowledge and understanding opportunities and challenges in their sector as opposed to their counterparts in Group B.  Conversely Group B are between 20% and 21% more likely then Group A to note a decrease in understanding as a result of their placement
Asked whether their period on work placement had any impact on their understanding of the ethical position of organisations and how they can be used as a force for good, the data indicates that an intercultural work based learning experience has a more positive impact then a national work placement.   Group A are between 10% and 33% more likely to note an increase in understanding then their counterparts in Group B.
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	Heading
	Description

	EU Key Competency 8 Cultural Expression Definition:
	Appreciation of the importance of the creative expression of ideas, experiences and emotions in a range of media, including music, performing arts, literature, and the visual arts.

	EU Key Competency 8 Cultural Expression Knowledge Requirement
	Cultural knowledge includes a basic knowledge of major cultural works, including popular contemporary culture as an important part of human history in the contexts of national and European cultural heritage and their place in the world. It is essential to understand the cultural and linguistic diversity of Europe (and European countries), the need to preserve it and to understand the evolution of popular taste and the importance of aesthetic factors in daily life.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	8
	My understanding of culture and heritage through art, music, literature and media and the importance of preserving creative expression is 
	Asked whether their placement had any impact on their understanding of culture and heritage through art, music, literature and media, the majority of Group A (55%) noted an increase, 36% indicated a decrease and 9% cited no change in their cultural expression competencies.  When the incomplete 360( questionnaires were removed the response was verified with 67% of Group A indicating an increase, 27% noting a decrease and 7% citing no change.

The majority of Group B (59%) noted a decrease in knowledge, 29% an increase and 12% cited no change.  When the incomplete 360( questionnaires were removed from the data the results indicated that 50% of Group B equally cited an increase and a decrease in cultural expression.
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	Summation:

	Knowledge Requirement:

The knowledge requirement for EU 8 Cultural Expression involves an understanding of major cultural works, including popular contemporary culture as an important part of human history in the contexts of National and European cultural heritage and their place in the world.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on their understanding of culture and heritage through art, music, literature and media the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact.  Group A are between 17% and 26% more likely to note an increase in knowledge and understanding of cultural expression as opposed to their counterparts in Group B.  Conversely Group B are 23% more likely then Group A to note a decrease in understanding following their placement.
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	Heading
	Description

	EU Key Competency Definition:
	Does not specifically address EU Key Competency.

	EU Key Competency KnowledgeRequirement:
	Does not specifically address EU Key Competency.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC General Aim 8.1 requires the ability to apply work skills to consolidate learning in the vocational area.

NCVA FETAC SLO 10.1.6 requires the ability to identify the basic rights and responsibilities of employees and employers defined by current legislation and practice in their vocational area e.g. gender equality, equal opportunities, health, safety and welfare, union representation, minimum wages etc.

NCVA FETAC SLO Unit 3 Review and Evaluation 10.3.2 examines the extent to which learning from other modules/learning experiences was relevant to work experience. 

NCVA FETAC Core Skill: require and understanding of applying theoretical knowledge in a practical context, an understanding of health and safety issues.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	9
	My ability to apply theory of a module into practice is
	Asked about their ability to apply theory of a module into practice, half of Group A 50% noted an increase in understanding.  A little over a third 36% noted a decrease and 14% cited no change.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 60% of Group A citing an increase, and an equal 20% noting a decrease or no change in understanding. 

The majority of Group B (53%) noted a decrease in knowledge, 29% an increase and 18% cited no change.  When the incomplete 360( questionnaires were removed from the data the results indicated that 50% of Group B noted an increase, 40% a decrease and 10% cited no change.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 10% and 21% more likely to become more knowledgeable about their ability to apply theory to practice.
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	9
	My ability to apply the theory of a number of modules into practice is
	Asked about their ability to apply the theory of a number of modules into practice, half of Group A 50% noted an increase in understanding.  41% noted a decrease and 9% cited no change.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 60% of Group A citing an increase, 27% noting a decrease and 13% citing no change in understanding. The majority of Group B (59%) noted a decrease in knowledge, 29% an increase and 12% cited no change.  When the incomplete 360( questionnaires were removed from the data the results indicated that 50% of Group B equally noted an increase and decrease in understanding.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 10% and 21% more likely to become more knowledgeable about their ability to apply the theory of a number of modules into practice then their counterparts in Group B.

	9
	My understanding of H&S issues in the workplace is
	Asked about their understanding of H&S issues in the workplace, 64% of Group A noted an increase in understanding.  Nearly one third (32%) noted a decrease and 5% cited no change.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 80% of Group A citing an increase, 13% noting a decrease and 7% citing no change in understanding. 

The majority of Group B (47%) noted a decrease in knowledge, 35% an increase and 18% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 60% of Group B noted an increase, 30% a decrease and 10% cited no change in understanding.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 20% and 29% more likely to become more knowledgeable about H & S issues in the workplace then their counterparts in Group B.

	9
	My understanding of current legislation in the work place is
	When asked about their understanding of current legislation in the work place, the majority of Group A 68% noted an increase in understanding while the remainder nearly one third (32%) noted a decrease in understanding.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 80% of Group A citing an increase, 13% noting a decrease and 7% citing no change in understanding. 

The majority of Group B (53%) noted a decrease in knowledge, 35% an increase and 12% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 60% of Group B noting an increase and the remaining 40% citing a decrease in understanding.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 20% and 33% more likely to become more knowledgeable of current legislation in the workplace then their counterparts in Group B.
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	Summation:

	Knowledge Requirement: The NCVA FETAC Level 5 Work Experience Module requirement for:  NCVA FETAC General Aim 8.1 requires the learner have an understanding of how to apply work skills to consolidate learning in the vocational area. NCVA FETAC SLO 10.1.6 requires the learner have an understanding of how to identify the basic rights and responsibilities of employees and employers defined by current legislation and practice in their vocational area e.g. gender equality, equal opportunities, health, safety and welfare, union representation, minimum wages etc. NCVA FETAC SLO Unit 3 Review and Evaluation 10.3.2 requires the learner have an understanding of the extent to which learning from other modules/learning experiences was relevant to work experience.  Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are an understanding of applying theoretical knowledge in practical contexts, an understanding health and safety issues and an understanding of how to apply theoretical knowledge in practical contexts. In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response: When asked whether the period on work placement had an impact on their NCVA FETAC Core Skills of understanding of how to apply theory to practice and NCVA FETAC General aim of having an understanding of how to apply skill to consolidate learning, the data for Group A indicates consistently that an intercultural work based learning experience has more of an impact.  Group A are between 10% and 21% more likely to note an increase in knowledge and understanding as opposed to their counterparts in Group B.  Conversely Group B are between 17% and 20% more likely then Group A to note a decrease in understanding following their placement.  Likewise, when asked whether the period on work placement had an impact on NCVA FETAC SLO 10.3.2 understanding of how to apply the theory of a number of modules into practice the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 10% and 21% more likely to note an increase in knowledge and understanding as opposed to their counterparts in Group B.  Conversely Group B are between 18% and 23% more likely then Group A to note a decrease in understanding following their placement.  When asked whether the period on work placement had an impact on NCVA FETAC SLO 10.1.6 understanding of H & S issues in the workplace, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 20% and 29% more likely to note an increase in knowledge and understanding as opposed to their counterparts in Group B.  Conversely Group B are between 15% and 17% more likely then Group A to note a decrease in understanding following their placement.  When asked whether the period on work placement had an impact on NCVA FETAC SLO 10.1.6 understanding of current legislation in the workplace, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 20% and 33% more likely to note an increase in knowledge and understanding as opposed to their counterparts in Group B.  Conversely Group B are between 21% and 27% more likely then Group A to note a decrease in understanding following their placement


Table 7.21 Section Three Knowledge  (EU 8 + NCVA FETAC SLO’s cont
Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s
	Heading
	Description

	EU Key Competency 1 Communication in Mother Tongue Definition:
	the ability to express and interpret thought, feelings and facts in both oral and written form (listening, speaking, reading and writing) and to interact linguistically in an appropriate way in a full range of societal and cultural contexts - education training work home and leisure.

	EU Key Competency 1 Communication in Mother Tongue Personal Competency/Attitude Requirement
	A positive attitude towards communication in the mother tongue involves a disposition to critical and constructive dialogue, an appreciation of aesthetic qualities and a willingness to strive for them, and an interest in interaction with others. 



	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skills requires a positive attitude towards communicating orally and in writing.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s

	
	Question
	Analysis 

	1
	My interest in communicating meaning/understanding using English is
	The next section of questions explore students attitude towards communication.  When asked to reflect on their ability to express and interpret thought, feelings and facts in both oral and written form (listening, speaking, reading and writing) and to interact linguistically in an appropriate way before and after their placement 41% of Group A and the majority of Group B (47%) noted and improvement in attitude.  The trend was verified when the incomplete 360( questionnaires were removed with 47% of Group A and the majority of Group B 80% noting an increase.
Equal numbers of Group A (41%) and Group B (41%) noted a decrease in ability.  When the incomplete 360( questionnaires were removed the data was consistent in that fewer students continued to note a decrease in ability then an increase in ability, however more of Group A (27%) then Group B (20%) cited a decrease.

More of Group A (18%) then Group B (12%) noted that there was no change in ability and again when the incomplete 360( questionnaires were removed from the data this trend continued with 27% of Group A and 0% of Group B citing that their attitude remained unaffected by their work experience placement.

	Summation:

	Personal Competency Requirements:

EU Key Competency 1 Communication in Mother Tongue requires a positive disposition towards critical and constructive dialogue, an appreciation of aesthetic qualities and a willingness to strive for them, and an interest in interaction with others
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are a positive attitude towards communicating orally and in writing.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their attitude towards communicating meaning and understanding using English, the data indicates that a period on work placement, whether it is undertaken nationally or internationally has a positive impact on students attitude.  Both groups were fairly equally split in their response to the impact their placement had on their attitude, it is noted that the impact is marginally greater on Group B.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s

	Heading
	Description

	EU Key Competency 2 Communication in a Foreign Language Definition:
	Communication in foreign languages broadly shares the main skill dimensions of communication in the mother tongue: it is based on the ability to understand, express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing) in an appropriate range of societal contexts - work, home, leisure, education and training - according to one's wants or needs.  Communication in foreign languages also calls for skills such as mediation and intercultural understanding.  An individual’s level of proficiency will vary between the four dimensions, different languages and according to their background, environment and needs/interests.

	EU Key Competency 2 Communication in a Foreign Language Personal Competency/Attitude Requirement
	A positive attitude involves the appreciation of cultural differences and diversity, and an interest and curiosity in languages and intercultural communication.



	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.




Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s

	
	Question
	Analysis 

	2
	My interest in communicating meaning/understanding using the language of the host country is (range from curiosity in languages to an appreciation of cultural diversity difference)
	Competency in Communicating in a Foreign Language is defined as having an appreciation of cultural differences and diversity, and an interest and curiosity in languages and intercultural communication. 

The response for Group A, who were the only group to undertake an intercultural work based learning experience in a foreign country indicates that the group was fairly equally split in their response with 41% noting an increase, 50% noting a decrease and 9% noting no change in attitude.  

When the incomplete 360( questionnaires were removed from the data was consistent and split fairly equally with the majority (47%) noting an increase in attitude, 40% noting a decrease and 13% citing no change.

	Summation:

	Personal Competency Requirements: EU Key Competency 2 Communication in a Foreign Language requires the appreciation of cultural differences and diversity, and an interest and curiosity in languages and intercultural communication.  In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.  

Response: Asked whether their period on work placement had any impact on their attitude towards communicating meaning/understanding using the language of the host country, the response for Group A was fairly equally split between increase and decrease in understanding which would indicate no significant impact on students attitudes either favourably or unfavourable. 


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	Heading
	Description

	EU Key Competency EU3 a) Mathematical Competence and b) basic competences in science and technology Definition:
	Digital competence involves the confident and critical use of Information Society Technology (IST) for work leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet

	EU Key Competency EU3 a) Mathematical Competence and b) basic competences in science and technology Personal Competency/Attitude Requirement:
	A positive attitude in mathematics is based on the respect of truth and willingness to look for reasons and to assess their validity

	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill

	EU Underpinning Transversal Skill identified:
	EU Underpinning Transversal Skill Critical Thinking


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	
	Question
	Analysis 

	3
	My interest towards looking for the truth and to assess whether it is accurate is
	This question explores student attitudes, before and after their placement, towards mathematics based on a respect of truth and their willingness to look for reasons.

45% of Group A and 41% of Group B noted an improvement in attitude.  While equally 45% of Group A and slightly more of Group B 47% noted a decrease in attitude.  9% of Group A and 12% of Group B cited no change in attitude.

When the incomplete 360( questionnaires were removed the numbers noting an increase (53% of Group A and 70% of Group B) improved slightly.  Almost one third of both groups noted a decrease in attitude 33% of Group A and 30% of Group B while 13% of Group A continued to assert no change in attitude.

	Summation:

	Personal Competency Requirements:

EU Key Competency EU3 a) Mathematical Competence and b) basic competences in science and technology requires a positive attitude towards the respect for truth and a willingness to look for reasons and to assess their validity.

The skill requirement for EU Underpinning Transversal Skill is a positive attitude towards thinking critically. 

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their attitude towards looking for the truth and to assess whether it is accurate, the responses were fairly equally split between increase and decrease in understanding.  The impact on Group B being marginally more favourable then Group A.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 4 Digital Competences Definition:
	Digital competences involve the confident and critical use of Information Society Technology (IST) for work, leisure and communication.  It is underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, produce, present and exchange information, and to communicate and participate in collaborative networks via the Internet.

	EU Key Competency 4 Digital Competences Personal Competency/Attitude Requirement:
	Use of IST requires a critical and reflective attitude towards available information and a responsible use of the interactive media; an interest in engaging in communities and networks for cultural, social and/or professional purposes also supports competence.



	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires a positive attitude towards information and communication technology.

	EU Underpinning Transversal Skill identified:
	Does not specifically address one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	4
	My interest towards using ICT to engage in social and cultural networking is 

(e.g. bebo and facebook etc) 
	When asked about their interest towards using ICT to engage in social and cultural networking, before and after their work experience placement the majority of Group A (50%) and Group B (47%) noted a decrease in attitude.  When the incomplete 360( questionnaires were removed from the data the majority of Group A (40%) continued to note a decrease in interest while 30% of Group B noted a decrease.

27% of Group A and 41% of Group B noted an increase in interest, while almost one quarter (23%) of Group A and 12% of Group B cited no change in attitude.  When the incomplete 360( questionnaires were removed from the data one third (33%) of Group A and the remainder (70%) of Group B noting an increase. 27% of Group A cited no change.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	4
	My interest towards using ICT to engage in professional networking is 

(e.g. moodle and sharepoint etc)
	There is a distinction between professional and social networking.  When asked about their interest towards using ICT to engage in professional networking the response was in contrast to that of interest in social networking.  

In this incidence the majority of Group A 59% noted an increase in interest towards using ICT to engage in professional networking, nearly one third (32%) noted a decrease in interest, while 9% cited no change in attitude.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 73% of Group A citing an increase, 13% noted a decrease and 13% cited no change. 

The majority of Group B (53%) noted a decrease in interest, 35% an increase and 12% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 60% of Group B noting an increase and the remaining 40% citing a decrease in interest in professional networking.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 13% and 24% more likely to become more interested in professional networking as a result of their work placement then their counterparts in Group B.

	Summation:

	Personal Competency Requirements:

EU Key Competency EU 4 Digital Competences a critical and reflective attitude towards available information and a responsible use of the interactive media, an interest in engaging in communities and networks for cultural, social and/or professional purposes.

Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are a positive attitude towards having information and communication technology skills.  In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their attitude towards using ICT to engage in social and cultural networking, the data indicates that a period on work placement, whether it is undertaken nationally or internationally has no significant impact on students attitude.  The data suggests a trend towards the placement decreasing interest for both groups, with Group B noting a more positive response then their counterparts in Group A.  In contrast when asked whether the period on work placement had an impact on their attitude towards using ICT to engage in professional networking, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 13% and 24% more likely to note an increase in interest as opposed to their counterparts in Group B.  Conversely Group B are between 21% and 27% more likely then Group A to note a decrease in interest in professional networking following their placement


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 5 Learning to Learn Definition:
	Learning to learn’ is the ability to pursue and persist in learning. Individuals should be able to organise their own learning, including through effective management of time and information, both individually and in groups. Competence includes awareness of one’s learning process and needs, identifying available opportunities, and the ability to handle obstacles in order to learn successfully. It means gaining, processing and assimilating new knowledge and skills as well as seeking and making use of guidance. Learning to learn engages learners to build on prior learning and life experiences in order to use and apply knowledge and skills in a variety of contexts – at home, at work, in education and training. Motivation and confidence are crucial to an individual’s competence.

	EU Key Competency 5 Learning to Learn Personal Competency/

Attitude Requirement
	A positive attitude includes the motivation and confidence to pursue and succeed at learning throughout one’s life. A problem-solving attitude supports both learning and an individual’s ability to handle obstacles and change. The desire to apply prior learning and life experiences and the curiosity to look for opportunities to learn and apply learning in a variety of life-wide contexts are essential elements of a positive attitude.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires a positive attitude towards taking responsibility for ones own learning and progress.

NCVA FETAC Core Skill requires a positive attitude towards problem solving.

	EU Underpinning Transversal Skill identified:
	EU Underpinning Transversal Skill Problem Solving.

EU Underpinning Transversal Skill Critical Thinking.

	
	Question
	Analysis 

	5
	My interest in taking responsibility for own learning and progress is
	Asked about their interest in taking responsibility for their own learning and progress, it seems a period on work placement, be that national or international, impacts equally on both groups.  45% of Group A and 41% of Group B noted an increase in attitude, and equal 45% of Group A and 35% of Group B noted a decrease in attitude, while 9% of Group A and nearly one quarter (24%) of Group B cited no change in attitude.  

When the incomplete 360( questionnaires were removed the data indicates a slight shift in trend towards both groups indicating a more favourable increase in attitude with 60% Group A and 70% Group B indicating an increase in interest, 33% of Group A and 10% of Group B noted a decrease which was balanced out by 7% of Group A and 20% of Group B citing no change in attitude. 


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	5
	My interest in problem solve
	In this incidence the majority of Group A 50% noted an increase in their interest towards problem solving, 41% noted a decrease in interest while 9% cited no change in attitude.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 60% of Group A citing an increase and the remaining 27% noting a decrease in attitude and 13% citing no change. 

An equal percentage of Group B (41%) noted both an increase and a decrease in interest, with18% citing no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 70% of Group B noting an increase, 20% citing a decrease and 10% citing no change in attitude.

	5
	My interest in handling obstacles and adapting to change is
	In this incidence the majority of Group A 59% noted an increase in attitude towards adapting to change, the remaining 41% noted a decrease in interest.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 73% of Group A citing an increase and the remaining 27% noting a decrease in attitude. The data indicates, that Group A, as a result of an intercultural work based learning, are between 13% and 24% more likely to become more positive about adapting to change as a result of their work placement then their counterparts in Group B.

The majority of Group B (47%) noted a decrease in interest, 35% an increase while18% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 60% of Group B noting an increase, 30% citing a decrease and 10% citing no change in attitude.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 13% and 24% more likely to become more positive about adapting to change as a result of their work placement then their counterparts in Group B.

	5
	My interest in applying my prior learning, life experiences and curiosity to my learning is
	When asked about their interest in applying their prior life experiences to their learning, the majority of Group A 50% noted an increase, 45% noted a decrease in interest while 5% cited no change in attitude.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 60% of Group A citing an increase, one third (33%) noting a decrease in attitude and 7% citing no change. 

41% of Group B noted an increase in attitude with 47% noting a decrease and the remainder of 12% citing no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 70% of Group B noting an increase and the remainder almost one third (30%) citing a decrease in attitude.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	Summation:

	Personal Competency Requirements:

EU Key Competency EU 5 Learning to Learn requires a positive motivational attitude and confidence to pursue and succeed at learning throughout one’s life.

Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are a positive attitude towards taking responsibility for ones own learning and progress and towards problem solving.
The requirement for EU Underpinning Transversal Skill is a positive attitude towards problem solving.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their attitude towards taking responsibility for their own learning and progress, the data indicates that both groups were fairly equally split in their response with the impact on both being marginally in favour of a positive impact on attitude.

Asked whether their period on work placement had any impact on their attitude towards problem solving, the data indicates that both groups were fairly equally split in their response with the impact on both being marginally in favour of a positive impact on attitude to problem solving.

In contract when asked whether the period on work placement had an impact on their attitude towards adapting to change, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 13% and 24% more likely to note an increase in interest as opposed to their counterparts in Group B.

Asked whether their period on work placement had any impact on their interest in applying their prior life experiences to their learning, the data indicates the data indicates that both groups were fairly equally split in their response with the impact being marginally in favour of a positive impact on attitude for both.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	Heading
	Description

	EU Key Competency 6 Interpersonal, intercultural and social competences and civic Competence Definition:
	These competences cover all forms of behavior that equip individuals to participate in an effective and constructive way in social and working life, and particularly in increasingly diverse societies and to resolve conflict where necessary.  Civic competences equip individuals to fully participate in civic life, based on knowledge of social and political concepts and structures and a commitment to active and democratic participation.

	EU Key Competency 6 Interpersonal, intercultural and social competences and civic Competence Personal Competency/

Attitude Requirement
	As regards attitudes, the competence is based on collaboration, assertiveness and integrity. Individuals should have an interest in socio-economic development, intercultural communication, value diversity and respect others, and be prepared both to overcome prejudices and to compromise.

Full respect for human rights including equality as a basis for democracy, appreciation and understanding of differences between value systems of different religious or ethnic groups lay the foundations for a positive attitude. It comprises also the display of a sense of belonging to one’s locality, country, EU and Europe in general and (one’s part of) the world and the willingness to participate in democratic decision making at all levels. Constructive participation also involves civic activities, support for social diversity and cohesion and sustainable development, and a readiness to respect the values and privacy of others.



	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified: 
	Does not specifically addressing one of the EU Underpinning Transversal Skill.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	
	Question
	Analysis 

	6a
	My interest in valuing diversity, respect others and overcome prejudice is
	When asked about their interest in valuing diversity, respect others and overcoming prejudice, 45% of Group A and 29% of Group B noted an increase in attitude.  An equal 45% of Group B noted a decrease in interest while the same could be said for 47% of Group B.  Interestingly only 9% of Group A cited no change in attitude as opposed to nearly one quarter (24%) of Group B.

When the incomplete 360( questionnaires were removed 53% of Group A and 50% of Group B noted an increase in attitude while 40% of Group A and 30% of Group B noted a decrease.  The percentage of Group B citing no change remained high at 20% with Group A remaining steady at 7%.

	6b
	My interest in human rights and the differences between value systems of different religions or ethnic groups is
	When asked about their interest in human rights different religions and ethnic groups, 45% of Group A and 35% of Group B noted an increase in attitude.  An equal 45% of Group B noted a decrease in interest while the same could be said for 47% of Group B.  Only 9% of Group A cited no change in attitude as opposed almost double (18%) of Group B.

When the incomplete 360( questionnaires were removed 53% of Group A and 60% of Group B noted an increase in attitude while 40% of Group A and 30% of Group B noted a decrease.  The percentage of Group A citing no change remained steady at 7% and 10% for Group B.



	6b
	My sense of belonging to locality, country, EU and Europe is 
	When asked whether there was a change in their sense of belonging to locality, country, EU and Europe, the majority of Group A (55%) noted an increase, 14% more then their counterparts in Group B at 41%.  When the incomplete 360( questionnaires were removed from the data the figures remained high with 67% of Group A and 70% of Group B noting an increase.

32% of Group A and 47% of Group B noted a decrease in interest with the remainder 14% of Group A and 12% of Group B citing no change in attitude.  When the incomplete 360( questionnaires were removed 20% of Group A and 30% of Group B noted a decrease with the remainder of Group A 13% citing no change. 


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	Summation:

	Personal Competency Requirements:

EU Key Competency EU 6 Interpersonal, intercultural and social competences and civic competence is based on collaboration, assertiveness and integrity.  Individuals should have an interest in socio-economic development, intercultural communication, value diversity and respect others.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

Asked whether their period on work placement had any impact on their interest in valuing diversity, the data indicates that both groups were fairly equally split in their response with the impact on both being marginally in favour of a positive impact on attitude towards valuing diversity for both.

Asked whether their period on work placement had any impact on their interest in human rights, valuing different religions and ethnic groups, the data indicates that both groups were fairly equally split in their response with the impact being marginally in favour of a positive impact for both.

Asked whether their period on work placement had any impact on their sense of belonging to locality, country, EU and Europe, the data for Group A indicates that an intercultural work based learning has more of a positive impact.  Group B are between 10% and 15% more likely then Group A to note a decrease in interest following their placement.



Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont
	Heading
	Description

	EU Key Competency 7 Entrepreneurship Definition:
	Entrepreneurship refers to an individual’s ability to turn ideas into action. It includes creativity, innovation and risk taking, as well as the ability to plan and manage projects in order to achieve objectives. This supports everyone in day-to-day life at home and in society, employees in being aware of the context of their work and being able to seize opportunities, and is a foundation for more specific skills and knowledge needed by entrepreneurs establishing social or commercial activity.

	EU Key Competency 7 Entrepreneurship Personal Competency/Attitude Requirement:
	An entrepreneurial attitude is characterised by initiative, pro-activity, independence and innovation in personal and social life, as much as at work. It also includes motivation and determination to meet objectives, whether personal goals or aims held in common with others, and/or at work.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC Core Skill requires a positive attitude towards taking initiative.



	EU Underpinning Transversal Skill identified:
	EU Underpinning Transversal Skill Initiative Thinking.



	
	Question
	Analysis 

	7
	My attitude to using my initiative is
	The majority of Group A 55% noted an increase in attitude towards adapting to change, 41% noted a decrease in interest while 5% cited no change. The results were further verified when the incomplete 360( questionnaires were removed from the data with 67% of Group A citing an increase, 27% noting a decrease and 7% citing no change in attitude. 

The majority of Group B (53%) noted a decrease in interest, 29% an increase while18% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 50% of Group B noting an increase, 40% citing a decrease and 10% citing no change in attitude.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 17% and 26% more likely to become more positive about using their initiative as a result of their work placement then their counterparts in Group B.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	7
	My attitude to being pro-active is
	In this incidence the majority of Group A 50% noted an increase in attitude towards being pro active, 45% noted a decrease and 5% cited no change in attitude.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 60% of Group A citing an increase, 33% noting a decrease and the remaining 7% citing no change in attitude.

The majority of Group B (53%) noted a decrease in interest, 35% an increase while12% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 50% of Group B noting an increase, 40% citing a decrease and 10% citing no change in attitude.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 10% and 15% more likely to become more positive about adapting to change as a result of their work placement then their counterparts in Group B

	7
	My attitude to working independently is
	When asked about their interest in working independently, 50% of Group A and 35% of Group B noted an increase in attitude. 47% of Group B noted a decrease in interest while the same could be said for 36% of Group A. 14% of Group A cited no change in attitude as opposed to 18% of Group B.

When the incomplete 360( questionnaires were removed 60% of both Group A and Group B noted an increase in attitude while 20% of Group A and 30% of Group B noted a decrease.  The percentage of Group A citing no change remained high at 20% with 10% Group B noting no change in attitude.

	7
	My attitude to motivating myself is
	When asked about their attitude to motivating themselves, 55% of Group A and 41% of Group B noted an increase in attitude.  The remaining 45% of Group A and 47% of Group B noted a decrease in interest with 12% of Group B citing no change in attitude. When the incomplete 360( questionnaires were removed 67% of Group A and 70% of Group B noted an increase in attitude while the remaining 33% of Group A and 30% of Group B noted a decrease in attitude. 

	7
	My determination to meet goals/objectives is 
	When asked about their interest in meeting goals, 45% of Group A and 35% of Group B noted an increase in attitude.  50% of Group A and 47% of Group B noted a decrease in interest while 5% of Group A and 18% of Group B cited no change.

When the incomplete 360( questionnaires were removed 53% of Group A and 60% of Group B noted an increase in attitude while 40% of Group A and 30% of Group B noted a decrease.  7% of Group A and 10% of Group B cited no change.


Table 7.22 Section 4 Personal Competences (EU 8 + NCVA FETAC SLO’s cont

	7
	My attitude to being innovative in my work or social life is
	The majority of Group A 64% noted an increase in attitude towards being innovative, the remaining 36% noted a decrease in interest.  The results were further verified when the incomplete 360( questionnaires were removed from the data with 80% of Group A citing an increase and the remaining 20% noting a decrease in attitude.

The majority of Group B (53%) noted a decrease in interest, 35% noted an increase while12% cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 60% of Group B noting an increase and the remaining 40% citing no change in attitude.  

The data indicates, that Group A, as a result of an intercultural work based learning, are between 20% and 29% more likely to become more positive about being innovative as a result of their work placement then their counterparts in Group B.

	Summation:

	Personal Competency Requirements:

EU Key Competency EU 7 Entrepreneurship requires initiative, pro-activity, independence and innovation in personal and social life.
Among the core skill requirements for NCVA FETAC Level 5 Work Experience Module are a positive attitude towards taking initiative.

The requirement for EU Underpinning Transversal Skill is a positive attitude towards initiative thinking.
In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on their attitude towards using their initiative, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 17% and 26% more likely to note an increase in interest as opposed to their counterparts in Group B.  Conversely Group B are between 12% and 13% more likely then Group A to note a decrease in interest in using their initiative following their placement
Likewise, when asked whether the period on work placement had an impact on their attitude towards being proactive, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 10% and 15% more likely to note an increase in interest as opposed to their counterparts in Group B who were between 15% and 17% more likely to notice a decrease.
Asked whether their period on work placement had any impact on their interest in working independently, the data for Group A indicates that intercultural work based learning has a more positive impact.  Group B are between 10% and 15% more likely then Group A to note a decrease in interest following their placement.
When asked whether their period on work placement had any impact on their attitude to motivating themselves, the data indicates that a work placement experience whether it is undertaken nationally or internationally has a positive impact on student’s attitudes.   The data for Group A is marginally more favourable then Group B. 

When asked whether their period on work placement had any impact on their attitude to meeting goals, the data indicates that both groups were fairly equally split in their response, with neither indicating any significant differentiation between an increase or decrease in behaviour.

When asked whether the period on work placement had an impact on their attitude towards being innovative, the data for Group A indicates consistently that intercultural work based learning has more of an impact.  Group A are between 20% and 29% more likely to note an increase in interest as opposed to their counterparts in Group B.  Conversely Group B are between 20% and 17% more likely then Group A to note a decrease in interest in being innovative following their placement. 
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	Heading
	Description

	EU Key Competency 8 Cultural Expression Definition:
	Appreciation of the importance of the creative expression of ideas, experiences and emotions in a range of media, including music, performing arts, literature, and the visual arts.

	EU Key Competency 8 Cultural Expression Personal Competency/Attitude Requirement: 
	A strong sense of identity is the basis for respect and open attitude to diversity of cultural expression. A positive attitude also covers creativity, and the willingness to cultivate aesthetic capacity through artistic self-expression and interest in cultural life.



	NCVA FETAC Level 5 Work Experience Module requirement for:
	Does not address a specific NCVA FETAC Core Skill.

	EU Underpinning Transversal Skill identified:
	Does not specifically addressing one of the EU Underpinning Transversal Skill.

	
	Question
	Analysis 

	8
	My attitude to diverse cultural expression is 

(e.g. are you open to the artistic expression of another culture)
	When asked about their attitude to diverse cultural expression, the data notes a change in trend, with the majority of both Group A (45%) and Group B (47%) noting a decrease in interest following their work experience placement.  Nearly one quarter of Group A (23%) and 18% of Group B cited no change in attitude while 32% of Group A and 35% of Group B cited an increase in interest.

When the incomplete 360( questionnaires were removed from the data trend for Group A continues and a slight change is noted for Group B.  The majority of Group A 40% and 30% of Group B noted a decrease in interest.  27% of Group A cited no change by comparison to 10% of Group B, whose work placement did not involve relocating to a different country.  One third of Group A (33%) and 60% of Group B noted an increase in interest.
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	Summation:

	Personal Competency Requirements:

EU Key Competency EU 8 Cultural Expression requires a strong sense of identity is the basis for respect and open attitude to diversity of cultural expression 

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked about their attitude to diverse cultural expression, the data notes a change in trend, with the majority of both Group A and Group B noting a decrease in interest following their work experience placement.
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	Heading
	Description

	EU Key Competency 6 Interpersonal, intercultural and social competences and civic Competence Definition:
	These competences cover all forms of behavior that equip individuals to participate in an effective and constructive way in social and working life, and particularly in increasingly diverse societies and to resolve conflict where necessary.  Civic competences equip individuals to fully participate in civic life, based on knowledge of social and political concepts and structures and a commitment to active and democratic participation.

	EU Key Competency 6 Interpersonal, intercultural and social competences and civic Competence Personal Competency/Attitude Requirement
	As regards attitudes, the competence is based on collaboration, assertiveness and integrity. Individuals should have an interest in socio-economic development, intercultural communication, value diversity and respect others, and be prepared both to overcome prejudices and to compromise.

	NCVA FETAC Level 5 Work Experience Module requirement for:
	NCVA FETAC SLO Unit 2 Experience 10.2.5 requires a positive attitude towards maintaining a workplace journal that describes, reflects on analyses of experiences in the workplace.

NCVA FETAC SLO Unit 3 Review and Evaluation 10.3.1 requires a positive attitude towards critically evaluating overall performance during work experience in light of previously stated goals, personal qualities and prior career aspirations.

NCVA FETAC Core Skill requires a positive attitude towards reflecting on and evaluating quality in own learning and achievements.

NCVA FETAC Core Skill requires a positive attitude towards working effectively in groups.

NCVA FETAC Core Skill requires a positive attitude towards listening effectively.

	EU Underpinning Transversal Skill identified:


	EU Underpinning Transversal Skill Critical Thinking.
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	Question
	Analysis 

	9
	My attitude to reflecting on own learning
	The majority of Group A 64% noted an increase in attitude towards reflecting on their own learning, 27% noted a decrease in interest while 9% cited no change. The results were further verified when the incomplete 360( questionnaires were removed from the data with 80% of Group A citing an increase, 7% noting a decrease and 13% citing no change in attitude. 

The majority of Group B (41%) noted a decrease in interest, 35% an increase while nearly one quarter (24%) cited no change.  When the incomplete 360( questionnaires were removed from the data the results shifted towards a more favourable outcome with 60% of Group B noting an increase, 20% citing a decrease and 20% citing no change in attitude.

The data indicates, that Group A, as a result of an intercultural work based learning, are between 20% and 29% more likely to become more positive towards reflecting on their own learning as a result of their work placement then their counterparts in Group B.

	9
	My interest in evaluating own learning
	When asked about their interest in evaluating their own learning, 50% of Group A and 35% of Group B noted an increase in attitude. 41% of Group A and 47% of Group B noted a decrease while 9% of Group A cited no change in attitude as opposed double that (18%) of Group B.

When the incomplete 360( questionnaires were removed 60% of both Group A and Group B noted an increase in attitude while 27% of Group A and 30% of Group B noted a decrease. 13% of Group A and 10% Group B noted no change in attitude.

	9
	My attitude to working in teams
	When asked about their attitude to working in teams, and equal 41% of Group A and Group B noted an increase in attitude.  45% of Group A and similarly 47% of Group B noted a decrease in attitude while 14% of Group A and 12% of Group B cited no change in attitude.

When the incomplete 360( questionnaires were removed 47% of Group A and 70% of Group B noted an increase in attitude while one third (33%) of Group A and the remainder of (30%) of Group B noted a decrease.  The percentage of Group A citing no change remained high at 20%.

	9
	My attitude to listening effectively
	When asked about their attitude to listening effectively, 36% of Group A and 35% of Group B noted an increase in attitude. 50% of Group A and 47% of Group B noted a decrease in interest while 14% of Group A and 18% of Group B cited no change.

When the incomplete 360( questionnaires were removed 40% of Group A and 60% of Group B noted an increase in attitude while 40% of Group A and 30% of Group B noted a decrease.  The percentage of Group A citing no change remained high at 20% with 10% Group B noting no change in attitude.
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	9
	My attitude towards being flexible
	When asked about their attitude towards being flexible, 45% of Group A and 35% of Group B noted an increase in attitude. An equal 41% of both Group A and B noted a decrease in interest while 14% of Group A cited no change in attitude as opposed to 24% of Group B.

When the incomplete 360( questionnaires were removed 53% of Group A and 60% of Group B noted an increase in attitude while 27% of Group A and 20% of Group B noted a decrease.  The percentage of Group A and Group B citing no change remained high at an equal 20%.

	9
	My attitude to working with people of different ages and gender is
	When asked about their attitude to working with people of different ages and gender, there was a change in trend with the majority of both groups (50% of Group A and 47% of Group B noting a decrease in attitude.  45% of Group A and 35% of Group B noted an increase in attitude with 5% of Group A and three times as many (18%) of Group B citing no change.

When the incomplete 360( questionnaires were removed 53% of Group A and 60% of Group B noted an increase in attitude while 40% of Group A and 30% of Group B noted a decrease.  7% of Group A and 10% of Group B cited no change in attitude.

	9
	My attitude to working with people from different cultural and ethnic backgrounds is
	When asked about their attitude to working with people from different cultural and ethnic backgrounds, 45% of Group A and 41% of Group B noted an increase in attitude. An equal 45% of Group A and 47% noted a decrease in interest while 9% of Group A and 12% of Group B cited no change in attitude.

When the incomplete 360( questionnaires were removed 53% of Group A and 70% of Group B noted an increase in attitude while a third (33%) of Group A and the remainder (30%) of Group B noted a decrease.   13% of Group A cited no change in attitude.
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	Summation:

	Personal Competency Requirements:

EU Key Competency EU 6 Interpersonal, intercultural and social competences and civic competence requires a positive attitude towards collaboration, assertiveness and integrity. Individuals should have an interest in socio-economic development, intercultural communication, value diversity and respect others, and be prepared both to overcome prejudices and to compromise.

The NCVA FETAC Level 5 Work Experience Module requirement for:

NCVA FETAC SLO Unit 2 Experience 10.2.5 requires a positive attitude towards maintaining a workplace journal that describes, reflects on analyses of experiences in the workplace.

NCVA FETAC SLO Unit 3 Review and Evaluation 10.3.1 requires a positive attitude towards critically evaluating overall performance during work experience in light of previously stated goals, personal qualities and prior career aspirations.

NCVA FETAC Core Skill requires a positive attitude towards reflecting on and evaluating quality in own learning and achievements.

NCVA FETAC Core Skill requires a positive attitude towards working effectively in groups.

NCVA FETAC Core Skill requires a positive attitude towards listening effectively.

The requirement for EU Underpinning Transversal Skill is a positive attitude towards critical thinking.

In order to measure whether there was a change in skills as a result of their work placement activity a 360( questionnaire was circulated to the students, their peers and their tutors before and after the placement activity.

Response:

When asked whether the period on work placement had an impact on NCVA FETAC Core Skill and NCVA FETAC SLO 10.2.5 interest in reflecting on their own learning, the data for Group A indicates consistently that an intercultural work based learning experiece has more of an impact.  Group A are between 20% and 29% more likely to note an increase in interest as opposed to their counterparts in Group B.  Conversely Group B are between 13% and 14% more likely then Group A to note a decrease in interest in using their initiative following their placement
Asked whether their period on work placement had any impact on NCVA FETAC SLO 10.3.1 interest in evaluating their own learning, the data indicates that a work placement experience whether it is undertaken nationally or internationally has a positive impact on student’s attitudes.   The data for Group A is marginally more favourable then Group B. 

Asked whether their period on work placement had any impact on NCVA FETAC Core Skill interest in working in teams, the data indicates that both groups were fairly equally split in their response with the impact being marginally in favour of a positive impact on Group B.
Asked whether their period on work placement had any impact on NCVA FETAC Core Skill attitude to listening effectively, the data indicates that both groups were fairly equally split in their response.  There was no significant differentiation in impact on behaviour.

Asked whether their period on work placement had any impact on EU Transversal Skill attitude to being flexible, the data indicates that both groups were fairly equally split in their response with the impact being marginally in favour of a positive impact for both.
The following two questions address EU Key Competency 6 interpersonal, intercultural and social competences and civic competence:

Asked whether their period on work placement had any impact on their attitude to working with people of different ages and gender, the data indicates that both groups were fairly equally split in their response.  There was no significant differentiation in impact on behaviour.

Asked whether their period on work placement had any impact on their towards working with people from different cultures and ethnic backgrounds, the data indicates that both groups were fairly equally split in their response.  The data for Group B suggests that the impact is marginally in favour of a positive impact on Group B.
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Comprehensive analysis of the data Section One Core Skills (EU 8 + NCVA FETAC SLO’s):
In total 81 questions were presented in a 360( questionnaire to the students, their tutors and their peers.  Of the 81 questions 6 were not relevant to Group B as they measured skills, knowledge and competences relating to EU Competency 2 Communication in a Foreign Language (Group B’s placement was undertaken nationally and did not require communication in a foreign language). 

Of the remaining 75 questions which were relevant to both Group A and Group B: 28 questions measured the impact of work placement on skills, 22 questions measured the impact of work placement on knowledge and 25 questions measured the impact of work placement on personal competences.

The data indicates that of the 28 questions listed in the skills section, 16 (57%) indicated that an intercultural mobility work based learning experience had a greater impact on skills then a national work experience work placement, 7 of the 28 (25%) indicated that a national work placement had more of an impact then an intercultural work based learning experience and the remaining 5 concluded that an intercultural work based learning experience and a national work experience placement had equal impact on skills attainment.  More significantly, on closer analysis, a student undertaking an international work experience placement is 32% more likely to note an increase in skills then a student undertaking a national work experience placement.

The data indicates that of the 22 questions listed in the knowledge section, 14 (64%) indicated that an intercultural work based learning experience had a greater impact then a national work experience work placement, 7 of the 22 (32%) indicated that a national work placement had more of an impact then an intercultural work based learning experience.  The data for the 1 remaining question concluded that the intercultural work based learning experience and the national work experience placement had equal impact on knowledge and understanding. Noticeably, on closer analysis, a student undertaking an intercultural work based learning experience is 32% more likely to note an increase in knowledge then a student undertaking a national work experience placement.
Finally, on review of the 25 questions listed in the section measuring the impact of work placement on personal competences and attitude, 9 (36%) favoured an intercultural work based learning experience, 5 (20%) favoured a national work placement while 11 questions noted that the intercultural work based learning experience and the national work experience placement had equal impact on personal competences and attitude.  Indicating that a student undertaking an intercultural work based learning experience is 16% more likely to note an increase in personal competences and attitude then a student undertaking a national work experience placement.

From a total of 75 questions presented to students, their tutors and their peers, 39 (52%) indicated that an intercultural work based learning experience had a greater impact then a national work experience placement. 19 (25%) indicated that an national work experience placement has more of an impact then an intercultural work based learning experience.  The remaining 17 questions noted that the intercultural work based learning experience and the national work experience placement had equal impact on skills, knowledge and personal competences.  A student undertaking an intercultural work based learning experience is therefore 27% more likely to note an increase in skills, knowledge and personal competences then a student undertaking a national work experience placement.

Concluding that an intercultural work based learning experience, learning by leaving or learner mobility has a greater impact when employed as a pedagogic tool to develop skills, knowledge and personal competency then a national work experience placement.  Whether it is a cost effective pedagogic tool will be explored in the section eight of this research, where the data is analysed using the Jack Phillips return on investment model.

Section Eight: Isolating the impact of intercultural learner mobility on the learning environment: a return on investment analysis.
Overview:
The relationship between the investment in learning and any subsequent “return” on investment for the various stakeholders in education as well as, the individual and employers is analysed in this section.   Five key areas were identified: absenteeism; academic performance; access, progression, transfer and employability.

Absenteeism is an ongoing problem that appears to transcend educational establishments and countries.  A review of literature on the subject of absenteeism gives us an indication of the extent of the problem and the subsequent impact on academic performance and grade attainment (Gump 2006; Timmins and Kaliszer 2002; Cader, Stevens and Brown 2003; Longhurst 1999; Durden and Ellis 1995; Person 1990).

In 2010 a European Commission staff working paper proposed the priority of early school leaving as one of the main challenges facing European society.  A key objective of the European Commission is to reduce early school leaving from the 2009 figure of 14.4% to less than 10% by 2020.

A 2011 longitudinal impact study carried out by the National Centre for Vocational Education Research Ltd (NCVER) on behalf of the Australian Department of Education, Employment and Workplace Relations claims that work based learning improves academic performance and increases the likelihood of completion (Arnett and Slack 2007).  While Berryman and Bailey (1992) argue that people do not predictably transfer knowledge to everyday practice or indeed everyday practice to their school activities.

The concept of Lifelong Learning has been around since 1700, with hindsight transformations to education systems are usually triggered by changes in society either socially, culturally, politically or economically.  Market forces resulted in a decline in manufacturing and allied industries in Europe while multi-nationals in their drive for profits relocated to low wage, low cost economies in Eastern Europe, China or India (UNESCO 2003).  Europe became acutely aware that citizens were its most important natural resource.  Since the 1990’s education policy has accelerated.  There is no denying that globalisation has played a significant role in this sudden shift.  The focus on Lifelong Learning since the 1990’s could therefore be described as one of necessity.  In order for Europe to remain competitive, citizens had to upskill and retrain.  This brought about a policy of massification of education and training provision.  As a new opportunities for all education system emerged gaps in provision were highlighted: the whole area of access, transfer and progression was thrust into the spotlight. 
Recent reports coming out of the UK, Ireland and America (Woodman and Hutchings 2011, Banks et al 2010 and Hagarty 2011) suggest that there is growing urgency from employers calling on educators to address the lack of skills training for employment.  Employers also acknowledge that skills training is not solely the remit of education providers.  They recognise that they must play their part in the development of industry specific curriculum and in the delivery of hands on practical workplace experience skills training.
While Government can set the scene by create the environment for change at a macro level, stakeholders operating at the coalface have the task of translating macro policy into operating procedures at a micro level.   Motivating and engaging individuals to learn, making lifelong learning a reality for all and ultimately ensuring that citizens become more employable is an unenviable challenge.

The aim of this study is to explore mobility as a phenomenon through themes identified in academic theory/knowledge and to analysis whether the intercultural mobility as a pedagogic tool not only reinforces learning but impacts directly on: abseentism; academic performance (attainment and achievement); motivation to access, transfer or progress in education and employability.  Any improvement in these areas ultimately impacts on: the individual learner; stakeholders involved in the process of delivery; the development and funding of education provision; on the European Commissions Lifelong Learning policy and on employers.


Fig1.1,Overview of key areas of research activities

Bloom’s (1956) Taxonomy of Reinforcement and Kirkpatrick’s 4 Levels of Evaluation: reaction satisfaction. learning, application implementation and business impact (1994) provides a basis for measuring an individuals learning and evaluating the impact of that learning on behaviour.  Philips (2000) takes Kirkpatrick’s impact on learning one step further by placing a return on investment on the learning outcomes and subsequent change in behaviour.

Using a 360( questionnaire this study explores with the students, their class peers and their tutors whether there was a discernible change in behaviour towards absenteeism, course work, grade attainment, motivation for further studies and employability.  The study will measure the impact of work based learning on the learner while isolating the impact of an intercultural mobility experience on the learning environment with the overarching aim of analysing the return on investment for the various stakeholders involved the process.
8.1 Impact measurement - Absenteeism 
The relationship between the investment in learning on behalf of the education provider and the individual and any subsequent return on investment in terms of absenteeism is analysed in this section.

In Ireland reports on primary and post primary attendance are submitted yearly to the National Educational Welfare Board (NEWB). The NEWB report (Millar 2009) gives an insight into absenteeism rates in the primary and post primary sector in Ireland.  For clarification: primary and post primary in Ireland include primary schools as well as secondary and further education schools (Croke to Ryan 2011).  Further education colleges providing leaving certificate courses are therefore defined as post primary.  In the period 2009/10 there were 730 schools/colleges in the post primary sector, with a total of 350,685 full time students, 38,000 of which were classified as further education students.  Unfortunately absenteeism figures specifically relating to the further education sector in Ireland are not available as vocational schools are not compelled to return data for inclusion in the NEWB report, with the results that 22 of the 24 vocational schools are not accounted for.  The report does however state that, rates of absenteeism in vocational/further education sector are generally higher then that experienced in the primary and post primary sector.  The figures (table 8.1) serve to give an indication of the scale of the problem.  Miller (2009) states that absenteeism in primary schools averages 6% and 8% in post primary schools.  This equates to 57,000 pupils missing school each day, a loss of 12 school days per pupil per year at primary level and 13 days per student per year at post primary level.  12% of primary and 13% of post primary were absent for 20 days or more.  This equates to 58,000 and 57,000 students respectively.   Compared with the England, Ireland has higher rates of absenteeism:

	Total absenteeism rates in Ireland, England and Scotland 2007/2008

	Country
	Primary
	Post Primary

	Ireland
	6.5%
	7.7%

	England
	5.3%
	7.3%

	Scotland
	4.9%
	8.9%


Table 8.1 Total absenteeism rates in Ireland, England and Scotland 2007/2008

The report reveals that primary schools with high non-attendance are more likely to have higher proportions of pupils living in local authority housing, more lone parent families and more families where the main earner is unemployed.  Higher rates of absenteeism are linked to higher rates of poverty, high dropout rates and poor performance in exams. 

While the NEWM report attributes socio economic factors as the main contributors to high rates of absenteeism, a review of literature on the subject gives an indication of the extent of the problem at tertiary level: Gump 2006; Timmins and Kaliszer 2002; Cader, Stevens and Brown 2003; Longhurst 1999; Durden and Ellis 1995 and Person 1990.  
Theories on the possible factors contributing to the problem range from: family social and work commitments, illness, faking illness, family emergencies, lecture timetabling that conflicts with work commitments; attitude and motivation.  It is fair to say, having reviewed the literature, that absenteeism and any subsequent consequences for the learner and the educator transcends country, educational institution and field of learning.
Bourgeois et al (1999) accept that absenteeism as a right of passage for students at tertiary level: a coming of age in the development of autonomous adults, occurring as a circumstance of life events and the changing profile of students.  Fishbein and Ajzens’ (1975) expectancy value model maintains that attitudes lead to intentions and intentions lead to behaviours.  For this reason student attitudes become the focus of absenteeism.  A lack of inherent motivation is often identified as a behaviour that increases the rate of absenteeism.

Gump (2006) surveyed 175 students to examine whether attitudes towards non- attendance compared to actual attendance.  The results of the survey conclude that attitudes correlate to attendance.  The research also points to further studies that repeatedly indicate that attendance correlates to grade attainment: Van Blerkon 1992; Wyatt 1992; Gunn 1993; Launius 1997; Friedman et al 2001; Clump et al 2003; Gump 2005.

Hunter and Tetley (1999) interviewed 168 full time students to explore the reasons for attendance and nonattendance.  What excites students about lectures and what encourages them to attend:

	Reasons students attend lectures are:
	Reasons for nonattendance include: 

	· interest; 
	· failure to connect the content of the lecture to the real world;

	· difficult lecture topic that is hard to make up; 
	· availability of lecture notes on-line; 

	· relevance to qualification; 
	· unexciting; 

	· the material handed out;
	· unchallenging; 

	· a liking for the subject and
	· time of lecture and

	· a good lecturer.
	· competition with other assignment commitments. 


Table 8.2 Reasons for student attendance and nonattendance

Cader and Stevens (2003) study into absenteeism rates in Australia investigates why students are not motivated to attend lectures. The Australian education system at tertiary level is demand driven, not unlike Ireland.  According to Freidman, Rodriguez et al (2001) nonattendance can be as high as 25%.  Traditionally student intake has comprised of students who either dedicated themselves completely to full time study or professionals who studied part-time to improve their career trajectory.  Today we see different demographic, one where an increasing number of students study full time but work part time to cover their living expenses (Byrne 2008).
At the time Cader and Stevens (2003) undertook their research many studies existed to demonstrate a link between high absenteeism and poor grades, research on motivational theories were just beginning to emerge. The findings of their longitudinal study indicated that part time work commitments; lecture timetables, the availability of electronic lecture material and illness were the main reasons for nonattendance.  More interestingly among the reasons for attendance were:
· motivation to understand, learn and increase knowledge of their chosen subject 37.2%;

· an interesting learning environment 20.9%; 

· anxiety around falling behind as a consequence of missing a lecture 20.9%

· fear of failure 14.3%.
Durden and Ellis (1995) underpinned this theory in their study which proved that students’ performance deteriorated when four or more classes were missed.

Cader and Stevens (2003) propose that full time attendance is compromised when a student realises that they can both earn money and manage a full time education programme while also suggesting that a highly motivated student will attend to increase knowledge and understanding, to learn and for the most part students say they enjoy the learning environment. Cader and Stevens conclude that more research needs to be undertaken into the delivery of lectures and learning materials in order to fully understand what motivates students to attend and enjoy the learning environment as well as advocating for a more learner centered approach where the student is treated as a client and not just a vessel and where the demands of the modern day students’ life are taken into account.
Person (1990) discusses motivational theories in education.  Learners need to have a sense of belonging and self worth, a sense of achievement and extrinsic acknowledgement.  A good facilitator will have the capacity to create a situation of co-operation allowing the student to satisfy their need to belong and to feel powerful.  Person also makes the very valid point that bored workers do not produce good work. 

A 2010 European Commission staff working paper proposed the recommendation for Council to tackle early school leavers as one of the main challenges facing European societies.  In 2000 the rates of early school leavers across Europe stood at 18%, by 2009 this figure had reduced to 14.4% a reduction of 1.5 million early school leavers.  The impact of leaving school early for the individual cannot be underestimated.  In 2009 52% of all early school leavers were unemployed.  The factors contributing to early school leaving are not dissimilar to those cited for absenteeism: socially disadvantaged vulnerable groups (EuroFound 2010); history of disengagement with education; poor achievement in school and poor educational resilience (Luthar et al 2000).  Some countries register higher levels of drop out in certain vocational tracks, while others register a lower dropout in apprenticeship tracks (GHK 2005).  According to Kendal and Kinder (2005) while vocational education and training increases motivation to learn, it is more flexible and has a more appropriate pedagogy, the rates of early school leaving are higher in vocational training then in any other educational sector.   This is further supported in the NCVER report (2011) which indicates that drop out rates for both full and part time students in vocational education and training is higher then that of their counterparts in higher education:

	Sector
	Status
	Drop out rate
	Sector
	Status
	Drop out rate

	VET 
	full time
	23%
	H.Ed 
	full time
	19%

	
	part time
	37%
	
	part time
	34%


Table 8.3 Drop out for VET and Higher Ed. Students NCVER report 2011

In addition to socio economic factors of weak academic performance and grade attainment contributing factors include: structure, social status and image.

The National Audit Office in Finland (2009) has calculated the cost of early school leaving to the individual to be €27,500 per annum.  Over the course of an adult life this equates to 1.1 million euro.  A similar study undertaken by CEDEFOP (2010) estimated the cost to adults living in The Netherlands to be somewhere in the region of 1.8 million euro.  

The 2010 Commission Staff Working Paper identifies high rates of school leavers as being detrimental to making lifelong learning a reality while citing that “it increases the rate of unemployment, poverty and social exclusion” early school leavers represent a “waste of individual life opportunities and a waste of social and economic potential” (European Commission 2010 pg4).

There are mixed feelings about the relationship between attendance and academic performance but what does emerge strongly from the body of literature reviewed is the central theme of motivation and subsequently how it impacts on non-attendance and academic performance.  What also becomes clear is that attendance is not only down to the student and their learning style but also that the educator and the learning environment play a role.
On analysis of the data gathered in this study the majority of students in Group A (45%) and Group B (41%) indicate that as a result of their work placement their absenteeism in college improved by 80 to 100%.  The result is further verified when the incomplete 360( questionnaires were removed with an overwhelming 60% of Group A and Group B indicating that their absenteeism in college improved 80 to 100% as a result of their work placement experience.  This would indicate that, according to students themselves, a work placement experience whether undertaken nationally or internationally has a positive impact on absenteeism rates in college:
	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	Student
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	23%
	9%
	5%
	5%
	14%
	45%
	100%

	Xb
	41%
	12%
	0%
	0%
	6%
	41%
	100%

	+/-
	-18%
	-3%
	+5%
	+5%
	+8%
	+4%
	


Table 8.4 Question 5.1.1 Xa1 and Xb1 Y1 
	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	Student
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	n/a
	13%
	7%
	7%
	13%
	60%
	100%

	Xb
	n/a
	30%
	0%
	0%
	10%
	60%
	100%

	+/-
	
	-17%
	+7%
	+7%
	+3%
	0%
	


Table 8.5 Question 5.1.1 Xa1 and Xb1 Y2 

When the same question was asked of the students’ peers, a similar response was observed.  45% of Group A peers and 47% of Group B peers indicated that students’ absenteeism improved 80 to 100% as a result of their work experience placement.  The result is further verified when the incomplete 360( questionnaires were removed with 60% of Group A and 70% of Group B indicating an 80 to 100% improvement.  
However it should be noted that peers for Group B peers are 10% more likely to see an 80 – 100% improvement in absenteeism following work experience placement than peers in Group A.  This would suggest that according to the students’ peer a national work experience placement has a greater impact on absenteeism rates than an intercultural mobility work placement:

	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	Peer
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	23%
	9%
	9%
	9%
	5%
	45%
	100%

	Xb
	35%
	12%
	0%
	6%
	0%
	47%
	100%

	+/-
	-12%
	-3%
	+9%
	+3%
	+5%
	-2%
	


Table 8.6 Question 5.1.1 Xa3 and Xb3 Y1 

	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	Peer
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	n/a
	7%
	13%
	13%
	7%
	60%
	100%

	Xb
	n/a
	20%
	0%
	10%
	0%
	70%
	100%

	+/-
	
	-13%
	+13%
	+3%
	+7%
	-10%
	


Table 8.7 Question 5.1.1 Xa3 and Xb3 Y2

The response from the students’ tutors was not as positive, with 50%, the majority of Group A and 35% Group B giving a neutral response.  23% of Group A indicated that they saw a 60-80% improvement while 35% of Group B indicated that they saw a 0-20% improvement.  The data would suggest that according to their tutors Group A’s work experience placement has a greater impact on absenteeism rates then Group B’s.  However when the results are further verified by removing the incomplete 360( questionnaires the data indicates that the impact on absenteeism in both groups was similar:

	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	Tutor
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	50%
	9%
	0%
	0%
	23%
	18%
	100%

	Xb
	35%
	35%
	0%
	0%
	12%
	18%
	100%

	+/-
	+15%
	-26%
	0%
	0%
	+11%
	0%
	


Table 8.8 Question 5.1.1 Xa2 and Xb2 Y1
	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	Tutor
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	47%
	13%
	0%
	0%
	13%
	27%
	100%

	Xb
	40%
	20%
	0%
	0%
	20%
	20%
	100%

	+/-
	+7%
	-7%
	0%
	0%
	-7%
	+7%
	


Table 8.9 Question 5.1.1 Xa2 and Xb2 Y2 
When the data is consolidated in a 360( response the absenteeism rates for both Group A and Group B improved 60% to 80% for 36% of Group A and 35% of Group B.  It should be noted that the improvement in absenteeism rates for Group A are overall slightly higher than that of Group B.  This would suggest that according to the consolidated 360( response the intercultural mobility work placement has a more positive impact on absenteeism then a national one:

	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	360( 
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	32%
	9%
	5%
	5%
	14%
	36%
	100%

	Xb
	37%
	20%
	0%
	2%
	6%
	35%
	100%

	+/-
	-5%
	-11%
	+5%
	+3%
	+8%
	+1%
	


Table 8.10 Question 5.1.1 Xa4 and Xb4 Y1

	Q. 5.1.1 As a result of my workplacement experience my absenteeism in college improved

	360(
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	15%
	11%
	7%
	7%
	11%
	49%
	100%

	Xb
	14%
	23%
	0%
	3%
	10%
	50%
	100%

	+/-
	-5%
	-11%
	+5%
	+3%
	+8%
	+1%
	


Table 8.11 Question 5.1.1 Xa4 and Xb4 Y2 

Many students have a part-time job to fund their living expenses while attending further and higher education.  Often they will work in jobs unrelated to their field of study.  Anecdotal evidence from Leonardo Mobility reports suggests that obtaining approval for annual leave from their employers can be a barrier to participating in work experience placement.  Often students run the risk of losing their job by going on work experience placement.

For this reason it was of interest to explore whether there are any benefits to work placement for the employer.  Section 5.5 of this study explores employability in more depth by gathering data on the impact a work experience placement has on the students’ absenteeism in work.  The results on absenteeism rates in work below indicate that the majority of students in Group A and B either gave no response or a neutral response.  However a combined total of 36% of Group A and 30% of Group B either strongly agreed or agreed that following their work experience placement their absenteeism from work improved:
	Q. 5.5.1 As a result of my workplacement experience my absenteeism in work has improved:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	5%
	5%
	32%
	9%
	27%
	100%

	Xb
	35%
	0%
	0%
	35%
	12%
	18%
	100%

	+/-
	-13%
	5%
	5%
	-3%
	-3%
	9%
	


Table 8.12 Question 9.5.5.1 Xa1 and Xb1 Y1
	Q. 5.5.1 As a result of my workplacement experience my absenteeism in work has improved:

	Aggregated Total Strongly Agree plus Agree

	Self
	Strongly Agree
	Agree
	Aggregate 

	Xa
	27%
	9%
	36%

	Xb
	18%
	12%
	30%

	+/-
	
	
	+6%


Table 8.13 Aggregated total and differentiation Xa1 and Xb1 Strongly Agree plus Agree question 5.3.2 Y1 

The response was further validated when the incomplete 360( questionnaires were removed.  Nearly half the respondents, 47% of Group A and 50% of Group B gave a Neutral response.  However of the remaining 50% of the respondents the majority agreed that as a result of their work placement experience their absenteeism in work improved.  This clearly indicates that a work placement experience whether it is undertaken nationally or internationally has a positive impact on absenteeism rates in work:

	Q. 5.5.1 As a result of my workplacement experience my absenteeism in work has improved:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	7%
	47%
	13%
	33%
	100%

	Xb
	n/a
	0%
	0%
	50%
	20%
	30%
	100%

	+/-
	n/a
	0%
	7%
	-3%
	-7%
	3%
	


Table 8.14 Question 9.5.5.1 Xa1 and Xb1 Y2 

In summary:

When asked if their work experience placement had an impact on absenteeism rates in college and in work:

1. A work placement experience has a positive impact on student’s absenteeism rates in college.
2. A work placement experience has a positive impact on student’s absenteeism rates in their place of employment.

In Conclusion: 
For the European Union DG Education and Culture Lifelong Learning Programme Leonardo da Vinci: work placement has a positive impact on student’s motivation to attend college and work.  Motivation to attend lectures encourages learning and academic performance, while also responding to education and employers needs, which in turn contributes to the Lifelong Learning Programme objective to make Europe world referenced knowledge based economy.  A reduction in absenteeism also reduces the potential for individuals to leave school early, which combats the subsequent adverse effects on social and economic policy in terms of unemployment, poverty and social exclusion. 

For Ministries of Education: work placement programmes motivate students to attend lectures and to turn up in work, representing a significant saving to the taxpayer and employers.  Absenteeism is linked to poverty, high drop out rates and poor performance in exams.  With absenteeism rates running, at a minimum, between 6% and 8% nationally and early school leaving across Europe running at 14% any cost effective initiative that encourages the learner to stay in school and achieve is a positive one.

For Education providers: introducing work placement as a pedagogic tool to the curriculum will led to students being more motivated to attend and will positively impact on academic performance and grade attainment, while also increasing the likelihood of completion.

For the Learner: studies indicate that missing more than 4 classes has an adverse effect on learning and grade attainment.  A work placement increases motivation to attend, which leads to a sense of belonging and self worth.  This in turn impacts positively on achievement; grade attainment being an extrinsic acknowledgement of that.
8.2 Impact measurement – Grades, Academic Performance and Attainment
The relationship between the investment in learning on behalf of the education providers, the individual and any subsequent return on investment in terms of academic performance and attainment is analysed in this section.

Sharma et al (2005) investigate the relationship between student centered tutorials and examination performance, their findings suggest that students working together in groups attain higher grades then those who do not.  But, what of grade performance in relation to work based learning?

Educators who support work based learning will claim that work experience improves students’ academic performance.  In 1999 Hughes et al undertook a review of existing studies: Dewey 1938; Scribner 1986; Sternberg 1986; Lave 1988; Urquiola et al 1997 to name but a few from the extensive list. Their review entitled Work Based Learning and Academic Skills, notes with interest that in the late 1990’s America brought in a School to Work Act.  The Act states that students learn in context rather than in abstract.  Opponents of the Act saw work based learning as a threat to education curriculum (Urquiola et al 1997).  This gave rise to supporters claiming that work based learning contributed to academic learning.  Since then, according to Hughes et al “the academic reinforcement claim has been ubiquitous” (Hughes et al 1999 pg2).  For practitioners the relationship between classroom learning and work based learning has tended to be assumed.

Scribner (1986) and Sternberg (1986) and Lave (1998) suggest that people rarely perform the kinds of cognitive operations outside the classroom that they do inside the classroom.  Cole, Hood and McDermot (1978) argue that people don’t think the same way in real world situation as they do in laboratories; cognitive activity varies across social context.  While Berryman and Bailey (1992) point out that individuals do not predictably transfer school knowledge to everyday practice neither do they transfer everyday practice to school activities, even when one is clearly relevant to the other.  So, if we were to think about it the question would be: do people do things in the real world the same way they do things in a classroom?

On review Hughes et al (1999) did not find strong evidence to support the assertions that work based learning improves academic performance, a view put forward by advocates of work based learning, but they did conclude that school and work are different and that if there is no transfer between the two then students need the experience of both in order to be fully prepared.  Work based learning, they assert, is a form of learning and should be supported.

Undoubtedly there is a connection between: knowledge learning and work based learning.  The theory of reinforced learning was asserted by Bloom as far back as 1956.  Learning or knowledge can be reinforcement through work based activities or application: learning takes place when the theory of the classroom is explored in a real setting, this enables the learner to take their understanding beyond a concept to include: comprehension; analysis, synthesis and evaluation.
Brown (1989) argues that people learn more when they use their knowledge in a meaningful social context.  For example:

	Accounting 
	Domain

	Student learns double entry book keeping
	Learning

	Student takes it to the work environment
	Situated/reinforced Learning

	The double entry book keeping sits in to a work process
	Analysis

	The book keeping and work process are effected by time demands and customer needs
	Evaluation

	Analysis of the process and evaluation of the situation results in a strategy tailored to the specific requirements of the work
	Synthesis 


Table 8.15 example of Blooms reinforced/situated learning. 

Motivation is a connection between learning and work based learning that can not be overlooked.  Realising that academic learning has a meaning in the real world can be an incentive to study.  In a study undertaken by the Academy for Educational Development (1995): 69% of respondents indicated that their summer internship motivated them to continue in education.  Bailey and Merritt (1997 cited in Hughes et al 1999 pg22) perhaps gives the most human account of the impact of work based learning “many students come to me at risk and leave college bound, this change in aspiration and goal is the most obvious case in which school to work promotes academic learning” 

Dewey (1938) believed that acquiring complex academic knowledge requires “doing” rather then studying.  This raises the question of the pedagogic content of work based learning and also the student’s engagement with it, which is analysed in section 6 of this study.
Greenberger and Steinberg (1986) contend that work affects student outcomes negatively while Mortimer and Johnson (1997) found that those who worked had a better grade point average as well as higher educational and occupational aspirations.  Under the right conditions work can have a positive effect on academic attainment.

A survey of 1,000 American teenagers entitled “Getting by: what American teenagers really think about their schools” (Johnson, Farkas and Bers 1997) reveals that most students feel they could do better in school if they tried, except that they have minimal interest in the academic subjects and most felt that they would not use the things the were taught in school in the real world.  This supports the theory that encountering school related knowledge/theory in the real world setting of work develops a motivation to study harder in school.  As one of the respondents claimed “his work placement experience straightened him out because now he knows what he wants to do and what he has to do to get there” (Johnson et al 1997 cited in Hughes et al 1999 pg 35).  At the time of their study Johnson et al claim that there was no data out there to test the claim primarily because it is difficult to trace the impact of experiences on attitudes.  This return on investment study is an attempt to investigate the impact of experience on attitude.

By 2011 the impact of work on completion rates and employability was receiving more attention.  A longitudinal impact study carried out by (NCVER) on behalf of the Australian Department of Education, Employment and Workplace Relations (2011) claims that work based learning improves academic performance and increases the likelihood of completion.  Key messages from the report indicate that for students studying full time: 
· working 16-24 hours reduces completion by 8%;

· working 24 hours plus reduces completion by 14%; 

· working in a career job has a significant and positive impact on completion;

· being employed in the final year increases the likelihood of finding full time employment; 

· the longer a student is employed the more likely they are to get a job.
The data, refreshingly distinguishes between VET and higher education students academic ability citing that VET students whether they are in full time or part time education are 10% more likely to complete their course then higher education students:
	Sector
	Status
	Completion rate
	Sector
	Status
	Completion rate

	VET 
	full time
	77%
	H.Ed 
	full time
	81%

	
	part time
	63%
	
	part time
	66%


Table 8.16 VET and Higher Education completion rates 

Reasons for this include: shorter and more flexible course modules, modes of delivery and difference in academic demands: in general the structure of VET tends to be more learner centered.  The report concludes that working while in education has a positive impact on employability but too much work has a negative impact on the likelihood of completion.  It becomes clear that school involvement in student employment is imperative so that completion and academic attainment are not adversely affected.

Question 5.2.1 of the survey in this study explores academic performance.  The majority of students in Group A and Group B Agreed that as a result of their work placement experience their course work improved 32% and 35% respectively, with more of Group A (32%) Strongly Agreeing than Group B (24%).  What is interesting to note is that peers and tutors from Group A were more inclined to Strongly Agree at 36% as opposed to Group B tutors at 18% and peers at 24%.  Group A tutors are therefore 19% more likely to Strongly Agree that students course work improved as a result of their work placement experience then Group B tutors.  While Group A peers were 13% more likely to Strongly Agree then Group B peers.  This would suggest that the impact of a work placement experience on academic performance is more pronounced when the student undertakes an intercultural mobility work placement. 
Students undertaking Mobility placement return more motivated to achieve academically then the student undertaking a national work placement experience:

	Q. 5.2.1: As a result of a work placement my course work improved:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	0%
	0%
	14%
	32%
	32%
	100%

	Xb
	35%
	0%
	0%
	6%
	35%
	24%
	100%

	+/-
	-12%
	0%
	0%
	8%
	-3%
	8%
	

	Peer
	
	
	
	
	
	
	

	Xa
	23%
	5%
	0%
	14%
	23%
	36%
	100%

	Xb
	35%
	0%
	0%
	0%
	47%
	18%
	100%

	+/-
	-12%
	5%
	0%
	14%
	-24%
	19%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	14%
	0%
	0%
	27%
	23%
	36%
	100%

	Xb
	12%
	0%
	0%
	23%
	41%
	24%
	100%

	+/-
	2%
	0%
	0%
	4%
	-18%
	13%
	


Table 8.17 Question 9.5.2.1 Xa and Xb Y1

The result is further validated when the incomplete 360( questionnaires are removed.  What becomes clear is that 53% of tutors in Group A Strongly Agree that there is an improvement in course work as opposed to 10% of tutors in Group B.  Tutors of Group A are therefore 43% more likely to Strongly Agree that an intercultural mobility work placement has a greater impact on academic performance.  60% of tutors from Group B Agree that there is an improvement in course work with 30%, one third giving a Neutral response:

	Q. 5.2.1: As a result of a work placement my course work improved:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	20%
	33%
	47%
	100%

	Xb
	n/a
	0%
	0%
	10%
	50%
	40%
	100%

	+/-
	n/a
	0%
	0%
	10%
	-17%
	7%
	

	Peer
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	0%
	20%
	33%
	47%
	100%

	Xb
	n/a
	0%
	0%
	0%
	70%
	30%
	100%

	+/-
	n/a
	0%
	0%
	20%
	-37%
	17%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	0%
	20%
	27%
	53%
	100%

	Xb
	n/a
	0%
	0%
	30%
	60%
	10%
	100%

	+/-
	n/a
	0%
	0%
	-10%
	-33%
	43%
	


Table 8.18 Question 9.5.2.1 Xa and Xb Y2
The results indicate that by encountering the theory or abstract context of the classroom in a meaningful work related context, preferably in an international context, students inherently feel and extrinsically display the motivation to improve their course work and to study more effectively on their return to college.

Question 5.2.2 measures the subsequent impact of the work placement experience on academic achievement.  The data indicates that the response is similar to that evidenced previously in question 5.2.1 on course work performance.  The majority of Group A and Group B 32% and 29% agree that as a result of their work placement experience their grades improved.  When the same question was asked of the students peers and tutors, 36% of Group A peers and tutors Strongly Agree that an intercultural mobility work placement improved the students grades.  Group B peers and tutors did not agree as strongly as Group A with a response of 18% and 12% respectively.  Group A peers are therefore 19% more likely to Strongly Agree that students grades improved as a result of their intercultural mobility work placement.  While one quarter (25%) of the tutors in Group A are more likely to Strongly Agree.  This indicates that an intercultural mobility work placement has a positive impact on improving grades and is therefore of significant value:

	Q. 5.2.2 As a result of a work placement my grades improved:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	0%
	0%
	18%
	32%
	27%
	100%

	Xb
	35%
	0%
	0%
	12%
	29%
	24%
	100%

	+/-
	-12%
	0%
	0%
	6%
	-3%
	3%
	

	Peer
	
	
	
	
	
	
	

	Xa
	23%
	0%
	5%
	23%
	14%
	36%
	100%

	Xb
	35%
	0%
	0%
	6%
	41%
	18%
	100%

	+/-
	-12%
	0%
	5%
	17%
	-28%
	19%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	14%
	0%
	0%
	36%
	14%
	36%
	100%

	Xb
	12%
	0%
	0%
	41%
	35%
	12%
	100%

	+/-
	2%
	0%
	0%
	-5%
	-22%
	25%
	


Table 8.19 Question 9.5.2.2 Xa and Xb Y2

The results are further validated when the incomplete 360( questionnaires are removed.  50% of Group A students and 40% of Group B students Strongly Agree that as a result of their work experience placement their grades improved.  While 47% of Group A peers and 30% of Group B peers Strongly Agree that as a result of their work placement experience the students grades improved.  A striking 53% of Group A tutors Strongly Agree that an intercultural mobility work placement improves the student’s academic attainment.  It is worth noting that a majority of 60% of tutors from Group B, who undertook a national work experience placement, returned a Neutral response, suggesting that they saw no direct improvement in their students academic grades when the student returned from their national work placement. 
In order to provide some comparative analysis the results of Group A and Group B tutors were combined.  The data indicates that a significant 73% of Group A tutors either Strongly Agree or Agree that, as a result of an intercultural mobility work placement student grades improved while 40% of tutors in Group B Agree.   The remaining 27% of Group A tutors responses and 60% of Group B responses were Neutral.  No one disagreed.  The results indicate that by encountering the theory or abstract context of the classroom in a meaningful work related context, preferably in an international context, students inherently feel and extrinsically display the motivation to attain higher grades on their return to college:
	Q. 5.2.2 As a result of a work placement my grades improved:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	27%
	33%
	40%
	100%

	Xb
	n/a
	0%
	0%
	20%
	40%
	40%
	100%

	+/-
	n/a
	0%
	0%
	7%
	-7%
	0%
	

	Peer
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	0%
	33%
	20%
	47%
	100%

	Xb
	n/a
	0%
	0%
	0%
	70%
	30%
	100%

	+/-
	n/a
	0%
	0%
	33%
	-50%
	17%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	0%
	27%
	20%
	53%
	100%

	Xb
	n/a
	0%
	0%
	60%
	40%
	0%
	100%

	+/-
	n/a
	0%
	0%
	-33%
	-20%
	53%
	


Table 8.20 Question 9.5.2.2 Xa and Xb Y2 

In summary when asked whether their grades improved as a result of their work experience placement: 

1. Encountering the theory or abstract context of the classroom in a meaningful work related context, preferably in an international context, students inherently feel and extrinsically display the motivation to improve their course work and to study more effectively on their return to college.
2. An intercultural mobility work placement has a more positive effect on the student’s academic performance and motivation to achieve than that of a national work experience placement.

3. Encountering the theory or abstract context of the classroom in a meaningful work related context, preferably in an intercultural context, students inherently feel and extrinsically display the motivation to attain higher grades on their return to college.
4. An intercultural mobility work placement has a more significant impact the student’s academic attainment than that of a national work experience placement.

5. A work placement experience, whether it is undertaken internationally or nationally, motivates students to complete their course with good grades.  One reason for this could be that they return from placement understanding the significance of the classroom theory in practice and subsequently value the relevance of that theory to their field of study/chosen career.

Conclusion: 
Benefits for the European Union DG Education and Culture Lifelong Learning Programme Leonardo da Vinci: students who undertake an intercultural mobility work placement are more likely to be motivated to improve the quality of their course work and attain higher grades.  A general objective of the Lifelong Learning programme is to foster cooperation, with a specific objective to improve quality and the attractiveness of opportunities.  A review of the studies on the subject of work based learning and its impact on student motivations demonstrates that too much work effects academic performance and grade attainment.  The data from this study reveals, positively, that students are motivated to learn following a work placement experience. By creating an environment or platform for industry to work with education the Commission would ensure quality in provision and foster cooperation.  An individual’s learning should not be compromised for the sake of economic development; a well developed curriculum providing both a general education and an education that is relevant to the world of work and one that encourages the individual to continue with lifelong learning for intrinsic reasons as well as the more macro demands of a global economy should be a key priority. 

Benefits for the Ministry for Education: work placement programmes, whether undertaken nationally or internationally positively effects students’ motivation to perform academically and to achieve better grades.  Work placement is a crucial component of education provision: students need to experience both environments in order to be fully prepared for adult and working life. Ensuring that work placements are well managed by stakeholders and the creation of an environment of cooperation between education and industry in order to manage that process will ensure that the needs of the individual will be met from an educational and employment perspective. 
Benefits for the Education Provider: results indicate that introducing work experience placement as a pedagogic tool to the learning environment has a positive impact on student’s motivation to achieve.  On return from work placement there is a direct impact on the quality of course work performance and grade attainment.  Research also indicates that ensuring a learner centered, flexible and modular approach to curriculum delivery ensures a higher success rate in relation to course completion.

Benefits for the Learner: work experience placement provides the opportunity to put into practice the theory and abstract of the classroom in a meaningful work related context which provides motivation to improve course work and achieve better grades. 

8.3 Impact Measurement - Access Progression and Transfer

The relationship between the investment in learning on behalf of the education provider and the individual and any subsequent “return” on investment in terms of future Access Progression and Transfer is analysed in this section.
For the purposes of this study the definition of access is one where the learner commences a course of education or training having received recognition for knowledge, skills and competences.  Progression occurs when the learner transfers from one educational programme to another, with each programme being of a higher level then the proceeding one.  The use of the term transfer in education dialogue is often interchangeable with progression but for the purposes of this study transfer refers to an individual transferring from one programme of study to another having received recognition for knowledge, skills and competences acquired.

The 2006 McIver Report examined school leavers data 2004/2005 in a review of access, transfer and progression rates in Ireland.  It is clear from the figures that substantial gaps in lifelong learning provision existed in terms of progression from further education to higher education.  Of the 17,359 students entering higher education that year only 4% (554) progressed from further education while a further 4% transferred from diploma level programmes geared towards accessing higher education institutes.  This figure was low by comparison to other OECD countries (OECD Education Database 2003).  Perhaps more startling was that 15% (3,870) of new entrants into higher education dropped out in the first year, without I might add attaining a qualification or recognition for participation.  
To put this into some context a study published by McCoy (2010) identifies that the government allocation for apprenticeship training places in Ireland in 2007 was 4,651.  Taking the figures outlined above the dropout rate for entrants into the first year of higher education (3,870) represents a staggering 83% of the Government quota for the entire national apprenticeship scheme.
So the question arises as to what happens to the learner who experiences difficulty accessing higher education?  Many become disaffected and disengage with the education system but some opt to pursue an alternative route.  In Ireland this might take the shape of a post leaving certificate (PLC) course delivered through the Vocational Education Committees (VEC) sector.  It would appear, however that the VEC’s are now coming to a point where they could begin to struggle with capacity.  In 2009/2010 the government grant allocation for PLC courses across 16 colleges totalled 10,834.  The actual numbers enrolled in those 16 colleges totalled 13,049.  Indicating that each college absorbed, on average, 138 more students than the government grant allocation they received.  Once these colleges exhaust their already over stretched capacity the cycle for the learner begins again with issues of access presenting a barrier to progression.  How can citizens be expected to progress through lifelong learning if the numbers are stacked against them?  There is much debate as to how citizens can be encouraged to become lifelong learners while barriers to access exist.  This is just one example of how organisation of the education system can create a barrier to access.

Equally progression through the system could at best be described as an obstacle course.  Progression has been the big issue for Irish Education since the 1990’s, it resonates with key issues of inequality and the development of knowledge and skills required for the knowledge based economy.

While the massification of education in the 1990’s helped to address prevalent issues relating to access.  The debate then shifted towards the issue of successful completion.  Participation had widened but the drop out rate was high as is evidenced in a study of progression in Irish higher education (Mooney et al 2010):
	Progression
	Universities (1992 – 93)
	Institutes of Technology  (1995)

	Graduated on Time
	68%
	52%

	Graduated late
	15%
	5%

	Did not complete
	17%
	43%


Table 8.21 Progression rates in Irish Universities and Institutes of Technology 1990’s

The main reasons cited for non-progression include:

· Students had no understanding of the course at the time of application

· 1/3 felt the workload was greater then anticipated

· difficulty with course

· difficulty with one subject (often maths orientated)

· gender

· age

· prior attainment

· grants

· subject (sciences v health)
Key Findings:
· 15% of new entrants drop out; there is a clear link between prior attainment and progression.
· Maths and English are strong indicators of progression.
· Professionally orientated courses have lower drop out rates. English and Computer Sciences have highest drop out rates at 27% while medicine and health orientated subjects have the lowest at 2% and 4%.
· Student Characteristics:

· Gender, females have higher progression rates;

· Mature students, higher rates of progression at sub degree and lower rates at higher degree;

· Socioeconomic groups, with highest entry rates have highest rates of progression.
· Non progression multivariate analysis:

· males more likely to drop out

· grant support higher retention (grant withdrawn if student fails exams)

· computer sciences highest drop out even if you take gender, ability ad social class into account.

· Lowest drop out health and education.
· Drop out by year:

· Year 1 = 15%

· Year 2 = 7%

· Year 3 = 4%

· Year 4 = 5%

· Repeating 1st year has higher drop out then repeating years 2 and 3.

This speaks of an inefficiency in the system, a high cost to the government and a waste of educational resources.  Jones (2008) debates accountability for completion rates and the effect widening participation has had on retention. Artificial expansion is not what our education system should be about.  On an individual level, successful completion is important to education, intellectual development and self-esteem.   To quote Bahram Bekhradina of the UK Higher Education Policy Unit “dropping out has a bigger negative effect then not going on to higher education at all”.

The OECD report of 2010 indicates that progress has been made.  Ireland has now moved to the front of the ranking and is amongst the highest performing OECD countries with half of the adult population having attained a higher education:

· 12% are NQF 6 or 7;
· 22% are NQF 8 or above;
· 45% of 25 – 34 year olds have a higher education qualification;
· 2/3 of 18 year olds have higher education qualification.
This massification of education also brought about a slew of research, undertaken by many and various stakeholders, unpacking theories of a socioeconomic, cultural, societal, institutional and individual nature that account for the gaps in access, retention and progression. While undertaking this research the depth and breath of theory and analysis became apparent.

Socioeconomic factors of inequality and disadvantage have long been the key arguments to justify the broadening of access into education.  Expansion has had the effect of making education more inclusive, but as Osbourne (2003) notes many people in Europe have benefited from increased and wider participation however the gains may not have had the desired impact in terms of wider participation.  A recent study on low participation rates in higher education undertaken by McCoy et al (2010) points out that higher education participation has reached record numbers, but for certain groups, progression continues to stagnate.  McCoy focuses on the experience of lower non-manual groups (chefs, bus drivers, hairdressers).  The study asserts that this group is not classified as disadvantaged but they do account for 20% of the population in Ireland (1 in 5 adults) and are poorly represented in higher education. 

Between 1998 and 2004 entry into higher education rose from 44% to 55% however the participation rates for lower non-manual groups did not increase proportionally, in fact they dropped from 29% to 25%.  

Socioeconomic factors that can’t be ignored and that contribute to poor progression include financial constraints and the perceived financial barriers that shape decisions.  Some feel that the financial commitment is too great and that they would be ineligible for support.  Connor et al (2001) and Callender and Jackson (2005) reason that money affects access, participation, persistence and attainment.  They argue that lower class learners are more attracted to work to earn money.  Arnett and Slack (2007) examine labour market incentives in Australia and argue that lower class learners don’t see a return on their investment in education; they feel they will be over qualified and still on lower earnings.  Arnett and Slacks theory is explored further in the section 9.5.5 of this thesis where the focuses is on employability: students were asked whether they felt their work experience placement helped them to get them a better job?  Between 40% and 50% of respondents agreed and strongly agreed that their work experience placement helped them to get a better job.  In addition section 9.5.5 unpacks a recent study undertaken by the Australian Department of Education, Employment and Workplace. (2011) exploring the impact of combining work and study.

Clancy and Goastellec (2007) note that a stubborn persistence of social background determines the extent and type of education accessed. Gambetta (1987) refers to cultural values or a “push from behind” that shapes beliefs and expectations and ultimately choices, believing that lower socioeconomic pupils come to the table with low expectation of success “staying aspirations and actions are no more then objective chances of success intuitively perceived and gradually internalised” or as Rist (1970) puts it, low expectations become a self fulfilling prophecy in terms of resorting to non academic activities.
Erikson and Jonsson (1996), Breen and Goldthorpre (1997) discuss the theory of rational choice perspective.  The relative direct and indirect cost of progression for working class students is higher then for their middle class counterparts.  They don’t see the benefits of staying in education, whereas middle class students have more to lose by not progressing.  Perspectives on educational success also differ between the groups, with lower class pupils coming to the table with lower expectations, what Becker and Heckney (2009) refer to as a negative evaluation of success.  Home is a source of social capital, attitudes, dispositions and confidence (Darmody et al 2007) in that it shapes dispositions towards education (Bourdieu and Passerson 1977).  Students who have very little parental contact tend to feel more vulnerable during transitions (Darmody et al 2007).  Families have access to differential cultural, social and economic capital which informs choice.  Middle class parents will pass on the cultural and material value of education (Archer 2003), they will place a value on pursuing education for personal fulfilment and betterment over earning money.  Working class learners will experience economic and social constraints as well as a lack of knowledge of the system and social networks that encourage the reproduction of privilege (Archer 2003 and Reay 2001).

Lower class learners also display what is referred to in discourse as “child expert” (Reay and Ball 1998 pg) “they never put pressure on me as long as I was happy like”

A 2005 Department of Education and Science (DEIS) report which focused on delivering equality of opportunity in schools found that if attending a school with a high concentration of disadvantage the multiplier effect doubly impacts in terms of second level attainment and progression to higher education.

Breen and Goldthorpe (1996) make some progress towards accounting for cultural differences between social classes.  Educational attainment is a sequence of decisions, based on expectation of success relative to risk aversion.

Goldthorpe (1996a) draws on the work of Boudon (1973) and Kellar Zavalloni (1964) who purport that people make choices based on evaluation of the cost benefit ratio and perceived probability of achievement: Rational Action Theory (RAT).  People make choices based on the relative distance to be travelled in order to achieve.  Learners from socioeconomically disadvantaged backgrounds would have to have greater aspirations and it would be a greater cultural shift for them to pursue a university education then their middle class counterparts.  The perceived cost of failure for less advantaged learners is greater then for advantaged learners.

This could explain why students participating in this study responded that they would rather progress in their own college or in Europe (even though Europe requires a double adjustment period on their part) as opposed to progressing in another region in Ireland.  There could be a perception that if they are going to set themselves up for failure then it’s better to fail in the security of their current environment or in the anonymity of a European college.  By going abroad they experience another culture, one that could be more forgiving of failure.  They are exposed to a life wide learning, a different set of cultural values and beliefs.  They come back with a new sense of awareness and self-belief.  They learn by leaving.
Institutional and individual factors are among the non-progression theories put forward: a negative evaluation of success; a desire to contribute to the family income and poor self-belief.  Common characteristics include: a history of disengagement with education; high rates of absenteeism; lack of motivation and misbehaviour leading to a cycle of negative interaction with teachers.  

Moreover they feel unfairly treated by teachers: being told they will amount to nothing they perceive that teachers have low expectations for them.  Progressing to college is therefore seen as an extension of their school experience and to be avoided: clear evidence that non-progression is linked to disengagement with education from an early age.  Some learners view post school decisions as an opportunity to make a stand, a way of asserting their right to freedom of choice.

Pedagogies, methodologies, learning environments and learning styles are discussed at length in section six of this thesis. However it is important, in relation to access progression and transfer, to note the numbers of studies stressing the importance of the role of the teacher during these student transitions: Hargreaves and Tickle 1980, Gutman and Midgley 2000, Smyth et al 2004 and Darmody et al 2007. 

Darmody et al (2007) explore positive and negative teacher/student interaction:

· Positive interaction results:
· ½ asked questions often or very often with ½ being told their work was good.
· Negative Interaction results:
· ¼ had not received praise from their teacher;

· 12% criticised frequently;

· 13% for misbehaving;

· ¼ criticised sometimes;

· Those at the bottom academically more likely to be reprimanded and less likely to be praised;

· 1/3 were afraid to ask a question if they didn’t understand because they are afraid to make a fool of themselves.
Darmody et al assert that negative interaction with teachers and negative labelling has a detrimental impact on a student’s sense of themselves as learner.  They begin to wear the “disengage badge with honour” as a coping mechanism or as Rist (1970) coins it: as a self-fulfilling prophecy.  Negative labelling is something that jumps out in dealings with the education funding sector in Ireland.  There is a growing tendency to negatively label funding as “disadvantaged” in order to justify making it available for additional teaching resources.

Alice Millers (1983) seminal theory discusses poisonous pedagogies that are delivered by unconscious victims that deny the child their human rights.  While Sue Palmer (2006) discusses toxic childhood noting the accelerated pressure of the educational rat race which can result in children becoming burnt out and frustrated, born out by the rise in the levels violence and aggression witnessed by teachers today.  Stark reading which asserts the belief that initial teacher education (ITE) and continuous professional development (CPD) should, if it doesn’t already, include elements of basic psychology and counselling not only from an educational psychology perspective but from a coaching/motivational and developmental psychology perspective as well.  

Epstein (2007) discusses the current debate surrounding the USA policy of “No Child Left Behind”.  The debate sees two sides pitted against each other: those who advocate the child initiated learning and those who support adult directed instruction.  Epstein advocates for an intermediate stance with both learner and teacher taking an active role in the learning process; taking advantage of both planned and unexpected learning opportunities.  Intentional teaching, according to Epstein requires the teacher to use their knowledge, judgement and expertise to organise learning experiences while students learn through active involvement with people, material, events and ideas. Schmidt (1993) on the other hand advocates a problem based learning pedagogy which encourages learners to take their place in academia through inquiry and discovery.
Smyth and Hannan (2007), and Byrne (2009) examine the role of the school in relation to progression.  Smyth and Hannon’s unprecedented research was based on the characteristics of the school process. The notion that the school process can impact on progression was seen as a problematic area to research (Harker and Tymms 2004).  Up until this point research tended to concentrate on the theories of social class put forward by Shavit and Blossfield (1993), Smyth and Hannon (2000) and OECD (2004).  While Muller and Wolbers (2003) explored gender issues and Pustjens et al (2004) tackled learner’s prior ability.

Smyth and Hannons study on the impact of school habitus /processes on progression identifies the following key areas: 

· guidance, advocating the more the better;
· school orientation towards higher education, a “taken for granted” academic climate and attitude (although this only predicts applications not entry rates)

· streamed classes, low streamed learners are less likely to progress then their counterparts in mixed ability classes;
· performance, higher grades throughout school is a predictor of progression;
· timing of subject selection, the later the better and the more flexible the better.  Students are likely to choose subjects they like and will succeed at which concurs with UK studies (McDonagh 1997) and USA research (Reay et al 2005).

McCoy et al assert as recently as 2010 that students experience of the advice and guidance available in school is targeted towards the “high flyers” and it that does not help them to evaluate the range of options available.
A theory also put forward by Thomas (2001) “certain groups in society lack information about the opportunities available”.  For “high flyers’ there is no moment of decision, it is assumed they will progress.  Their experience of advice and guidance is generally around the issues of what subject and where.  For groups with no history of progression their constructs of the guidance and advice received tends to be negative.  They tend to rely on “hot knowledge” from the grape vine rather then cold knowledge received from the official source (Hutchings 2003).  This group need more help from guidance counsellors, more supports evaluating choices and more help interpreting and using the information available.  Hutchings also suggests that the lower the class the more complex the information.  Their pathways are more diverse and the range of choices are greater.  Many also have difficulty with the jargon of higher education.  Some of this can be mediated by teachers and guidance counsellors although questions do arise as to the extent to which schools comprehend the range of higher education initiatives available.  

The role of the school as a learning environment is discussed by Rudduck (1999) while Smyth and Hannon 2007, Adnett 2006, Raffe et al 2006 and O’Connell 2006a would also argue that the learning environment or system fails the individual as early as primary school.

McIver (2006) presents such an argument by pointing to the inflexibility of routes to higher education.  At the time of his study no real alternative routes existed in the Irish education system with the result that individuals felt intrinsically that they had no alternative, a feature that is bore out in this study.  A demand to open up progression routes for the further education and apprenticeship sectors did exist.   The School Leavers Survey 2007 (Byrne et al 2008) notes that of the entire cohort leaving school in 2007: 54% progressed to higher education with 85% progressing to some form of post secondary education.  It is evident from these statistics and from the results of this study that Ireland has a population motivated to learn.  However the mechanisms and structures for processing alternative route applicants was dealt with at local level and was very much at the discretion of the institution: an industry standard had not yet been established; criteria was neither formalised nor standardised and consistent quotas had not been arrived at.  A modicum of access and progression routes had developed but they were very much a reaction to circumstance rather then organisational strategy.

From an organisational perspective a decline in the student population was widely forecast which would result in increased competition for students.  In addition, reports were emerging from Institutions that the success rates of students coming via alternative routes were as high as those of their counterparts coming from the traditional routes.  Where degree programmes were of a practical or social nature, alternative route students where found to be better prepared.  There was on onus on Higher Education to commit to expansion beyond the mechanisms of recruiting “top flight” students and to create an environment whereby access and progression would be facilitated for students with relevant interests and aptitude as well as academic ability.

Strategically from a National and European policy perspective this has had to change. Priorities for lifelong learning include the key objective of tackling disadvantage and opening up educational pathways for learners by implementing National and European qualification frameworks.  A key challenge for the European Commission and National Governments was to develop a transparent tool which would enable education providers across Europe to map the many and varied qualifications available to one common framework.   The European Qualifications Framework (EQF) became the transparency tool to enable individual to translate or map their qualifications to another national qualification framework or system.  The ambition of the EQF is to remove the barrier of qualification translation and thereby improving learner mobility and access to education and training provision across Europe.

The advent of the National Qualifications Framework (NQF) and subsequent policy implementation has definitely addressed the area of flexible routes in Ireland.  Pathways to progression are becoming a viable option for all learners.  Recent FETAC reports (2008) indicate that while blockages still exist in progression from further to higher education there has been a marked increase: further education entrants into higher education has risen from 4% in 2006 to 10% in 2008.  However, stakeholders still have a job to do which is borne out in the results of this study: further education students while being motivated to continue with their learning would rather go to Europe or stay in Dublin than progress to higher education in another region of Ireland.

It is evident from this study that learners want to progress and that socioeconomic, cultural, institutional and individual factors create barriers. The difficulty in accessing higher education is still evident even though access and progression are a National and European priority.  The word it seems has not translated to the street.  Learners still perceive higher education in Ireland as “not an option”.

Some solutions that are within the control of stakeholders in education:

· social welfare policies that tackle inequalities: Raey (1997 p23) the solution to class inequalities does not lie in making the working class more middle class but in working at dismantling and sharing out the economic social and cultural capital which goes with middle class status;

· comprehensive educational guidance and assistance to help learners assess and evaluate choice and pathways and helping learners to see the financial gain that is to be had from participating in education;

· counselling services to cope with the transitions and inevitable personal development, to ensure that learners are supported and encouraged to stay and progress in the face of overwhelming change;
· a paradigm shift away from disadvantaged labelling that seems to permeate the culture of the education system which ultimately negatively shapes expectations;
· intentional teaching strategies delivered in a learner centered and supportive school environment which reverses the negative schooling trend, one of joined up integrated learning and early intervention that motivates the learner and fosters attainment;
· greater discourse, interaction, and cooperation between the three pillars of education: primary/secondary schooling, further and higher education with involvement from the labour market and a shift in focus towards retention.
From the perspective of this study we are unpacking intentional teaching strategies: the pedagogy of work placement experience & intercultural mobility work placement, the impact it has on the student and whether adopting this approach motivates students to access, progress or transfer to further studies in their current institution, another further education institution or into higher education.

When asked whether their work experience had a positive effect on their motivation to access/progress to further studies in their current college 36% of students in Group A Strongly Agreed, which is double the amount of students in Group B at 18%.  
18% of Group A agreed with 23% returning a Neutral response. 24% of Group B agreed and 24% were Neutral.  Does this tell us anything about student’s inherent feelings as to whether their work experience placement had a positive effect on their motivation to access/progress to further studies in their own college?

If we take the aggregate score of Group A and Group B’s Strongly Agree and Agrees totals; 54% and 42% respectively, we note that Group A who undertook an intercultural mobility work placement are 12% more likely to be motivated to continue with further studies then Group B who undertook the national work placement.

In order to ascertain whether there was indeed a change in motivation and whether the change was discernible in the students, a 360( survey was used.  This involved asking the same question of the Student, their nominated class peer and their tutor.

Asked whether they felt the work placement had a positive effect on the students’ motivation to access/progress to further studies in their current college, the majority of peers in Group A and B returned a Neutral response of 32% and 41% respectively.  Of the remainder of Group A, 23% Agreed and equally 23% Strongly Agreed.  Whereas, interestingly, the remainder of Group B peers were equally split between Disagree 12% and Agree 12%.  This indicates that Group A peers were more positive about the impact an intercultural mobility work placement had on students motivation to access/progress the further studies in their own college.

When the same question was asked of the tutors the response for Group B tutors was at variance with that of Group B’s students and peers and in contrast it was entirely at the other spectrum to that of the tutors in Group A.  More then half, 65% of Group B tutors Strongly Disagreed with a further 18% Disagreeing.  By comparison 36% of Group A tutors Strongly Agreed plus an additional 5% Agreed that the intercultural mobility work placement had a positive effect on student motivation to access/progress to further studies in their current college.  Only 14% of Group A Disagreed.
These findings indicate that, according to the students themselves, their peers and their tutors, an intercultural mobility work placement plays a significant role in, and has a more positive impact on student’s motivation to continue in further education in their current college:
	5.3.1 My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	0%
	0%
	23%
	18%
	36%
	100%

	Xb
	34%
	0%
	0%
	24%
	24%
	18%
	100%

	+/-
	-11%
	0%
	0%
	-1%
	-5%
	18%
	


Table 8.22 question 5.3.1 Xa1and Xb1 Y1

	5.3.1 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college:

	Peer
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	0%
	0%
	32%
	23%
	23%
	100%

	Xb
	35%
	0%
	12%
	41%
	12%
	0%
	100%

	+/-
	-13%
	0%
	-12%
	-9%
	11%
	23%
	


Table 8.23 question 5.3.1 Xa3 and Xb3 Y1

	5.3.1 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college:

	Tutor
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	13%
	0%
	14%
	32%
	5%
	36%
	100%

	Xb
	11%
	65%
	18%
	6%
	0%
	0%
	100%

	+/-
	2%
	-65%
	-4%
	26%
	5%
	36%
	


Table 8.24 question 5.3.1 Xa2 and Xb2 Y1

When the incomplete 360( questionnaires are removed the response from Students in Group A is further verified with the Strongly Agree response increasing by 4% to 40%.  While Group B Students Strongly Agree response increases significantly by 12% to 30%.  The differentiation between Group A and Group B responses was no longer double but remained strong at 10%.  The aggregate score for Group A and B Strongly Agree and Agree responses come closer together with Group A totalling 67% and Group B at 70%. 
In relation to Peers and Tutor responses the majority of Group A and B Peers remain Neutral with a response increased by 8% and 11% to 40% and 60% respectively.  Of the remainder of Group A those who Agreed increased from 23% to 33% while equally those who Strongly Agreed increased from 23% to 27%.  Group B remaining responses were equally divided between Disagree and Agree and increased from 12% to 20%.  

Group B Tutors, who Strongly Disagreed, remained significant in their majority with the response increasing by 3% to 70%.  The remaining 30% of Group B either Disagreed at 20% or remained Neutral at 10%.  Group A tutors Strongly Agreed response increased from 41% to 54% while those disagreeing decreased from 14% to 13%: 
	5.3.1 My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	33%
	27%
	40%
	100%

	Xb
	n/a
	0%
	0%
	30%
	40%
	30%
	100%

	+/-
	n/a
	0%
	0%
	3%
	-13%
	10%
	


Table 8.25 question 5.3.1 Xa1 and Xb1 Y2

	5.3.1 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college:

	Peer
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	40%
	33%
	27%
	100%

	Xb
	n/a
	0%
	20%
	60%
	20%
	0%
	100%

	+/-
	n/a
	0%
	-20%
	-20%
	13%
	27%
	


Table 8.26 question 5.3.1 Xa3 and Xb3 Y2

	5.3.1 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college:

	Tutor
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	13%
	33%
	0%
	54%
	100%

	Xb
	n/a
	70%
	20%
	10%
	0%
	0%
	100%

	+/-
	n/a
	-70%
	-7%
	23%
	0%
	54%
	


Table 8.27 question 5.3.1 Xa2 and Xb2 Y2

This indicates that according to their Peers and Tutors the intercultural mobility work placement as experienced by Group A has a more positive impact on the students motivation to access/progress to further studies in their current college then that of Group B’s national work placement experience.
Access and progression to further education studies may not necessarily result in the student staying in their current college.  The student may want to stay in further education but, may opt to move to a different college in a different region or country.  They may also want to access subjects or expertise that is unavailable in their current college.  Questions 5.3.2 through to 5.3.4 ascertain whether the student was motivated by their work placement to access further studies in Dublin, Ireland or Europe and also ascertains whether a work placement motivates a student to become mobile.  Studies in America indicate that a successful economy requires 6% of the population be to mobile (Fiona Croke 2009):

	5.3.2 My work placement experience had a positive effect on my motivation to access/progress to further studies in another FE college in Dublin:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	5%
	0%
	23%
	32%
	18%
	100%

	Xb
	35%
	0%
	6%
	29%
	24%
	6%
	100%

	+/-
	-13%
	5%
	-6%
	52%
	56%
	24%
	

	Peer
	
	
	
	
	
	
	

	Xa
	23%
	0%
	0%
	45%
	18%
	14%
	100%

	Xb
	35%
	0%
	12%
	35%
	18%
	0%
	100%

	+/-
	-12%
	0%
	-12%
	10%
	1%
	14%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	12%
	14%
	5%
	55%
	14%
	0%
	100%

	Xb
	11%
	47%
	24%
	12%
	0%
	6%
	100%

	+/-
	1%
	-33%
	-19%
	43%
	14%
	-6%
	


Table 8.28 question 5.3.2. Xa and Xb Y1

	5.3.2 My work placement experience had a positive effect on my motivation to access/progress to further studies in another FE college in Dublin:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	A
	n/a
	0%
	0%
	33%
	40%
	27%
	100%

	B
	n/a
	0%
	10%
	40%
	40%
	10%
	100%

	+/-
	n/a
	0%
	-10%
	-7%
	0%
	17%
	

	Peer
	
	
	
	
	
	
	

	A
	n/a
	0%
	0%
	60%
	27%
	13%
	100%

	B
	n/a
	0%
	20%
	50%
	30%
	0%
	100%

	+/-
	n/a
	0%
	-20%
	10%
	-3%
	13%
	

	Tutor
	
	
	
	
	
	
	

	A
	n/a
	20%
	0%
	67%
	13%
	0%
	100%

	B
	n/a
	40%
	30%
	20%
	0%
	10%
	100%

	+/-
	n/a
	-20%
	-30%
	47%
	13%
	-10%
	n/a


Table 8.29 question 5.3.2. Xa and Xb Y2
	5.3.3 My work placement experience had a positive effect on my motivation to access/progress to further studies in another FE college in Ireland:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	5%
	0%
	23%
	36%
	14%
	100%

	Xb
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	+/-
	-13%
	5%
	-6%
	-13%
	19%
	8%
	

	Peer
	
	
	
	
	
	
	

	Xa
	22%
	0%
	0%
	50%
	23%
	5%
	100%

	Xb
	35%
	0%
	12%
	35%
	18%
	0%
	100%

	+/-
	-13%
	0%
	-12%
	15%
	5%
	5%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	18%
	14%
	5%
	45%
	18%
	0%
	100%

	Xb
	11%
	53%
	24%
	12%
	0%
	0%
	100%

	+/-
	2%
	-39%
	-19%
	34%
	18%
	0%
	


Table 8.30 question 5.3.3. Xa and Xb Y1

	5.3.3 My work placement experience had a positive effect on my motivation to access/progress to further studies in another FE college in Ireland:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	33%
	47%
	20%
	100%

	Xb
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	+/-
	n/a
	0%
	-10%
	-17%
	17%
	10%
	

	Peer
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	0%
	66%
	27%
	7%
	100%

	Xb
	n/a
	0%
	20%
	50%
	30%
	0%
	100%

	+/-
	n/a
	0%
	-20%
	16%
	-3%
	7%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	7%
	20%
	0%
	60%
	13%
	0%
	100%

	Xb
	n/a
	50%
	30%
	20%
	0%
	0%
	100%

	+/-
	n/a
	-30%
	-30%
	40%
	13%
	0%
	


Table 8.31 question 5.3.3. Xa and Xb Y2
	5.3.4 My work placement experience had a positive effect on my motivation to access/progress to further studies in another FE college in Europe:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	5%
	0%
	18%
	36%
	18%
	100%

	Xb
	35%
	0%
	12%
	29%
	18%
	6%
	100%

	+/-
	-10%
	5%
	-12%
	-11%
	19%
	12%
	

	Peer
	
	
	
	
	
	
	

	Xa
	22%
	0%
	5%
	41%
	23%
	9%
	100%

	Xb
	35%
	0%
	12%
	35%
	12%
	6%
	100%

	+/-
	-13%
	0%
	-7%
	6%
	11%
	3%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	13%
	14%
	0%
	59%
	14%
	0%
	100%

	Xb
	11%
	53%
	24%
	12%
	0%
	0%
	100%

	+/-
	2%
	-39%
	-24%
	47%
	14%
	0%
	


Table 8.32 question 5.3.4. Xa and Xb Y1

	5.3.4 My work placement experience had a positive effect on my motivation to access/progress to further studies in another FE college in Europe:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	27%
	47%
	27%
	101%

	Xb
	n/a
	0%
	20%
	40%
	30%
	10%
	100%

	+/-
	n/a
	0%
	-20%
	-13%
	17%
	17%
	

	Peer
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	7%
	53%
	27%
	13%
	100%

	Xb
	n/a
	0%
	20%
	50%
	20%
	10%
	100%

	+/-
	n/a
	0%
	-13%
	3%
	7%
	3%
	

	Tutor
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	20%
	0%
	67%
	13%
	0%
	100%

	Xb
	n/a
	50%
	30%
	20%
	0%
	0%
	100%

	+/-
	n/a
	-30%
	-30%
	47%
	13%
	0%
	


Table 8.33 question 5.3.4. Xa and Xb Y2
From the data analysed we note that student motivation to access/progress to further studies in Dublin, Ireland or Europe remain similar to the response result of those wishing to progress in their current college.  It was previously noted that 36% of Group A, double the amount of Group B 18%, Strongly Agreed that they were motivated to stay in their own college.  When asked if they were motivated to stay in further studies elsewhere in Dublin, Ireland or Europe the Strongly Agree response from Group A is slightly more then double the percentage of Group B in relation to access/progression to further education in Ireland and significantly increases to three times the amount in relation to Dublin and Europe:

	Q 5.3. My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college, Dublin, Ireland, Europe:

	
	Strongly Agree
	Strongly Agree

	
	Xa1 (responses from incomplete 360° questionnaires returned)
	Xb1 (responses from complete 360° questionnaires returned)

	Self
	Current College
	Dublin
	Ireland
	Europe
	Current College
	Dublin
	Ireland
	Europe

	Xa
	36%
	18%
	14%
	18%
	40%
	27%
	20%
	27%

	Xb
	18%
	6%
	6%
	6%
	30%
	10%
	10%
	10%

	+/-
	18%
	12%
	8%
	12%
	10%
	17%
	10%
	17%


Table 8.34 Comparison Group Xa and Group Xb Strongly Agree responses Question 5.3.1 to 5.3.4 Y1 and Y2
It was also noted previously that 24% of Group B students Agreed that their work placement experience had a positive impact on their motivation to stay in their own college.  When asked if they were motivated to stay in further studies elsewhere in Dublin, Ireland or Europe the data indicates that 18% of Group B are not inclined to venture further afield, preferring to stay in their current college or Dublin.  Also it is noted that progression to further studies in Ireland for both Group A and B returned the lowest percentage response as compared to current college, Dublin and Europe.  This could be as a result of motivation or field of study but it must also be acknowledged that indirect factors such perspective and cost of living could also influence this decision (McCoy et al 2011):
	Q. 5.3 My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college, Dublin, Ireland, Europe:

	Self
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Current
	34%
	0%
	0%
	24%
	24%
	18%
	100.00%

	Xb
	Dublin
	35%
	0%
	6%
	29%
	24%
	6%
	100%

	Xb
	Ireland
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	Xb
	Europe
	35%
	0%
	12%
	29%
	18%
	6%
	100%

	Self
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Current
	n/a
	0%
	0%
	30%
	40%
	30%
	100%

	Xb
	Dublin
	n/a
	0%
	0%
	33%
	40%
	27%
	100%

	Xb
	Ireland
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	Xb
	Europe
	n/a
	0%
	20%
	40%
	30%
	10%
	100%


Table 8.35 Group Xb consolidated responses to Question 5.3.1 through to 5.3.4 Y1 and Y2
Taking the responses from the previous section on access/progress to further studies in their current college and combining the Strongly Agree and Agree responses of students in Group A and Groups B the data indicates that 54% of Group A and 42% of Group B were, as a result of their work experience placement, more motivated to progress to further studies in there current college.  However, an intercultural mobility work placement is 12% more likely to have a positive effect on a students’ motivation to access/progress to further education in their current college then a national work placement experience.

By way of comparison students were asked about their motivation to progress to further studies elsewhere in Dublin, Ireland or Europe.  The data again indicates that students undertaking an intercultural mobility work placement are more inclined to be motivated to progress to further studies and twice as likely as Group B to be motivated to travel to another region or country to do so:

	Q.5.3 My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college, Dublin, Ireland, Europe:

	Aggregated Total Strongly Agree plus Agree

	Self
	Current College
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	36%
	18%
	54%
	18%
	32%
	50%
	14%
	36%
	50%
	18%
	36%
	54%

	Xb
	18%
	24%
	42%
	6%
	24%
	30%
	6%
	18%
	24%
	6%
	18%
	24%

	A+/-
	
	
	+12%
	
	
	+20%
	
	
	+26%
	
	
	+30%


Table 8.36 Aggregate Total Xa and Xb Strongly Agree plus Agree Responses to Question 5.3.1 through to 5.3.4 Y1
	Q.5.3 My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college, Dublin, Ireland, Europe:

	Aggregated Total Strongly Agree plus Agree

	Self
	Current College
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	40%
	27%
	67%
	27%
	40%
	67%
	20%
	47%
	67%
	27%
	47%
	74%

	Xb
	30%
	40%
	70%
	10%
	40%
	50%
	10%
	30%
	40%
	10%
	30%
	40%

	A+/-
	
	
	-3%
	
	
	+17%
	
	
	+27%
	
	
	+34%


Table 8.37 Aggregate Total Xa and Xb Strongly Agree plus Agree Responses to Question 5.3.1 through to 5.3.4 Y2
Previously we noted that Group A and Group B peers were 32% and 40% Neutral in their response as to whether a work placement experience had a positive effect on students motivation to access/progress to further studies in their current college.  The majority Neutral trend continues at 45%, 50% and 41% when the question is expanded to include Dublin, Ireland and Europe.  When we examine the data from the remaining responses: peers from Group A were once more on the whole in Agreement at 23% for Ireland and Europe and 18% for Dublin.  While Group B were again equally split with 18% Agreeing for Dublin and Ireland, 12% Agreeing for Europe and 12% Disagreeing for Dublin, Ireland and Europe.  This would suggest that according to their peers students undertaking an intercultural mobility work placement are more likely to be positivity affected and motivated towards continuing in further education studies:
	Q. 5.3: Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college, Dublin, Ireland, Europe:

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Current
	22%
	0%
	0%
	32%
	23%
	23%
	100%

	Xa
	Dublin
	23%
	0%
	0%
	45%
	18%
	14%
	100%

	Xa
	Ireland
	22%
	0%
	0%
	50%
	23%
	5%
	100%

	Xa
	Europe
	22%
	0%
	5%
	41%
	23%
	9%
	100%

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Current
	35%
	0%
	12%
	41%
	12%
	0%
	100%

	Xb
	Dublin
	35%
	0%
	12%
	35%
	18%
	0%
	100%

	Xb
	Ireland
	35%
	0%
	12%
	35%
	18%
	0%
	100%

	Xb
	Europe
	35%
	0%
	12%
	35%
	12%
	6%
	100%


Table 8.38 Consolidated response Xa3 and Xb3 Questions 5.3.1 through to 5.3.5. Y1
The results were further validated when the responses from incomplete 360( questionnaires were removed:

	Q. 5.3: Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college, Dublin, Ireland, Europe:

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Current
	n/a
	0%
	0%
	40%
	33%
	27%
	100%

	Xa
	Dublin
	n/a
	0%
	0%
	60%
	27%
	13%
	100%

	Xa
	Ireland
	n/a
	0%
	0%
	66%
	27%
	7%
	100%

	Xa
	Europe
	n/a
	0%
	7%
	53%
	27%
	13%
	100%

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Current
	n/a
	0%
	20%
	60%
	20%
	0%
	100%

	Xb
	Dublin
	n/a
	0%
	20%
	50%
	30%
	0%
	100%

	Xb
	Ireland
	n/a
	0%
	20%
	50%
	30%
	0%
	100%

	Xb
	Europe
	n/a
	0%
	20%
	50%
	20%
	10%
	100%


Table 8.39 Consolidated response from Xa3 and Xb3 to Questions 5.3.1 through to 5.3.5. Y2
The contrast between Group A and Group B tutors in relation to students accessing/progressing to further studies in their current college as opposed to elsewhere in Ireland and Europe is revealing.  An aggregate of 83% of Group B tutors Strongly Disagreed/Disagreed that work experience placement had a positive impact on students’ motivation to access further studies in their current college as opposed to an aggregate of 41% of Group A tutors Strongly Agreeing/Agreeing.  When asked about students’ motivation to access/progress further education elsewhere in Dublin, Ireland or Europe, although more then 50% of Group A tutors responded Neutrally the remaining responses were divided more or less equally between the opposing opinions of Strongly Disagree 14% and Agree 14%.  Group B on the other hand, remained resolute, with the majority, over 50% of tutors of the opinion that a national work experience placement did not have a positive impact on students’ motivation to access/progress to further studies.  This indicates that tutors of students on intercultural mobility work placement are in agreement that mobility positively impacts on students’ motivation to continue in further education while Tutors of students on the national work experience placement do not: 
	Q.5.3 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in their current college, Dublin, Ireland or Europe

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Current
	13%
	0%
	14%
	32%
	5%
	36%
	100%

	Xa
	Dublin
	12%
	14%
	5%
	55%
	14%
	0%
	100%

	Xa
	Ireland
	18%
	14%
	5%
	45%
	18%
	0%
	100%

	Xa
	Europe
	13%
	14%
	0%
	59%
	14%
	0%
	100%

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Current
	11%
	65%
	18%
	6%
	0%
	0%
	100%

	Xb
	Dublin
	11%
	47%
	24%
	12%
	0%
	6%
	100%

	Xb
	Ireland
	11%
	53%
	24%
	12%
	0%
	0%
	100%

	Xb
	Europe
	11%
	53%
	24%
	12%
	0%
	0%
	100%


Table 8.40 Consolidated response Xa2 and Xb2 to Questions 5.3.1 to 5.3.4 Y1
The results were further validated when the responses from incomplete 360( questionnaires were removed:
	Q.5.3 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college, Dublin, Ireland, Europe:

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Current
	n/a
	0%
	13%
	33%
	0%
	54%
	100%

	Xa
	Dublin
	n/a
	20%
	0%
	67%
	13%
	0%
	100%

	Xa
	Ireland
	7%
	20%
	0%
	60%
	13%
	0%
	100%

	Xa
	Europe
	n/a
	20%
	0%
	67%
	13%
	0%
	100%

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Current
	n/a
	70%
	20%
	10%
	0%
	0%
	100%

	Xb
	Dublin
	n/a
	40%
	30%
	20%
	0%
	10%
	100%

	Xb
	Ireland
	n/a
	50%
	30%
	20%
	0%
	0%
	100%

	Xb
	Europe
	n/a
	50%
	30%
	20%
	0%
	0%
	100%


Table 8.41 Consolidated response Xa2 and Xb2 to Questions 5.3.1 to 5.3.4 Y2

In summary when asked whether their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college, Dublin, Ireland, Europe:
1. A work placement experience, whether it is undertaken nationally or internationally, positively impacts students’ inherent motivation to access/progress to further education in their current college.

2. According to the students, their peers and their tutors intercultural mobility work placement has a more significant impact on student’s motivation to access/progress in further education in their own college then a national work placement experience.
3. Students who undertake an intercultural mobility work placement are more likely to become more mobile in order to continue their further education as opposed to students who undertake a national work placement.
The next section addresses whether a work experience placement has any impact of students’ motivation to access/progress to 3rd level.  

Analysis of the data on students’ motivation to access 3rd level in Dublin indicates that students returning from work placement are inherently more motivated to access/progress to 3rd level studies in Dublin, with 27% of Group A and 30% of Group B in Agreement.  The aggregate total of those Agreeing and Strongly Agree are 54% and 36% respectively.  This would indicate that an intercultural mobility work placement is 18% more likely to have a greater impact on students’ motivation to access/progress to 3rd level in Dublin:

	Q 5.3.5 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)

	Aggregated Total Strongly Agree plus Agree

	Self
	Strongly Agree
	Agree
	Aggregate 

	Xa
	27%
	27%
	54%

	Xb
	6%
	30%
	36%

	A+/-
	
	
	+18%


Table 8.42 Aggregated total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree question 5.3.2 Y1

	Q 5.3.5 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)

	Aggregated Total Strongly Agree plus Agree

	Self
	Strongly Agree
	Agree
	Aggregate 

	Xa
	27%
	40%
	67%

	Xb
	10%
	40%
	50%

	A+/-
	
	
	+17%


Table 8.43 Aggregated total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree question 5.3.2 Y2

Previously we noted that 45% of Group A peers and 45% of Group B peers returned a Neutral response when asked whether they felt that the work experience placement had a positive impact on students’ motivation to access/progress to further education studies in Dublin.  When asked whether they felt that work experience placement had a positive effect on student motivation to access/progress to 3rd level in Dublin, the majority of peers again responded Neutrally 45% and 35% respectively.  

On analysis of the data from the remaining responses the aggregate totals for Strongly Agree and Agree Group A and Group B total 28% and 24% while Disagreed totalled 5% and 6% respectively.  Thus, indicating that the students peers are inclined towards the work placement experience as having a positive impact on students’ motivation to access/progress to 3rd level in the same region as their current college.

When asked the same question tutors responded, as they did previously in section 5.3.1 on progression to further education, and again their response was at variance with that of the students themselves and their peers.  14% of Group A tutors Strongly Agree and equally 14% Strongly Disagree.  Conversely 18% of Group B tutors Disagree. However, an overwhelming 47%, almost half, the tutors in Group B Strongly Disagree that the work placement has a positive impact on students motivation to access/progress to 3rd level education.  Tutors in Group A with a majority 55% remained Neutral however it is worth noting that the remainder of the group equally Agree and Disagree that an intercultural mobility work placement had a positive impact on students’ motivation.  Coupled with the response from the students themselves and their peers we can deduct that an intercultural mobility work placement has a positive impact on students’ motivation to access/progress to 3rd level in Dublin:
	Q 5.3.5 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	0%
	0%
	23%
	27%
	27%
	100%

	Xb
	34%
	0%
	0%
	30%
	30%
	6%
	100%

	+/-
	-11%
	0%
	0%
	-7%
	-3%
	21%
	

	Peer
	
	
	
	
	
	
	

	Xa
	22%
	0%
	5%
	45%
	14%
	14%
	100%

	Xb
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	+/-
	-13%
	0%
	-1%
	10%
	-4%
	8%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	12%
	14%
	0%
	55%
	5%
	14%
	100%

	Xb
	11%
	47%
	18%
	12%
	0%
	12%
	100%

	+/-
	1%
	-33%
	-18%
	43%
	5%
	2%
	


Table 8.44 Question 5.3.5 Xa and Xb Y1
By removing the incomplete 360( questionnaires we further validate the result.  Group A students aggregate totals for Strongly Agree plus Agree increase in total from 54% and 36% to 67% and 50% respectively.  However, it is noted that, 50%, half of Group B now return a Neutral response.  More significantly this trend continues with over half, (60%), of peers and tutors from Group A returning a Neutral response.  An overwhelming 40% of tutors Strongly Disagreed with an additional 30% Disagreeing, giving an aggregate response totalling 70% of Group B tutors Strongly Disagreeing or Disagreeing that work experience placement had a positive impact on students’ motivation to access/progress to 3rd level in Dublin.

In summary the evidence verifies that that Group A students, peers and tutors consider the intercultural mobility work placement more likely to be a factor in motivating students to progress to 3rd level in Dublin, then the national work experience placement as experienced by Group B:
	Q 5.3.5 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	33%
	40%
	27%
	100%

	Xb
	n/a
	0%
	0%
	50%
	40%
	10%
	100%

	+/-
	n/a
	0%
	0%
	-17%
	0%
	17%
	

	Peer
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	7%
	60%
	13%
	20%
	100%

	Xb
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	+/-
	n/a
	0%
	-3%
	10%
	-17%
	10%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	n/a
	20%
	0%
	60%
	7%
	13%
	100%

	Xb
	n/a
	40%
	30%
	20%
	0%
	10%
	100%

	+/-
	n/a
	-20%
	-30%
	40%
	7%
	3%
	


Table 8.45 Question 5.3.5 Xa and Xb Y2

In questions 5.4.6 and 5.4.7 students, their peers and their tutors were asked whether the students were motivated to access/progress to 3rd level in another region of Ireland or to another country in Europe.  The results are outlined below:

	Q 5.3.6 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Ireland (IoT/Uni)

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	0%
	5%
	22%
	27%
	23%
	100%

	Xb
	34%
	0%
	6%
	30%
	30%
	0%
	100%

	+/-
	-11%
	0%
	-1%
	-7%
	-2%
	23%
	

	Peer
	
	
	
	
	
	
	

	Xa
	23%
	0%
	0%
	50%
	18%
	9%
	100%

	Xb
	34%
	0%
	12%
	36%
	18%
	0%
	100%

	+/-
	-11%
	0%
	-12%
	14%
	0%
	9%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	13%
	14%
	5%
	58%
	5%
	5%
	100%

	Xb
	12%
	53%
	24%
	11%
	0%
	0%
	100%

	+/-
	1%
	-39%
	-19%
	47%
	5%
	5%
	


Table 8.46 Question 5.3.6 Xa and Xb Y1
	Q 5.3.6 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Ireland (IoT/Uni)

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	7%
	33%
	40%
	20%
	100%

	Xb
	n/a
	0%
	10%
	40%
	50%
	0%
	100%

	+/-
	n/a
	0%
	-3%
	-7%
	-10%
	20%
	

	Peer
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	0%
	67%
	20%
	13%
	100%

	Xb
	n/a
	0%
	20%
	50%
	30%
	0%
	100%

	+/-
	n/a
	0%
	-20%
	17%
	-10%
	13%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	n/a
	20%
	0%
	80%
	0%
	0%
	100%

	Xb
	n/a
	50%
	30%
	20%
	0%
	0%
	100%

	+/-
	n/a
	-30%
	-30%
	60%
	0%
	0%
	


Table 8.47 Question 5.3.6 Xa and Xb Y2
	Q 5.3.7 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Europe (IoT/Uni)

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	5%
	0%
	18%
	36%
	18%
	100%

	Xb
	34%
	0%
	6%
	30%
	24%
	6%
	100%

	+/-
	-11%
	5%
	-6%
	-12%
	13%
	12%
	

	Peer
	
	
	
	
	
	
	

	Xa
	23%
	0%
	5%
	45%
	18%
	9%
	100%

	Xb
	34%
	0%
	12%
	35%
	12%
	7%
	100%

	+/-
	-11%
	0%
	-7%
	10%
	6%
	2%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	13%
	14%
	0%
	50%
	9%
	14%
	100%

	Xb
	12%
	35%
	24%
	12%
	0%
	17%
	100%

	+/-
	1%
	-22%
	-24%
	38%
	9%
	-3%
	


Table 8.48 Question 5.3.7 Xa and Xb Y1

	Q 5.3.7 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Europe (IoT/Uni)

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	0%
	27%
	47%
	27%
	101%

	Xb
	n/a
	0%
	10%
	40%
	40%
	10%
	100%

	+/-
	n/a
	0%
	-10%
	-13%
	7%
	17%
	

	Peer
	
	
	
	
	
	
	

	Xa
	n/a
	0%
	7%
	60%
	20%
	13%
	100%

	Xb
	n/a
	0%
	20%
	50%
	20%
	10%
	100%

	+/-
	n/a
	0%
	-13%
	10%
	0%
	3%
	

	Tutor
	
	
	
	
	
	
	

	Xa
	n/a
	20%
	0%
	60%
	7%
	13%
	100%

	Xb
	n/a
	30%
	30%
	20%
	0%
	20%
	100%

	+/-
	n/a
	-10%
	-30%
	40%
	7%
	-7%
	


Table 8.49 Question 5.3.7 Xa and Xb Y2

Students who agreed that their work experience placement had a positive affect on their motivation to access/progress to 3rd level in Ireland was similar to that of the response recorded for those motivated to progress to 3rd level in Dublin.  As Group A undertook their intercultural mobility work placement in Europe, it is of no great surprise that they are 12% more likely to Agree that they were motivated to progress to 3rd level in Europe than Group B who undertook a national work experience placement:

	Q 5.3.7 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin, Ireland or Europe (Iot/Uni):

	Self
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Dublin
	23%
	0%
	0%
	23%
	27%
	27%
	100%

	Xa
	Ireland
	23%
	0%
	5%
	22%
	27%
	23%
	100%

	Xa
	Europe
	23%
	5%
	0%
	18%
	36%
	18%
	100%

	Self
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Dublin
	34%
	0%
	0%
	30%
	30%
	6%
	100%

	Xb
	Ireland
	34%
	0%
	6%
	30%
	30%
	0%
	100%

	Xb
	Europe
	34%
	0%
	6%
	30%
	24%
	6%
	100%


Table 8.50 Consolidated response from Students Xa1 and Xb1 question 5.3.5 to 5.3.7 Y1

The extent to which students undertaking an intercultural mobility work placement are motivated to progress to 3rd level be that in Dublin, Ireland or Europe becomes evident when we aggregate the Agree and Strongly Agree responses for both groups.  

The results quite clearly indicate that Group A are 18%, 20% and 24% more likely to be motivated to progress to 3rd level in Dublin, Ireland and Europe than Group B:

	Q 5.3. My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Aggregated Total Strongly Agree plus Agree

	Self
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	27%
	27%
	54%
	23%
	27%
	50%
	18%
	36%
	54%

	Xb
	6%
	30%
	36%
	0%
	30%
	30%
	6%
	24%
	30%

	A+/-
	
	
	+18%
	
	
	+20%
	
	
	+24%


Table 8.51 Aggregate total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree questions 5.3.5 to 5.3.7 Y1

When we remove the incomplete questionnaires the differentiation between aggregated Agree and Strongly Agree are static for those motivated to progress to 3rd level in Dublin and Europe at 17% and 24% respectively, while those motivated to attend 3rd level in Ireland is reduced by half from 20% and it remains strong at 10%.  Again we notice the trend in Group A towards accessing studies in Dublin and Europe is higher then that of accessing studies in another region of Ireland:

	Q 5.3. My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Self
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Dublin
	n/a
	0%
	0%
	33%
	40%
	27%
	100%

	Xa
	Ireland
	n/a
	0%
	7%
	33%
	40%
	20%
	100%

	Xa
	Europe
	n/a
	0%
	0%
	27%
	47%
	27%
	101%

	Self
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Dublin
	n/a
	0%
	0%
	50%
	40%
	10%
	100%

	Xb
	Ireland
	n/a
	0%
	10%
	40%
	50%
	0%
	100%

	Xb
	Europe
	n/a
	0%
	10%
	40%
	40%
	10%
	100%


Table 8.52 Consolidated response from Xa1 and Xb1 question 5.3.5 through to 5.3.7 Y2

	Q 5.3. My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Aggregated Total Strongly Agree plus Agree

	Self
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	27%
	40%
	67%
	20%
	40%
	60%
	27%
	47%
	74%

	Xb
	10%
	40%
	50%
	0%
	50%
	50%
	10%
	40%
	50%

	A+/-
	
	
	+17%
	
	
	+10%
	
	
	+24%


Table 8.53 Aggregated total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree questions 5.3.5 through to 5.3.7 Y2
Previously we noted that Group A and Group B peers largely remained Neutral in their response as to whether the students returned from work experience placement more motivated to access/progress to 3rd level in Dublin.  This trend continued when the question was expanded to include Ireland and Europe.  Of those who gave a non-neutral response we note that 18% of Group A peers Agreed that work experience placement motivated students to progress to 3rd level in Ireland or Europe.  While notably Group B evidenced an increase from 6% to 12% Disagreeing that the work experience placement positively affected the students motivation to progress to 3rd level in Ireland or Europe: 
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Dublin
	22%
	0%
	5%
	45%
	14%
	14%
	100%

	Xa
	Ireland
	23%
	0%
	0%
	50%
	18%
	9%
	100%

	Xa
	Europe
	23%
	0%
	5%
	45%
	18%
	9%
	100%

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Dublin
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	Xb
	Ireland
	34%
	0%
	12%
	36%
	18%
	0%
	100%

	Xb
	Europe
	34%
	0%
	12%
	35%
	12%
	7%
	100%


Table 8.54 Consolidated response Xa3 and Xb3 question 5.3.5 through to 5.3.7 Y1

The results are further validated when we review the data with the incomplete 360(  questionnaires omitted.  The balance of Group A is in Agreement while Group B are equally split 20% Agree and 20% Disagree:

	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Dublin
	n/a
	0%
	7%
	60%
	13%
	20%
	100%

	Xa
	Ireland
	n/a
	0%
	0%
	67%
	20%
	13%
	100%

	Xa
	Europe
	n/a
	0%
	7%
	60%
	20%
	13%
	100%

	Peers
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Dublin
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	Xb
	Ireland
	n/a
	0%
	20%
	50%
	30%
	0%
	100%

	Xb
	Europe
	n/a
	0%
	20%
	50%
	20%
	10%
	100%


Table 8.55 Consolidated response Xa3 and Xb3 question 5.3.5 through to 5.3.7 Y2
When asked about the students’ motivation to access/progress to 3rd level elsewhere in Ireland or Europe the response given by tutors was similar to the response given in relation to students’ accessing/progressing to 3rd level in Dublin.  The majority of Group A tutors 58% and 50% gave a Neutral response to Ireland and Europe respectively.   Of the remaining non neutral responses 14% Strongly Disagreed that students were motivated by their work placement experience to access/progress to 3rd level elsewhere in Ireland or Europe, while 5% Agreed and 14% Strongly Agreed.  In Group A an equal 14% of Tutors Strongly Agreed and Strongly Disagreed that students were motivated by their work placement experience to access/progress to 3rd level in Europe.  What is significant is that Group B undertaking a national work experience placement returned significantly less Neutral responses overall.  Group A Neutral responses totalled 55% while in contrast Group B Neutral responses totalled 12%.  In addition Group B had a significantly higher percentage Disagreeing that students work placement experience had an effect on students motivation to access/progress to 3rd level.  However, when we examine the Agree/Strongly Agree responses in relation to tutors thoughts on students being motivated to access/progress to 3rd level in Europe, Group B who undertook a national work experience placement came in marginally ahead of Group A 14% and 17% respectively.

Motivation to progress to 3rd level in another region of Ireland was far lower then Dublin and Europe for both groups.  Which begs the question as to why Tutors feel that students are more motivated to progress to 3rd level in Dublin or Europe as opposed to other regions in Ireland?  Could this be as a result of the institutional factors explored by Darmody et al (2007) and Rist (1970).

The response is further verified when we remove the incomplete 360( questionnaires, with Group A remaining equally split between Agree and Disagree and Group B remaining resolute in their Disagreement that work experience placement motivates students to access/progress to 3rd level:
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Dublin
	12%
	14%
	0%
	55%
	5%
	14%
	100%

	Xa
	Ireland
	13%
	14%
	5%
	58%
	5%
	5%
	100%

	Xa
	Europe
	13%
	14%
	0%
	50%
	9%
	14%
	100%

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Dublin
	11%
	47%
	18%
	12%
	0%
	12%
	100%

	Xb
	Ireland
	12%
	53%
	24%
	11%
	0%
	0%
	100%

	Xb
	Europe
	12%
	35%
	24%
	12%
	0%
	17%
	100%


Table 8.56 Group Xa2 and Xa2 question 5.3.5 through to 5.3.7 Y1
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	Dublin
	n/a
	20%
	0%
	60%
	7%
	13%
	100%

	Xa
	Ireland
	n/a
	20%
	0%
	80%
	0%
	0%
	100%

	Xa
	Europe
	n/a
	20%
	0%
	60%
	7%
	13%
	100%

	Tutors
	
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xb
	Dublin
	n/a
	40%
	30%
	20%
	0%
	10%
	100%

	Xb
	Ireland
	n/a
	50%
	30%
	20%
	0%
	0%
	100%

	Xb
	Europe
	n/a
	30%
	30%
	20%
	0%
	20%
	100%


Table 8.57 Group Xa2 and Xa2 question 5.3.5 through to 5.3.7 Y2

In order to make some further comparative analysis the following table analyses the aggregate totals for Group A and Group B Tutors Agree plus Strongly Agree responses verses Disagree plus Strongly Disagree responses:
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Aggregated Total Strongly Agree plus Agree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	14%
	5%
	19%
	5%
	5%
	10%
	14%
	9%
	23%

	Xb
	12%
	0%
	12%
	0%
	0%
	0%
	17%
	0%
	17%

	A+/-
	
	
	+6%
	
	
	+10%
	
	
	+6%


Table 8.58 Aggregate total and differentiation between Xa2 and Xb2 Strongly Agree plus Agree questions 5.3.5 through to 5.3.7 Y1 
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Aggregated Total Strongly Disagree plus Disagree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	14%
	0%
	14%
	14%
	5%
	19%
	14%
	0%
	14%

	Xb
	47%
	18%
	65%
	53%
	24%
	77%
	35%
	24%
	59%

	A+/-
	
	
	-51%
	
	
	-58%
	
	
	-45%


Table 8.59 Aggregate total and differentiation between Xa2 and Xb2 Strongly Disagree plus Disagree questions 5.3.5 through to 5.3.7 Y1 

There is a marked and not insignificant 6% to 10% differentiation between the Strongly Agree/Agree responses of Group A and Group B tutors in relation to Dublin, Ireland and Europe.  This indicates that an intercultural mobility work placement is between 6% and 10% more likely to have a positive effect on students’ motivation to access/progress 3rd level in Dublin, Ireland or Europe as opposed to a national work placement experience.

In stark contrast a total of 65% of Group B tutors Strongly Disagree and Disagree that the students’ work experience placement had a positive effect on their motivation to access 3rd level in Dublin as opposed to Groups A tutors who had an aggregate total Strongly Disagree and Disagree of 14%.  When the question was expanded out to include Ireland and Europe the response was equally divergent, with Group B responses totalling 77% and 59% while Group A responses totalled 19% and 14% respectively.  Groups B tutors are therefore 51%, 58% and 45% more likely to Strongly Disagree/Disagree that a work placement experience has a positive effect on a students motivation to access/progress to 3rd level in Dublin, Ireland or Europe as opposed to tutors of students who undertake an intercultural mobility work placement.

When we remove the 360( incomplete questionnaires the result is further validated, with 50% of Group B tutors more likely to Strongly Disagree/Disagree that a work placement experience has a positive effect on the students’ motivation to access/progress to 3rd level in Dublin or Ireland then Group A tutors:
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Aggregated Total Strongly Disagree plus Disagree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	20%
	0%
	20%
	20%
	0%
	20%
	20%
	0%
	20%

	Xb
	40%
	30%
	70%
	50%
	30%
	70%
	30%
	30%
	60%

	A+/-
	
	
	-50%
	
	
	-50%
	
	
	-40%


Table 8.60 Aggregate total and differentiation between Xa2 and Xb2 Strongly Disagree plus Disagree questions 5.3.5 through to 5.3.7 Y2

It also becomes apparent that while we might have assumed that Group A tutors would return a higher response rate to the question that work placement experience has a positive effect on students motivation to progress to 3rd level in Europe, given that their students undertook an intercultural mobility work placement, this is in fact is not the case.  Group A tutors Strongly Agree/ Agree aggregate total came in at 20%, which is identical to Group B tutors:
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni)

	Aggregated Total Strongly Agree plus Agree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	13%
	7%
	20%
	0%
	0%
	0%
	13%
	7%
	20%

	Xb
	10%
	0%
	10%
	0%
	0%
	0%
	20%
	0%
	20%

	A+/-
	
	
	+10%
	
	
	0%
	
	
	0%


Table 8.61 Aggregate total and differentiation between Xa2 and Xb2 Strongly Agree plus Agree questions 5.3.5 through to 5.3.7 Y2 

At this point it might be of interest to compare the results for access/progression to further education as opposed to 3rd level.  Whether there was any difference between motivation to access/progress to 3rd level following work experience placement and motivation to access/progress to further education is analysed as follows:

	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education in Dublin, Ireland, Europe:

	Further Education Aggregated Total Strongly Agree plus Agree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	14%
	14%
	0%
	18%
	18%
	0%
	14%
	14%

	Xb
	6%
	0%
	6%
	0%
	0%
	0%
	0%
	0%
	0%

	A+/-
	
	
	+8%
	
	
	+18%
	
	
	+14%


Table 8.62 Aggregate total and differentiation between Xa2 and Xb2 Strongly Agree plus Agree questions 5.3.2 through to 5.3.4 Y2
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education in Dublin, Ireland, Europe:

	Further Education Aggregated Total Strongly Disagree plus Disagree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	14%
	5%
	19%
	14%
	55
	19%
	14%
	0%
	14%

	Xb
	47%
	24%
	71%
	53%
	24%
	77%
	53%
	24%
	77%

	A+/-
	
	
	-52%
	
	
	-58%
	
	
	-63%


Table 8.63 Aggregate total and differentiation between Xa2 and Xb2 Strongly Disagree plus Disagree questions 5.3.2 through to 5.3.4 Y1 
A comparative analysis of the results is outlined below.  On analysis of the tutors responses to work placement having a positive impact on students’ motivation to access/progress to further education as opposed to 3rd level, we note that there is a higher return in relation to impact on positive motivation towards further education in Dublin.  Significantly the positive impact of work placement experience on motivation to access/progress to further education elsewhere in Ireland and Europe is almost double that of 3rd level :

	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education v 3rd level in Dublin, Ireland, Europe:

	
	Aggregated total Strongly Agree plus Agree

	Tutors
	Further Education
	3rd Level

	Dublin
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	14%
	14%
	14%
	5%
	19%

	Xb
	6%
	0%
	6%
	12%
	0%
	12%

	
	
	
	+8%
	
	
	+6%

	Ireland
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	18%
	18%
	5%
	5%
	10%

	Xb
	0%
	0%
	0%
	0%
	0%
	0%

	
	
	
	+18%
	
	
	+10%

	Europe
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	14%
	14%
	14%
	9%
	23%

	Xb
	0%
	0%
	0%
	17%
	0%
	17%

	
	
	
	+14%
	
	
	+6%


Table 8.64 Aggregate total and differentiation between Xa2 and Xb2 Strongly Agree plus Agree questions 5.3.2 through to 5.3.4 and 5.3.5 through to 5.3.7 Y1

Earlier we noted that Group B tutors overwhelmingly disagreed that the work placement experience had an impact on students’ motivation to access/progress to 3rd level in Dublin, Ireland and Europe.  When we compare this with the results collated in questions 5.3.2 through to 5.3.4 (which focused on further education) we can see that there is no variation in the responses except when we examine the difference between motivation to access Further Education and 3rd level in Europe.  From the results outlined below tutors of Group B are 18% less likely to disagree that the work placement experience had an impact on motivation to access/progress to 3rd level in Europe then further education in Europe:

	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education v 3rd level in Dublin, Ireland, Europe:

	
	Aggregated total Strongly Disagree plus Disagree

	Tutors
	Further Education
	3rd Level

	Dublin
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Strongly Disagree
	Aggregate 

	Xa
	14%
	5%
	19%
	14%
	0%
	14%

	Xb
	47%
	24%
	71%
	47%
	18%
	65%

	
	
	
	-52%
	
	
	-51%

	Ireland
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	14%
	55%
	19%
	14%
	5%
	19%

	Xb
	53%
	24%
	77%
	53%
	24%
	77%

	
	
	
	-58%
	
	
	-58%

	Europe
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	14%
	0%
	14%
	14%
	0%
	14%

	Xb
	53%
	24%
	77%
	35%
	24%
	59%

	
	
	
	-63%
	
	
	-45%


Table 8.65 Aggregate total and differentiation between Xa2 and Xb2 Strongly Disagree plus Disagree questions 5.3.2 through to 5.3.4 and 5.3.5 through to 5.3.7 Y1

The results are further verified when we take out the responses from incomplete 360( questionnaires returned:
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education in Dublin, Ireland, Europe:

	Further Education Aggregated Total Strongly Agree plus Agree

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	13%
	13%
	0%
	13%
	13%
	0%
	13%
	13%

	Xb
	10%
	0%
	10%
	0%
	0%
	0%
	0%
	0%
	0%

	A+/-
	
	
	+3%
	
	
	+13%
	
	
	+13%


Table 8.66 Aggregated total and differentiation between Xa2 and Xb2 Strongly Agree plus Agree questions 5.3.2 through to 5.3.4 Y2
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education in Dublin, Ireland, Europe:

	Further Education Aggregated Total Strongly Disagree plus Disagree 

	Tutors
	Dublin
	Ireland
	Europe

	
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	20%
	0%
	20%
	20%
	0%
	20%
	20%
	0%
	20%

	Xb
	40%
	30%
	70%
	50%
	30%
	80%
	50%
	30%
	80%

	A+/-
	
	
	-50%
	
	
	-40%
	
	
	-60%


Table 8.67 Aggregated total and differentiation between Xa2 and Xb2 Strongly Disagree plus Disagree questions 5.3.2 through to 5.3.4 Y2
	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education v 3rd level in Dublin, Ireland, Europe:

	
	Aggregated total Strongly Agree plus Agree

	Tutors
	Further Education
	3rd Level

	Dublin
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	13%
	13%
	14%
	5%
	19%

	Xb
	10%
	0%
	10%
	12%
	0%
	12%

	
	
	
	+3%
	
	
	+6%

	Ireland
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	13%
	13%
	5%
	5%
	10%

	Xb
	0%
	0%
	0%
	0%
	0%
	0%

	
	
	
	+13%
	
	
	10%

	Europe
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	13%
	13%
	14%
	9%
	23%

	Xb
	0%
	0%
	0%
	17%
	0%
	17%

	
	
	
	+13%
	
	
	+6%


Table 8.68 Aggregate total and differentiation between Xa2 and Xb2 Strongly Agree plus Agree questions 5.3.2 through to 5.3.4 and 5.3.5 through to 5.3.7 Y2

	Q 5.3. Their work placement experience had a positive effect on their motivation to access/progress on to further education v 3rd level in Dublin, Ireland, Europe:

	
	Aggregated total Strongly Disagree plus Disagree

	Tutors
	Further Education
	3rd Level

	Dublin
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Strongly Disagree
	Aggregate 

	Xa
	20%
	0%
	20%
	14%
	0%
	14%

	Xb
	40%
	30%
	70%
	47%
	18%
	65%

	
	
	
	-50%
	
	
	-51%

	Ireland
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	20%
	0%
	20%
	14%
	5%
	19%

	Xb
	50%
	30%
	80%
	53%
	24%
	77%

	
	
	
	-40%
	
	
	-58%

	Europe
	Strongly Disagree
	Disagree
	Aggregate 
	Strongly Disagree
	Disagree
	Aggregate 

	Xa
	20%
	0%
	20%
	14%
	0%
	14%

	Xb
	50%
	30%
	80%
	35%
	24%
	59%

	
	
	
	-60%
	
	
	-45%


Table 8.69 Aggregate total and differentiation between Xa2 and Group Xb2 Tutors Strongly Disagree plus Disagree questions 5.3.2 through to 5.3.4 and 5.3.5 through to 5.3.7 Y2

In summary asked whether their work placement experience had a positive effect on their motivation to access/progress on to further education v 3rd level in Dublin, Ireland, Europe:
1. Work experience placement has a positive effect on students’ motivation to access/progress to 3rd level.

2. An intercultural mobility work placement has a more positive effect on students’ motivation to access/progress 3rd level then a national work experience placement.

3. Tutors feel that a work experience placement has a more positive affect on students’ motivation to access/progress to 3rd level in Dublin and Europe as opposed to another region of Ireland.
4. Tutors on a national work experience placement programme are more likely to disagree that work experience has a positive impact on students’ motivation to access/progress to 3rd level then tutors on an intercultural mobility work placement.

5. A national work experience placement has equal impact on a students’ motivation to access/progress to 3rd level in Europe as an intercultural mobility work placement.

6. Work experience placement has a greater impact on students’ motivation to access/progress in further education than to access/progress to 3rd level.
8.4 Impact Measurement - Transfer
We cannot examine access and progression without mentioning transfer.  Examples of situations where a student might transfer would be when they obtain a national diploma or certificate which is accepted and recognised as “entrance criteria” for a particular degree programme.  In Ireland some further education institutions have partner agreements with their local University.  They cooperate in the design of curriculum and entrance criteria so that students can be streamed from one institution to the other.  The McIver report (2006) indicates that in 2004 the number of national diploma students transferring to ordinary bachelor degree programmes amounted to 242.  The number of UK students transferring to Irish universities totalled 24:  six transferred from higher national diploma programmes and eight relocated to Ireland mid degree.  The trend to transfer was in decline in 2004/2005 however recent reports (RTE News June 2011) indicate that this could change as a consequence of the downturn in the global economy.  Students from EU countries where degree programmes are more expensive are beginning to access degree programmes in Ireland.  As an EU student they are not subject to international fees, they pay the same rate as an Irish National.  This could result in an increase in EU students becoming more mobile due to economic factors.  Although, this could be counter balanced by the lack of availability of part time employment which most students depend on to fund their living expenses.
Students were asked whether their work experience placement had a positive effect on their motivation to transfer to further education or into 3rd level.   The response as to whether their work experience placement had a positive effect on their motivation to transfer to further education in their current college, Dublin, Ireland or Europe is as follows:
	Q 5.4.1. My work placement experience had a positive effect on my motivation to transfer to further studies in my current college:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	5%
	9%
	18%
	23%
	23%
	100%

	Xb
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	+/-
	-13%
	5%
	3%
	-17%
	5%
	17%
	


Table 8.70 Xa1 and Xb1 Question 5.4.1 Y1
	Q 5.4.1. My work placement experience had a positive effect on my motivation to transfer to further studies in my current college:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	6%
	13%
	27%
	27%
	27%
	100%

	Xb
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	+/-
	n/a
	6%
	3%
	-23%
	-3%
	17%
	


Table 8.71 Xa1 and Xb1 Question 5.4.1 Y2

	Q 5.4.2. My work placement experience had a positive effect on my motivation to transfer to further studies in another college in Dublin:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	5%
	9%
	23%
	32%
	9%
	100%

	Xb
	35%
	0%
	12%
	29%
	18%
	6%
	100%

	+/-
	-13%
	5%
	-3%
	-7%
	14%
	3%
	


Table 8.72 Xa1 and Xb1 Question 5.4.2 Y1

	Q 5.4.2. My work placement experience had a positive effect on my motivation to transfer to further studies in another college in Dublin:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	13%
	34%
	40%
	13%
	100%

	Xb
	n/a
	0%
	20%
	40%
	30%
	10%
	100%

	+/-
	n/a
	0%
	-7%
	-6%
	10%
	3%
	


Table 8.73 Xa1 and Xb1 Question 5.4.2 Y2

	Q 5.4.3. My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Ireland:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	5%
	9%
	23%
	36%
	5%
	100%

	Xb
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	+/-
	-13%
	5%
	3%
	-13%
	19%
	-1%
	


Table 8.74 Xa1 and Xb1 Question 5.4.3 Y1

	Q 5.4.3. My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Ireland:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	13%
	33%
	47%
	7%
	100%

	Xb
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	+/-
	n/a
	0%
	3%
	-17%
	17%
	-3%
	


Table 8.75 Xa1 and Xb1 Question 5.4.3 Y2

	Q 5.4.4. My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Europe:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	5%
	9%
	18%
	45%
	0%
	100%

	Xb
	35%
	0%
	6%
	35%
	12%
	12%
	100%

	+/-
	-12%
	5%
	3%
	-17%
	34%
	-12%
	


Table 8.76 Xa1 and Xb1 Question 5.4.4 Y1
	Q 5.4.4. My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Europe:

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	13%
	27%
	60%
	0%
	100%

	Xb
	n/a
	0%
	10%
	50%
	20%
	20%
	100%

	+/-
	n/a
	0%
	3%
	-23%
	40%
	-20%
	


Table 8.77 Xa1 and Xb1 Question 5.4.4 Y2
Group A students on aggregate are more likely to agree that they are motivated towards transferring to further studies in their own college 46% or to Europe 45%, with their response to Dublin and Ireland coming in at 41%.  Group B’s response to their placement having a positive impact on their motivation to transfer to further education in their current college, Dublin, Ireland and Europe was equally spread across all four locations at 24%.  When we remove the incomplete 360( questionnaires the result is further validated with Group A responding 54% for current college, Dublin and Ireland a higher response of 60% for Europe.  Group B responded 40% for current college, Dublin, Ireland and Europe.  The Disagree/ Strongly Disagree responses for both Group A and B ranged between 6% and 15%:

	Q 5.4. My work placement experience had a positive effect on my motivation to transfer to further studies in my current, another FE college in Dublin, Ireland, Europe:

	
	Aggregated total Strongly Agree plus Agree

	
	Xa1 (responses from incomplete 360° questionnaires returned) 
	Xb1 (responses from complete 360° questionnaires returned) 

	Current College
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	23%
	23%
	46%
	27%
	27%
	54%

	Xb
	6%
	18%
	24%
	10%
	30%
	40%

	
	
	
	+22%
	
	
	+14%

	Dublin
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	9%
	32%
	41%
	13%
	40%
	53%

	Xb
	6%
	18%
	24%
	10%
	30%
	40%

	
	
	
	+17%
	
	
	+13%

	Ireland
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	5%
	36%
	41%
	7%
	47%
	54%

	Xb
	6%
	18%
	24%
	10%
	30%
	40%

	
	
	
	+17%
	
	
	+14%

	Europe
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	45%
	45%
	0%
	60%
	60%

	Xb
	12%
	12%
	24%
	20%
	20%
	40%

	
	
	
	+21%
	
	
	+20%


Table 8.78 Aggregate total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree questions 5.4.1 through to 5.4. 4 Y1 and Y2 

Questions 5.4.5 through to 5.4.7 establish whether there is a return on investment in terms of work placement experience having a positive effect on the students’ motivation to transfer to 3rd level in Dublin, another region of Ireland or Europe.

45% of Group A returned a Neutral response when asked if their intercultural mobility work placement had a positive effect on their motivation to transfer 3rd level in Dublin.  The percentage of Neutral responses from Group A in relation to motivation to transfer to 3rd level in Ireland and Europe was not as high at 36% and 27% respectively:
	Q 5.4.5 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Dublin (IoT/Uni):

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	0%
	5%
	45%
	14%
	14%
	100%

	Xb
	36%
	0%
	0%
	29%
	29%
	6%
	100%

	+/-
	-14%
	0%
	5%
	16%
	-16%
	8%
	


Table 8.79 Xa1 and Xb1 Question 5.4.5 Y1
	Q 5.4.5 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Dublin (IoT/Uni):

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	7%
	66%
	20%
	7%
	100%

	Xb
	n/a
	0%
	0%
	50%
	40%
	10%
	100%

	+/-
	n/a
	0%
	7%
	16%
	-20%
	-3%
	


Table 8.80 Xa1 and Xb1 Question 5.4.5 Y2
	Q 5.4.6 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Ireland (IoT/Uni):

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	22%
	0%
	5%
	36%
	23%
	14%
	100%

	Xb
	35%
	0%
	6%
	35%
	24%
	0%
	100%

	+/-
	-13%
	0%
	-1%
	1%
	-1%
	14%
	


Table 8.81 Xa1 and Xb1 Question 5.4.6 Y1
	Q 5.4.6 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Ireland (IoT/Uni):

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	0%
	7%
	53%
	33%
	7%
	100%

	Xb
	n/a
	0%
	10%
	50%
	40%
	0%
	100%

	+/-
	n/a
	0%
	-3%
	3%
	-7%
	7%
	


Table 8.82 Xa1 and Xb1 Question 5.4.6 Y2
	Q 5.4.7 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Europe (IoT/Uni):

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	23%
	9%
	5%
	27%
	18%
	18%
	100%

	Xb
	35%
	0%
	6%
	35%
	18%
	6%
	100%

	+/-
	-12%
	9%
	-1%
	-8%
	0%
	12%
	


Table 8.83 Xa1 and Xb1 Question 5.4.7 Y1
	Q 5.4.7 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Europe (IoT/Uni):

	Self
	No response
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree
	Total

	Xa
	n/a
	7%
	7%
	40%
	26%
	20%
	100%

	Xb
	n/a
	0%
	10%
	50%
	30%
	10%
	100%

	+/-
	n/a
	7%
	-3%
	-10%
	-4%
	10%
	


Table 8.84 Xa1 and Xb1 Question 5.4.7 Y2
In order to analyse the data comparatively both the Strongly Agree/ Agree responses were collated.  The aggregate results for motivation to transfer 3rd level indicate that 35% Group B are more motivated to transfer to 3rd level in Dublin  than Group B at 28%.  A student undertaking a national work placement is therefore 7% more likely to be positively motivated to transfer to 3rd level in Dublin then a student who undertakes an intercultural mobility work placement as in Group A.  This result is even more interesting given that Group B have an agreement with a university in the UK whereby their FETAC qualified Childcare students can automatically transfer to the UK university degree programme.  One would have expected therefore that Group B would have a higher response rate for students opting to transfer to 3rd level in Europe.  Group A are between 12% and 13% more likely to be mobile as a result of their intercultural mobility work placement with 37% and 36% of Group A Strongly Agreeing/Agreeing that they are more motivated towards transfer to 3rd level in another region of Ireland or Europe as opposed to 24% of Group B:

	Q 5.4 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Dublin, Ireland, Europe (IoT/Uni):

	
	Aggregated total Strongly Agree plus Agree

	
	Xa1 (responses from incomplete 360° questionnaires returned) 
	Xb1 (responses from complete 360° questionnaires returned) 

	Dublin
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	14%
	14%
	28%
	7%
	20%
	27%

	Xb
	6%
	29%
	35%
	10%
	40%
	50%

	
	
	
	-7%
	
	
	-23%

	Ireland
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	14%
	23%
	37%
	7%
	33%
	40%

	Xb
	0%
	24%
	24%
	0%
	40%
	40%

	
	
	
	+13%
	
	
	0%

	Europe
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	18%
	18%
	36%
	20%
	26%
	46%

	Xb
	6%
	18%
	24%
	10%
	30%
	40%

	
	
	
	+12%
	
	
	+6%


Table 8.85 Aggregated total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree questions 5.4.5 through to 5.4.7 Y1 and Y2

By comparing the results of questions 5.4.2 through to 5.4.4 and 5.4.5 to 5.4.7 we get a picture of the impact work placement experience has on students’ motivation to transfer to further education as opposed to 3rd level.  The response indicates that Group A following their work placement experience are more motivated to transfer to further education than Group B.  The results also indicate that following their work experience placement Group A are more motivated to transfer to further education in Europe with a response rate of 45%, while Group B are more motivated towards transferring to 3rd level in Ireland with a response rate of 35%:
	Q 5.4 My work placement experience had a positive effect on my motivation to transfer to a further studies in an FE college v higher 3rd level college (IoT/Uni) in: Dublin, Ireland, Europe:

	
	Aggregated total Strongly Agree plus Agree

	
	Further Education
	3rd Level

	Dublin
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	9%
	32%
	41%
	14%
	14%
	28%

	Xb
	6%
	18%
	24%
	6%
	29%
	35%

	
	
	
	+17%
	
	
	-7%

	Ireland
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	5%
	36%
	41%
	14%
	23%
	37%

	Xb
	6%
	18%
	24%
	0%
	24%
	24%

	
	
	
	+17%
	
	
	+13%

	Europe
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	45%
	45%
	18%
	18%
	36%

	Xb
	12%
	12%
	24%
	6%
	18%
	24%

	
	
	
	+21%
	
	
	+12%


Table 8.86 Aggregate total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree questions 5.4.1 through to 5.4. 4 Y1

The results are further validated when we remove the incomplete 360( questionnaires, clearly Group A are more motivated towards further education as opposed to 3rd Level.  Group B return an Agreed/Strongly Agreed response of 40% except for 3rd level in Dublin where the percentage increases to 50%.  Group A has a 60% preference for further education in Europe marginally higher than Dublin and Ireland at 53% and 54% respectively:

	Q 5.4 My work placement experience had a positive effect on my motivation to transfer to a further studies in an FE college v higher 3rd level college (IoT/Uni) in: Dublin, Ireland, Europe:

	
	Aggregated total Strongly Agree plus Agree

	
	Further Education
	3rd Level

	Dublin
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	13%
	40%
	53%
	7%
	20%
	27%

	Xb
	10%
	30%
	40%
	10%
	40%
	50%

	
	
	
	+13%
	
	
	-23%

	Ireland
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	7%
	47%
	54%
	7%
	33%
	40%

	Xb
	10%
	30%
	40%
	0%
	40%
	40%

	
	
	
	+14%
	
	
	0%

	Europe
	Strongly Agree
	Agree
	Aggregate 
	Strongly Agree
	Agree
	Aggregate 

	Xa
	0%
	60%
	60%
	20%
	26%
	46%

	Xb
	20%
	20%
	40%
	10%
	30%
	40%

	
	
	
	+20%
	
	
	+6%


Table 8.87 Aggregated total and differentiation between Xa1 and Xb1 Strongly Agree plus Agree questions 5.4.1 through to 5.4. 4 Y2 

In summary asked whether their work placement experience had a positive effect on their motivation to transfer to a further education studies or 3rd level :
1. An intercultural mobility work placement has a more positive impact on students’ motivation to transfer to further education as opposed to a national work placement experience.

2. An intercultural mobility work placement has a marginally greater impact on students’ motivation to transfer to further education in their current college and to Europe than to further education in Dublin or Ireland.

3. A student undertaking a national work placement experience is more likely to be motivated to transfer to 3rd level than a student who undertakes an intercultural mobility work placement.

4. Students undertaking an intercultural mobility work placement appear to become more mobile as a result of their work placement experience.

Conclusion:
Benefits for the European Union DG Education and Culture Lifelong Learning Programme Leonardo da Vinci; students who undertake an intercultural mobility work placement are more likely to be mobile as a result of their experience, which underpins the European Commission priority to support the realisation of a Europe area for lifelong learning and reinforce the contribution of lifelong learning to social cohesion, active citizenship intercultural dialogue, gender equality and personal fulfilment.  As evidenced in the data, students are more inclined to access further and higher education in Europe following an intercultural mobility work placement, which contributes to the Commission lifelong learning priority to improve the attractiveness and accessibility of opportunities for lifelong learning available within Members States.  

As evidenced by the research into access, transfer and progression the introduction of the EQF has promote co-operation in quality assurance in all sectors of education across Europe, however it was also noted that at a national level retention and completion is now a big issue.  If the EQF is to be successful, then this lesson has to be taken on board by policy developers.  For EQF to translate to the street, it needs to be underpinned with proper supports giving students advice, guidance and counselling for the double adjustment and transition that comes with moving to another country and entering another education system.

For the Ministry for Education: work placement programmes, whether undertaken nationally or internationally positively effect students’ motivation to access and progress through the education system, thereby fostering and encouraging citizens to become lifelong learners.  Any programme of activity that fosters and encourages retention and completion represents an important saving to tax payers, improves efficiencies in the system and employs educational resources in a cost effective manner.

Benefits for the Education provider: struggling with retention rates this represents a positive outcome in terms of using work placement experience, particularly intercultural mobility work placement as a cost effective pedagogic tool to positively motivate students to stay in education and continue to progress through the system.  Research indicates that pedagogies fostering good relations between teachers and students are key to facilitating the learner to reaching their full potential.  Motivated learners do not have a negative evaluation of education and are more likely to progress.

Benefits for the Learner: work experience placement represents a positive learning experience which links prior learning and the theory of the classroom with new learning in the working environment.  This integrated approach or joined up learning fosters an environment of positive affirmation learning which significantly motivates the individual to continue and to complete their education.  Undertaking an intercultural mobility work placement represents an opportunity for exposure to life wide learning, new perspectives, beliefs and attitudes: an opportunity to access learning by leaving.
8.5 Impact Measurement - Employability

The relationship between the investment in learning on behalf of the education provider and the individual and any subsequent “return” on investment in terms of future employability is explored in this section.

In their 2011 study entitled Tomorrow’s Leaders, Woodman and Hutchings surveyed twenty thousand members of the Chartered Management Institute in order to examine manager’s perceptions about young people and the UK education system.  Their findings indicate that young people in the UK are less employable today because of their lack of skills and poor education. 

20% of 16 to 24 year olds in the UK are currently unemployed.  Executives agree that failures in the education system are fuelling a skills crisis that is damaging the economy.  69% of executives point to the lack of skills and poor education as a factor in damaging economic performance.  73% felt lack of skills and poor education is contributing to a national skills crisis.  61% of employers encountered problems with punctuality, 63% with workplace skills and 66% with attitude and ambition.  A damning indictment for any education system faced with rising youth unemployment figures.

67% of employers surveyed disagree that the education system is responsive to employers needs while 47% agree that if employers and business were involved more in the education process students’ employability would be improved.  91% agree that employers have a duty to develop young people skills, they appreciate that skill development is not solely the responsibility of educators. 

Top of the list of concerns for employers was attitude and ambition, discipline and punctuality along with the work based skills of communication, literacy and numeracy.   Nine out of ten managers feel that young people still require basic skills training when they enter the world of work.  51% of employers cited poor communication skills as a major concern.  Interestingly employers agreed that education provision in the areas of: ICT; creativity; basic skills and team work is good.  Notably the areas of concern where employers felt improvement is warranted include: reasoning and comprehension; problem solving and analytical thinking; communication; commercial awareness and management skills.  Of those listed the skills training priorities for employers includes: communication; planning and organisation; customer service and decision-making.  

36% of private employers surveyed indicated that they were involved with school education provision, while the percentage increased into the mid forties for further and higher education institutions.  Interestingly 50% of employers indicated that they would be willing to become more involved.  23% were prepared to become involved in curriculum development, citing access to local talent pool as a key incentive.  44% indicated that they would like to see an increase in work placements.  Barriers to employer participation in education include: level of staff time and commitment; bureaucracy and the lack of established platforms for participation.

Employers agreed on the whole that a work experience placement gives the student a view of themselves as a potential employee from the perspective of a future employer.  Real world experience is required if students are to hit the ground running when they enter the world of work.  The cycle needs to be broken and the only real way for that to happen is for employers and educators to work together.
In Ireland, surveys on employers’ opinions regarding work placement programmes are beginning to emerge, largely in response to the downturn in the economy.  Evidence of parent and student opinions can be found in various reports published in 2010 by the Economic and Social Research Institute (ESRI) on behalf of the Department of Education and Science (DEIS) and the National Council for Curriculum Assessment (NCCA).  The data for the ESRI reports and studies is largely extracted from 2007 School Leavers Survey Report (2008).

Studies carried out by ESRI (Walshe 2010) surveyed parents of 5th and 6th year pupils to ascertain whether education provision is relevant to the world of work today.  While a joint ESRI and NCCA study (Banks et al 2010) provides evidence as to how the content of curriculum as experienced by Leaving Certificate Applied (LCA), characterised by a modular curriculum that includes mandatory work experience placement, is received. 

Of the parents surveyed (Walshe 2010) 40% were very satisfied with the quality of teaching, 48% somewhat satisfied and 14% dissatisfied.  A further 40% of parents felt school prepared students for the world of work, 45% indicated students were prepared “only a little” while 18% felt that school did not prepare students for the world of work.  One mother remarked “it does not prepare them for actually leaving school and going in to the real world”  “I think there should be far more practical elements to some subjects because at the end of the day that’s what they are going to have to do” “if they go in to a career they’ll have to put things in to practice”

Of the students surveyed in the ESRI NCCA report (Banks et al 2010) it becomes clear that the fundamental result of work experience delivered through an applied curriculum is the preparation of students for their transition into the world of work, adult life and further education.  Perhaps what is most indicative is the increase of schools, from 15% in 1997 to 42% in 2007, providing learners with the opportunity to undertake the LCA programme.  This accounts for 7% of the school population.  Following their period in work placement most students felt that the experience improved their confidence and ability to communicate.  While more valued the role work experience played in affirming their career decisions and aspirations.  It is clear from the report, and further evidenced in this study, that work placement has an impact on students’ career trajectory.  Two thirds of students felt that the education and training provided was an important factor in them getting their current job while three quarters of students felt that their experience was useful in helping them carry out their current job.  Students find the transition from education to work a difficult process; a work experience placement can help them to mediate this transition.  Students appear to enjoy work experience.  It improves their generic skills, knowledge and personal competences as well as providing contact with future employers.

The ESRI reports concentrate their efforts on pupils and students in primary and secondary education.  Reports on the impact of work experience on students in tertiary level are emerging in Australia and Ireland, the results of which were discussed earlier in this study as the studies were focused predominantly on the impact of work and study on grade attainment or barriers to progression into third level.  One report by the Irish Higher Education Institutions (HEI’s) recently published in response to presentations and discussions during a conference held on the 23rd September 2010.  The Partnerships for Progress Conference on Higher Education Institutions and External Engagement was organised by the Roadmap for Employment – Academic Partnerships (REAP) project (2010).  The REAP project is a consortium led by Cork Institute of Technology and includes Athlone Institute of Technology; Dublin Institute of Technology; 

Institute of Technology, Sligo; Institute of Technology Tallaght; National University of Ireland Galway; University College, Cork; and Waterford Institute of Technology.  Partners to the project include Forfás, the Expert Group on Future Skills Needs, IBEC and a wide range of employers.  The aim of the project was to develop a model and road map for partnership and engagement between HEI’s, employers and enterprises.

A survey facilitated by Forfás was made available to employers through the IBEC network.  The survey explores employers views on the benefits of work placement for their organisation, the benefits to students and ways in which the process of work placement might be improved.  The employer themes that emerged from the REAP project were similar to the themes emerging in Woodman and Hutchings (2011) survey discussed previously.   Employers in the REAP project were generally satisfied with the technical competences of the students who came to them on work experience placement but felt that communication skills, commercial awareness, ability to solve problems and apply theory to practice required improvement.  Employers also spoke of the need to increase the number of work placements in response to a perceived deficit in the practical application of theoretical knowledge.  The survey response clearly indicates that employers feel that work experience makes a significant contribution to developing maturity, hands on experience and building confidence.  Interestingly employers felt that there should be an increased emphasis on behavioural competences gained through work such as verbal communication, initiative and professionalism.  Most employers pointed to the benefits of placement as a recruiting tool.  Many reported that their organisations benefitted from new skills and energy brought to the workplace by students.

The above reports and surveys appear to be as close as one can get to any established assessment of the impact of work experience on students career trajectory and perceived benefits to employers.  A systematic assessment of the work experience placement undertaken by further education students and any subsequent impact on employability has never been undertaken or indeed published.  This return on investment study is therefore the first time the impact of work experience on students in the further education sector has ever been assessed and measured for a return on investment.

Question 5.1.2 explores whether the course content is relevant to the work place and whether the student feels that they are being provided with the right quality of skills and competencies required for their future profession.

Group A and B had a similar response rate with 50% and 53% indicating that they were 100% confident that their college was providing them with the right quality of learning, skills and competencies needed for their future profession:

	5.1.2. My work placement experience made me realise that my college is providing me with the right quality of learning skills and competencies that I need for my future profession

	Student
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	14%
	9%
	9%
	0%
	18%
	50%
	100%

	Xb
	35%
	6%
	0%
	0%
	6%
	53%
	100%

	+/-
	-21%
	+3%
	+9%
	0%
	+12%
	-3%
	


Table 8.88 Xa1 and Xb1 Question 5.1.2 Y1
When the incomplete 360( questionnaires are removed the data indicates that 80% of Group B were 100% sure that their college was providing them with the right quality of learning skills and competences that are needed for their future profession as opposed to 67% of Group A.  One reason for the differentiation could be that the course content and learning experienced by Group B was more relevant to the national work place culture and environment:

	5.1.2. My work placement experience made me realise that my college is providing me with the right quality of learning skills and competencies that I need for my future profession

	Student
	n/a
	0-20%
	20-40%
	40-59%
	60-80%
	80-100%
	%

	Xa
	n/a
	0%
	7%
	0%
	27%
	67%
	100%

	Xb
	n/a
	10%
	0%
	0%
	10%
	80%
	100%

	+/-
	
	-10%
	+7%
	0%
	+17%
	-13%
	


Table 8.89 Xa1 and Xb1 Question 5.1.2 Y2
Questions 5.5.1 through to 5.5.3 establish the impact of the work placement experience on the student’s current place of employment in terms of absenteeism, quantity and quality of output.  The data analysis ascertains whether there is a return on investment for the employer and whether there is any benefit to the employer in giving the student leave from work to participate in a training period that is attached to their course of study.  It has to be acknowledged that the students’ employer may not necessarily be trading in the sector that the student is studying and undertaking a work based learning period in.  Often students will take up part time employment in a service industry to help cover the cost of living while they are attending full time education.

32% of Group A and 35% of Group B gave a Neutral response, which would suggest that there was no change to student attendance patterns.  However it is worth noting that the next highest response for Group A and Group B indicates that 27% and 18% Strongly Agree that their absenteeism in work improved as a result of their work experience placement:
	Q. 5.5.1. As a result of my work placement experience my absenteeism in work has improved.

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	5%
	5%
	32%
	9%
	27%
	100%

	Xb
	35%
	0%
	0%
	35%
	12%
	18%
	100%

	+/-
	-12%
	+5%
	+5%
	-3%
	-3%
	+9%
	


Table 8.90 Xa1 and Xb1 Question 5.5.1 Y1

The result is further verified when the incomplete 360( questionnaires are removed.  The highest response from Group A of 47% and 50% of Group B was Neutral, indicating that their work placement experience had no direct impact on their absenteeism from work.  While 33% of Group A and 30% of Group B did Strongly Agree that absenteeism rates in work improved as a result of their work placement experience.  This indicates that over a third of students felt that they were more motivated to turn up for work following a period in work based training:

	Q. 5.5.1. As a result of my work placement experience my absenteeism in work has improved.

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	7%
	47%
	13%
	33%
	100%

	Xb
	n/a
	0%
	0%
	50%
	20%
	30%
	100%

	+/-
	n/a
	0%
	+7%
	-3%
	-7%
	+3%
	


Table 8.91 Xa1 and Xb1Question 5.5.1 Y1 

When asked how the work placement experience affected the quantity and quality of their output in their current place of employment the data indicates that a period abroad on work placement had a significant impact on output at work by comparison to a national placement.  The highest response was from Group A, more than a third of the students (36%) Strongly Agreed that their work rate increased as a result of their work placement.  A little under 20% of Group B, who undertook a national work placement, felt the same.  This indicates that a student undertaking an intercultural learner mobility work placement is 19% more likely to increase their work rate/output on return to their employer.  The highest response from Group B was 35% Neutral.  Notably the combined data for Group B indicates that a total of 70% gave with a Neutral/Not applicable response:
	Q 5.5.2: As a result of my work placement experience my output in my current place of work/employment increased:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	5%
	0%
	27%
	9%
	36%
	100%

	Xb
	35%
	0%
	0%
	35%
	12%
	18%
	100%

	+/-
	-12%
	+5%
	0%
	-8%
	-3%
	+19%
	


Table 8.92 Xa1 and Xb1 Question 5.5.2 Y1

Removing the incomplete 360( questionnaires indicates a similar response with 47% of Group A and 30% of Group B Strongly Agreeing that their work rate in employment increased as a result of their work placement experience.  This indicates clearly that a student undertaking an intercultural learner mobility work placement is 17% more likely to increase their work rate in their place of employment on return from their training experience:

	Q 5.5.2: As a result of my work placement experience my output in my current place of work/employment increased:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	40%
	13%
	47%
	100%

	Xb
	n/a
	0%
	0%
	50%
	20%
	30%
	100%

	+/-
	n/a
	0%
	0%
	-10%
	-7%
	+17%
	


Table 8.93 Xa1 and Xb1 Question 5.5.2 Y2

Question 5.5.3 examines whether a work placement experience affects the quality of the students’ work output on return to their place of employment.  Students were asked whether as a result of their work placement experience the quality of their work in their current place of employment improved. 36% of Group A indicated that they Strongly Agree that the quality of their work in their current place of employment increased as a direct result of their intercultural mobility work placement.  35% of Group B remained Neutral, while a not insignificant 18% indicated that they Strongly Agree:
	Q 5.5.3: As a result of my work placement experience the quality of my work in my current place of employment improved:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	5%
	0%
	18%
	18%
	36%
	100%

	Xb
	35%
	0%
	0%
	35%
	12%
	18%
	100%

	+/-
	-12%
	+5%
	0%
	-17%
	+6%
	+19%
	


Table 8.94 Xa1 and Xb1 Question 5.5.3 Y1

Removing the incomplete 360( questionnaires from the data indicates a similar response rate with a 17% differentiation as opposed to 19%:
	Q 5.5.3: As a result of my work placement experience the quality of my work in my current place of employment improved:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	26.5%
	26.5%
	47%
	100%

	Xb
	n/a
	0%
	0%
	50%
	20%
	30%
	100%

	+/-
	n/a
	0%
	0%
	-23%
	+7%
	+17%
	


Table 8.95 Xa1 and Xb1 Question 5.5.3 Y2

Questions 5.5.4 through to 5.5.6 examined the affect a work placement experience has on the individual’s employment prospects.  The aim here was to establish whether the work placement experience added value to the student’s employability.  Did the experience give them an added advantage in the labour market?

Interestingly students from Group A were 15% more likely to indicate that their placement gave them an added advantage when applying for jobs:
	Q. 5.5.4: My work placement experience has given me an added advantage when applying for jobs:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	0%
	0%
	13.5%
	13.5%
	50%
	100%

	Xb
	35%
	0%
	0%
	6%
	24%
	35%
	100%

	+/-
	-12%
	0%
	0%
	+7.5%
	-10.5%
	+15%
	


Table 8.96 Xa1 and Xb1 Question 5.5.4 Y1

Removing the incomplete 360( questionnaires an overwhelming 67% of Group A and 60% of Group B Strongly Agreed that their work placement experience gave them an added advantage when applying for jobs.  The differential between Group A’s intercultural mobility work placement and Group B’s national work placement experience reduces by half but remains significant at 7%:
	Q. 5.5.4: My work placement experience has given me an added advantage when applying for jobs:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	20%
	13%
	67%
	100%

	Xb
	n/a
	0%
	0%
	10%
	30%
	60%
	100%

	+/-
	n/a
	0%
	0%
	+10%
	-17%
	+7%
	


Table 8.97 Xa1 and Xb1Question 5.5.4 Y2

To provide some comparison, the data from the two highest responses were combined and indicate that 80% of both groups felt that their work experience placement gave them an added advantage on the labour market.  This represents a key return on investment in terms of participation in a work experience placement:

	Q. 5.5.4: My work placement experience has given me an added advantage when applying for jobs

	Aggregated Total Strongly Agree and Agree

	Self
	Strongly Agree 
	Agree
	Aggregate 

	Xa
	67%
	13%
	80%

	Xb
	60%
	30%
	90%

	+/-
	+7%
	-17%
	-10%


Table 8.98 Aggregated total and differentiation between Xa1 and Xb1 Question 5.5.4 Y1

Reviewing the responses from question 5.5.4 ‘My work placement experience has given me an added advantage when applying for jobs and question 5.1.2 ‘My work placement experience made me realise that my college is providing me with the right quality of learning skills and competencies that I need for my future profession’: we begin to extract some compelling evidence which demonstrates the quality and impact of the Irish FETAC course content, it’s vocational orientation and the effect a practical work experience placement into industry has on the individual.
Question 5.5.5 establishes whether students had actually secured employment in their field of study and whether their placement experience was a factor in their success.  This question was applied using a 360( approach in which the student, their class peer and their course tutor were also asked to reflect on the student’s progress and respond accordingly. 

The majority of the students responded Neutrally to this question: 36% of Group A and 35% of Group B.  The next highest percentage indicates that 27% of students in Group A and 18% of Group B Strongly Agree that their work placement experience had an impact on them getting a better job in their chosen profession.  Group A undertaking an intercultural learner mobility work placement are therefore 9% more likely to Strongly Agree than Group B who undertook a national work placement experience.

	Question 5.5.5: My work placement experience helped me to get a job in my chosen profession/field:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	0%
	5%
	36%
	9%
	27%
	100%

	Xb
	35%
	0%
	0%
	35%
	12%
	18%
	100%

	+/-
	-12%
	0%
	+5%
	+1%
	-3%
	+9%
	


Table 8.99 Xa1 and Xb1 Question 5.5.5 Y1

Removing the incomplete 360( questionnaires the data indicates that the majority of Group A 53% and 50% of Group B gave a Neutral response.   While 33% of Group A and 30% of Group B, nearly a third of all students, indicated that they Strongly Agree that their work placement experience helped them to get a job in their chosen profession:
	Question 5.5.5: My work placement experience helped me to get a job in my chosen profession/field:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	53%
	13%
	33%
	100%

	Xb
	n/a
	0%
	0%
	50%
	20%
	30%
	100%

	+/-
	n/a
	0%
	0%
	+3%
	-7%
	+3%
	


Table 8.100 Xa1 and Xb1 Question 5.5.5 Y2

What is evident is that both tutors and peers felt that the work placement helped students to get a job in their chosen profession, more so than the students did themselves.  The majority of tutors, Group A 50% and Group B 59%, indicated that they Strongly Agree that the work placement experience helped students get a job in their chosen profession.  The majority of Group A peers 36% indicated that they Strongly Agree while the majority of Group B 41% indicated that they Agree:
	Question 5.5.5: Their work placement experience helped them to get a job in their chosen profession/field:

	Peer
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	0%
	0%
	18%
	23%
	36%
	100%

	Xb
	35%
	0%
	0%
	6%
	41%
	18%
	100%

	+/-
	-12%
	0%
	+0%
	+12%
	-18%
	+19%
	


Table 8.101 Xa3 and Xb3 Question 5.5.5 Y1

	Question 5.5.5: Their work placement experience helped them to get a job in their chosen profession/field:

	Tutor
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	14%
	0%
	0%
	23%
	14%
	50%
	100%

	Xb
	12%
	0%
	0%
	6%
	24%
	59%
	100%

	+/-
	+2%
	0%
	0%
	+17%
	-10%
	-9%
	


Table 8.102 Xa2 and Xb2 Question 5.5.5 Y1

Removing the incomplete 360( questionnaires the majority tutors in Group A and Group B 67% and 60%, indicated that they Strongly Agree that the work placement experience helped students get a job in their chosen profession.  While 47% of peers in Group A also Strongly Agreed and 60% of Group B indicated that they Agree:

	Question 5.5.5: Their work placement experience helped them to get a job in their chosen profession/field:

	Peer
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	20%
	33%
	47%
	100%

	Xb
	n/a
	0%
	0%
	10%
	60%
	30%
	100%

	+/-
	n/a
	0%
	0%
	+10%
	-27%
	+17%
	


Table 8.103 Xa3 and Xb3 Question 5.5.5 Y2
	Question 5.5.5: Their work placement experience helped them to get a job in their chosen profession/field:

	Tutor
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	20%
	13%
	67%
	100%

	Xb
	n/a
	0%
	0%
	0%
	40%
	60%
	100%

	+/-
	n/a
	0%
	0%
	+20%
	-27%
	+7%
	


Table 8.104 Xa2 and Xb2 Question 5.5.5 Y2

Interestingly not one student, peer or tutors disagreed that undertaking a work placement experience helped students to get a job in their chosen profession.
In some situations the student may come back from work placement and apply for a job that is unrelated to their field of study.  For example the student may want to improve their current pay and conditions.  In order to ascertain whether the work placement helps students advance their career, students were asked whether their work placement experience helped them get a better job.  The response was in the majority Neutral for 41% of Group A and 35% of Group B:

	Q. 5.5.6 My work placement experience has helped me get a better job

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	0%
	5%
	41%
	18%
	14%
	100%

	Xb
	35%
	0%
	0%
	35%
	12%
	18%
	100%

	+/-
	-12%
	0%
	5%
	6%
	6%
	-4%
	


Table 8.105 Xa1 and Xb1 Question 5.5.6 Y1

To provide some comparative analysis the responses for Strongly Agree and Agree were combined.  By combining the positive responses the data indicates that roughly one third of students were positive that the work placement experience helped them to get a better job:
	Q. 5.5.6 My work placement experience has helped me get a better job

	Aggregated Total Strongly Agree and Agree

	Self
	Strongly Agree 
	Agree
	Aggregate 

	Xa
	14%
	18%
	32%

	Xb
	18%
	12%
	30%

	A+/-
	-4%
	6%
	+2%


Table 8.106 Aggregated total and differentiation between Xa1 and Xb1 question 5.5.6 Y1

The responses are further verified when the incomplete 360( questionnaires are removed:
	Q. 5.5.6 My work placement experience has helped me get a better job

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	0%
	0%
	60%
	20%
	20%
	100%

	Xb
	n/a
	0%
	0%
	50%
	20%
	30%
	100%

	+/-
	n/a
	0%
	0%
	+10%
	0%
	-10%
	


Table 8.107 Xa1 and Xb1 Question 5.5.6 Y2

	Q. 5.5.6 My work placement experience has helped me get a better job

	Aggregated Total Strongly Agree and Agree

	Self
	Strongly Agree 
	Agree
	Aggregate 

	Xa
	20%
	20%
	40%

	Xb
	30%
	20%
	50%

	A+/-
	-10%
	0%
	-10%


Table 8.108 Aggregated total and differentiation between Xa1 and Xb1 5.5.6 Y2

A work placement experience can also have the effect of confirming the individual’s suitability to their chosen field of study.  It was therefore important to establish whether the experience made the students realise that they were unsuitable for the profession.  This is an equally valid learning outcome.  Question 5.5.7 establishes whether their work placement experience made students realise that they should choose a different career path.

The data indicates that 14% of Group A and 12% of Group B Strongly Agree that their work placement made them realise that they should choose a different career path:

	Q. 5.5.7 My work placement experience made me realise that I should choose a different career path:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	23%
	36%
	5%
	14%
	9%
	14%
	100%

	Xb
	35%
	6%
	18%
	18%
	12%
	12%
	100%

	+/-
	-12%
	30%
	-13%
	-4%
	-3%
	2%
	


Table 8.109 Xa1 and Xb1 Question 5.5.7 Y1

To provide some comparative analysis the responses for Strongly Agree and Agree were combined.  By combining the positive responses the data indicates that roughly one quarter of students agree that the work placement experience made them realise that they should choose a different career path:
	Q. 5.5.7 My work placement experience made me realise that I should choose a different career path:

	Aggregated Total Strongly Agree and Agree

	Self
	Strongly Agree 
	Agree
	Aggregate 

	Xa
	14%
	9%
	23%

	Xb
	12%
	12%
	24%

	A+/-
	2%
	-3%
	-1%


Table 8.110 Aggregated total and differentiation between Xa1 and Xb1 question 5.5.7 Y1

When the incomplete 360( questionnaires were removed Group A and Group B’s Strongly Agree response increased slightly to 20%.  This suggests that one fifth of participants in both groups returned from their work experience realising that they were not suited to the profession.  This would suggest that a work experience placement can affirm to students whether they have made the right choice in career or not:

	Q. 5.5.7 My work placement experience made me realise that I should choose a different career path:

	Student
	n/a
	Strongly Disagree 
	Disagree
	Neutral
	Agree
	Strongly Agree 
	%

	Xa
	n/a
	47%
	0%
	20%
	13%
	20%
	100%

	Xb
	n/a
	10%
	20%
	30%
	20%
	20%
	100%

	+/-
	n/a
	37%
	-20%
	-10%
	-7%
	0%
	


Table 8.111 Xa1 and Xb1Question 5.5.7 Y2

However, there is some cause for concern when the Strongly Agree/Agree totals are combined.  The slightly worrying figure of 40% of Group B indicated that their work placement experience made them realise that they should choose a different career path:

	Q. 5.5.7 My work placement experience made me realise that I should choose a different career path:

	Aggregated Total Strongly Agree and Agree

	Self
	Strongly Agree 
	Agree
	Aggregate 

	Xa
	20%
	13%
	33%

	Xb
	20%
	20%
	40%

	A+/-
	0%
	-7%
	-7%


Table 8.112 Aggregated total and differentiation between Xa1 and Xb1 question 5.5.7 Y1

In summary when asked if their work experience placement had an impact on their employability:
1. On return to college after a work placement experience the majority of students having experienced putting the theory of the classroom into practice on the shop floor were 100% satisfied that their college is providing them with the right quality of learning, skills and competencies needed for their chosen profession.
2. The impact of the work experience placement on absenteeism is significant with over one third of students indicating that their attendance in work improved following their placement.

3. An intercultural mobility work placement is 20% more likely to impact on the quality and quantity of output in the student’s work place as opposed to a national work placement experience.

4. Examining the effect a work experience placement has on the individual’s employment potential, the data ascertained that a period in industry gaining hands on experience and putting theory into practice gives students an added advantage when applying for jobs on the labour market. 
5. A workplace experience has a positive effect on students decision making as to whether they are suited to the profession they have chosen to study or not.  
Conclusion:
Benefits for the European Union DG Education and Culture Lifelong Learning Programme Leonardo da Vinci; work placement programmes, whether undertaken nationally or internationally, have a positive effect on students and have a direct impact on their employability, which addresses the European Commission Lifelong Learning priority of promoting creativity, competitiveness, employability and the growth of entrepreneurial spirit.  By creating an environment or platform for employers to get involved in the development of curriculum and ensuring a less bureaucratic system of access to work placement activities and local talent pools will enhance provision and open channels for co-operation between industry and education would further advance this objective.
For the Ministry for Education: in addition to the comments above students who undertake a work placement experience return more motivated having experienced the theory of the classroom and how it translates to the business environment.  Making the individual “work ready” as opposed to “concept and theory” ready.
Benefits for the Education provider: this study establishes compelling evidence which supports the quality of delivery of a modular applied curriculum combined with a quality work placement experience in industry.  In addition it demonstrates the positive effect this type of provision has on an individual; their career trajectory, their ability to communicate, their confidence and their ambition.  For employers this ultimately equates to a more employable individual.  For educators this equates to an individual who has the ability to mediate the transition from education to a working, adult life and further education. 
Benefits for the Learner: work experience placement represents a positive learning experience which translates directly into the working environment; ensuring that the sometimes overwhelming transition into working life becomes more tenable.  Work experience placement also provides the learner with a view of themselves as an employee from the perspective of a employer.  It also improves generic skills, competences and knowledge while providing invaluable contact with employers.
8.6 Return on Investment Cost benefit analysis
The following section analyses whether a return on investment was achieved and whether there was a benefit to the cost of one learning intervention over the other in relation to the 4 key impact indicators: absenteeism; academic performance; access, transfer & progression and employability. 
8.6.1 Impact Measurement  - Absenteeism:

When students were surveyed in relation to the impact work placement had on their absenteeism in college Group A’s international work placement experience returned a higher rate indicating a more positive impact on students motivation to attend class.  A return on investment of 10% was achieved for both Group A and Group B when asked whether their absenteeism in college improved as a result of their work placement however one placement experience did not out perform the other: 

	5.1.1. Absenteeism Student Response:
	Group A
	Group B
	ROI

	5.1.1 As a result of my work placement my absenteeism in college has improved
	13%
	10%
	n/a


Table 8.113 Xa4 and Xb4 Y2 response to question 5.1.1
When students peers were surveyed in relation to the impact work placement had on students absenteeism in college Group A’s international work placement experience again returned a higher rate indicating a more positive impact on students motivation to attend class however a return on investment of 10% was not achieved for either Group A and Group B:

	5.1.1. Absenteeism Peer Response:
	Group A
	Group B
	ROI

	5.1.1 As a result of my work placement my absenteeism in college has improved
	7%
	0%
	n/a


Table 8.114 Xa4 and Xb4 Y2 response to question 5.1.1
When the students tutors were surveyed in relation to the impact work placement had on student absenteeism in college Group B’s national work placement experience returned a higher rate indicating a more positive impact on students motivation to attend class.  A return on investment of 10% was achieved for both Group A and Group B when tutors were asked whether students absenteeism in college improved as a result of their work placement however one placement experience did not out perform the other:

	5.1.1. Absenteeism Tutor Response:
	Group A
	Group B
	ROI

	5.1.1 As a result of my work placement my absenteeism in college has improved
	13%
	20%
	n/a


Table 8.115 Xa4 and Xb4 Y2 response to question 5.1.1
An analysis of the consolidated 360( responses from students, peers and tutors verifies that both placement experiences, national and international, represent a positive return on investment impact in terms of student motivation to improve attendance in college, however one placement experience did not out perform the other:

	5.1.1. Absenteeism consolidated 360( questionnaire
	Group A
	Group B
	ROI

	
	60% to 80%
	60% to 80%
	

	5.1.1 As a result of my work placement my absenteeism in college has improved 
	11%
	10%
	n/a


Table 8.116 Xa4 and Xb4 Y2 response to question 5.1.1
When students were surveyed in relation to the impact work placement had on their absenteeism in work, Group B’s national work placement experience had a higher rate of return indicating a more positive impact.  A return on investment of 10% was achieved for both Group A and Group B however one placement experience did not out perform the other in terms of a return on investment.  Absenteeism from work was not subject to a 360( questionnaire as peers and tutors would not be in a position to assess the students attendance in the workplace:
	5.5.1. Absenteeism student response:
	Group A
	Group B
	ROI

	5.5.1 As a result of my work placement my absenteeism in work has improved 
	13%
	20%
	n/a


Table 8.117 Xa1 and Xb1 Y2 response to question 5.5.1
8.6.2 Impact Measurement  - Grades, Academic Performance and Attainment:

Group B’s national work placement experience has a higher rate of return with 50% of students agreeing that as a result of their work placement experience their course work improved as opposed to 33% of Group A who undertook an intercultural mobility work placement. A 10% ROI was achieved for Group B’s national work placement experience who outperformed Group A by 17%.
Group B’s national work placement experience also has a higher rate of return with 40% of students agreeing that as a result of their work placement experience their grades improved as opposed to 33% of Group A’s intercultural mobility work placement.  However a 10% ROI was not achieved for any one placement experience over the other in terms of grade improvement.
	5.2.1. Grades Student Response:
	Group A
	Group B
	ROI

	5.2.1 As a result of my work placement my course work improved
	33%
	50%
	17%

B

	5.2.2 As a result of my work placement my grades improved
	33%
	40%
	7%

A


Table 8.118 Question 9.5.2.1 and 9.5.2.2 Xa Xb Agree responses Y2

When the students peers were surveyed in relation to improvement in students course work and grades, Group B’s national work placement experience again returned a higher rate with 70% of peers agreeing that as a result of a work placement experience students course work improved as opposed to 33% of Group A who undertook an international work placement.  A 10% ROI was achieved in relation to the impact work placement has on course work for Group B who outperformed Group A by 37%.

Similarly Group B peers noted an improvement in students grades with 70% agreeing that as a result of work placement students grades improved as opposed to 20% of Group A’s who undertook an intercultural mobility work placement. A 10% ROI was therefore also achieved for Group B’s national work placement experience as according to their peers they outperformed Group A by 50%:
	5.2.1. Grades Peer Response:
	Group A
	Group B
	ROI

	5.2.1 As a result of their work placement their course work improved
	33%
	70%
	37%

B

	5.2.2 As a result of their work placement their grades improved
	20%
	70%
	50%

B


Table 8.119 Question 9.5.2.1 and 9.5.2.2 Xa3 Xb3 Agree responses Y2

When the students tutors were surveyed in relation to improvements in course work and grades, Group B’s national work placement experience had a higher rate of return with 60% of tutors agreeing that as a result of the students work placement experience their course work improved as opposed to 27% of Group A who undertook an intercultural mobility work placement.  A 10% ROI was therefore achieved for Group B’s national work placement experience in relation to improvements in course work as they out performed Group A by 33%. 

Similarly Group B’s national work placement experience had a higher rate of return with 40% of tutors agreeing that as a result of the students work placement experience their grades improved as opposed to 20% of Group A who undertook an intercultural mobility work placement. A 10% ROI was therefore also achieved for Group B’s national work placement experience in relation to improvements in grades as they outperformed Group A by 20%:
	5.2.1. Grades Tutor Responses:
	Group A
	Group B
	ROI

	5.2.1 As a result of their work placement their course work improved
	27%
	60%
	33%

B

	5.2.2 As a result of their work placement their grades improved
	20%
	40%
	20

B%


Table 8.120 Question 9.5.2.1 and 9.5.2.2 Xa Xb Agree responses Y2

An analysis of the 360( responses from students, peers and tutors indicates that in some cases both the students and peers agreed that there was a return on investment while in other cases both the students and tutors agreed.  This would indicate that was no collective agreement between all three groups: students, peers and tutors.
8.6.3 Impact Measurement Access, Progression, Transfer:

40% of Group B students Agreed that their national work placement had a positive effect on their motivation to access/progress to further studies in their current college as opposed to 27% of their counterparts in Group A who undertook an intercultural mobility work placement.  A 10% ROI was achieved for Group B’s national work placement experience in relation to motivation to access/progress to further studies in their current college as they outperformed Group A by 13%.

When the students were surveyed in relation to motivation to access/progress on to further studies in another FE college in Ireland Group A’s intercultural mobility work placement had a higher rate of return with 47% of Group A Agreeing as opposed to 30% of Group B.  A 10% ROI was therefore achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to further studies in Ireland as they outperformed Group B by 17%.

In addition Group A’s intercultural mobility work placement had a higher rate of return indicating that workplacement abroad has a more positive effect on motivation to access/progress further studies in another FE college in Europe.  47% of Group A Agreed as opposed to 30% of Group B.  A 10% ROI was therefore also achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to further studies in another FE college in Europe as they outperformed Group B by 17%.
When students were surveyed in relation to motivation to access/progress higher 3rd level college in Ireland Group B’s national work placement experience had a higher rate of return with 50% of Group B Agreeing that the experience had a more positive impact as opposed to 40% of Group A.  A 10% ROI was achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to 3rd level college Ireland. as they outperformed Group B by 10%.

When students were asked about the impact work placement had on their motivation to transfer to further studies in another further education college in Dublin Group A’s intercultural mobility work placement had a higher rate of return with 40% Agreeing as opposed to 30% of Group B.  A 10% ROI was therefore also achieved for Group A’s intercultural mobility work placement in relation to motivation to transfer to further studies in another further education college in Dublin as they outperformed Group B by 10%.
Similarly Group A’s intercultural mobility work placement had a higher rate of return and a more positive effect on motivation to transfer to further studies in another further education college in Ireland.  47% of Group A Agreed as opposed to 30% of Group B.  A 10% ROI was achieved for Group A’s intercultural mobility work placement in relation to motivation to transfer to further studies in another further education college in Ireland as they outperformed Group B by 17%.
Group A’s intercultural mobility work placement also had a higher rate of return and a more positive effect on motivation to transfer to further studies in another further education college in Europe.  60% of Group A students Agreed as opposed to 20% of Group B students.  A 10% ROI was therefore achieved for Group A’s intercultural mobility work placement in relation to motivation to transfer to further studies in another further education college in Europe.
Whereas Group B’s national work placement experience had a higher rate of return with a more positive effect on motivation to transfer to 3rd level in Ireland with 40% of Group B students Agreeing as opposed to 20% of Group A.  A 10% ROI was achieved for Group B’s national work placement experience in relation to motivation to transfer to 3rd level in Ireland as they outperformed Group A by 20%.  The following table provides an overview of students responses to the impact work placement has on their motivation to access, progress or transfer to further studies:
	5.3. Access and Progression Student Responses:

	Group A
	Group B
	ROI

	5.3.1 My work placement experience had a positive effect on my motivation to access/progress to further studies in my current college
	27%
	40%
	13%

B

	5.3.2 My work placement experience had a positive effect on my motivation to access/progress on to further studies in another FE college in Dublin
	40%
	40%
	n/a

	5.3.3 My work placement experience had a positive effect on my motivation to access/progress on to further studies in another FE college in Ireland
	47%
	30%
	17%

A

	5.3.4 My work placement experience had a positive effect on my motivation to access/progress on to further studies in another FE college in Europe
	47%
	30%
	17%

A

	5.3.5 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)
	40%
	40%
	n/a

	5.3.6 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Ireland (IoT/Uni)
	40%
	50%
	10%

B

	5.3.7 My work placement experience had a positive effect on my motivation to access/progress on to a higher 3rd level college in Europe (Poly/Uni)
	47%
	40%
	7%

A

	5.4 Transfer Student Responses
	Group A
	Group B
	ROI

	5.4.1 My work placement experience had a positive effect on my motivation to transfer to further studies in my current college
	27%
	30%
	3%

B

	5.4.2 My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Dublin
	40%
	30%
	10%

A

	5.4.3 My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Ireland
	47%
	30%
	17%

A

	5.4.4 My work placement experience had a positive effect on my motivation to transfer to further studies in another FE college in Europe
	60%
	20%
	40%

A

	5.4.5 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Dublin (IoT/Uni)
	20%
	40%
	20%

B

	5.4.6 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Ireland (Poly/Uni)
	33%
	40%
	7%

B

	5.4.7 My work placement experience had a positive effect on my motivation to transfer to a higher 3rd level college in Europe (IoT/Uni)
	26%
	30%
	4%

B


Table 8.121: Student responses to 5.3 Access and Progression and 5.4 Transfer Agree Y2
When the students peers were surveyed in relation to students motivation to access/progress to further studies in their current college, Group A’s intercultural mobility work placement had a higher rate of return with 33% Agreeing as opposed to 20% of Group B.  A 10% ROI was achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to further studies in their current college as they outperformed Group B by 13%.
However when their peers were surveyed in relation to students motivation to access/progress on to a higher 3rd level college in Dublin, Group B’s national work placement experience had a higher rate of return with 30% of Group B Agreeing as opposed to 13% of Group A. A 10% ROI was therefore achieved for Group B’s national work placement in relation to motivation to access/progress on to a higher 3rd level college in Dublin as they outperformed Group A by 17%.  The following table provides an overview of peer responses to the impact work placement has on students motivation to access, progress or transfer to further studies:

	5.3. Access and Progression Peer Responses: 
	Group A
	Group B
	ROI

	5.3.1 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college
	33%
	20%
	13%

A

	5.3.2 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in another FE college in Dublin
	27%
	30%
	3%

B

	5.3.3 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in another FE college in Ireland
	27%
	30%
	3%

B

	5.3.4 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in another FE college in Europe
	27%
	20%
	7%

A

	5.3.5 Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)
	13%
	30%
	17%

B

	5.3.6 Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Ireland (IoT/Uni)
	20%
	30%
	10%

B

	5.3.7 Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Europe (Poly/Uni)
	20%
	20%
	n/a

	5.4. Transfer Peer Responses
	Group A
	Group B
	ROI

	5.4.1 Their work placement experience had a positive effect on their motivation to transfer to further studies in their current college
	n/a
	n/a
	n/a

	5.4.2 Their work placement experience had a positive effect on their motivation to transfer to further studies in another FE college in Dublin
	n/a
	n/a
	n/a

	5.4.3 Their work placement experience had a positive effect on their motivation to transfer to further studies in another FE college in Ireland
	n/a
	n/a
	n/a

	5.4.4 Their work placement experience had a positive effect on their motivation to transfer to further studies in another FE college in Europe
	n/a
	n/a
	n/a

	5.4.6 Their work placement experience had a positive effect on their motivation to transfer to a higher 3rd level college in Ireland (IoT/Uni)
	n/a
	n/a
	n/a

	5.4.7 Their work placement experience had a positive effect on their motivation to transfer to a higher 3rd level college in Europe (Poly/Uni)
	n/a
	n/a
	n/a

	5.4.6 Their work placement experience had a positive effect on their motivation to transfer to a higher 3rd level college in Ireland (IoT/Uni)
	n/a
	n/a
	n/a


Table 8.122: Peer responses to 5.3 Access and Progression and 5.4 Transfer Agree Y2

When the students tutors were surveyed in relation to students motivation to access/progress to further studies in another further education college in Dublin, Group A’s intercultural mobility work placement had a higher rate of return and a more positive effect on their motivation.  13% of Group A Agreed as opposed to 0% of Group B.  A 10% ROI was achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to further studies in another further education college in Dublin as they outperformed Group B by 13%.
Likewise tutors indicated that Group A’s intercultural mobility work placement had a higher rate of return with a more positive effect on motivation to access/progress to further studies in another further education college in Ireland.  13% of Group A Agreed as opposed to again 0% of Group B.  A 10% ROI was therefore achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to further studies in another further education college in Ireland as they outperformed Group B by 13%.
Group A’s intercultural mobility work placement also had a higher rate of return with a more positive effect on motivation to access/progress to further studies in another further education college in Europe.  With 13% of Group A tutors Agreeing as opposed to 0% of Group B.  A 10% ROI was achieved for Group A’s intercultural mobility work placement in relation to motivation to access/progress to further studies in another further education college in Europe as they outperformed Group B by 13%.

Analysis of the 360( response from all three groups: students, peers and tutors for a return on investment, indicates that in some cases both the students and peers agreed that there was a return on investment while in other situations both students and tutors agreed that there was a return on investment.  However students, peers and tutors did not agree unanimously:

	5.3. Access and Progression Tutor Responses: 
	Group A
	Group B
	ROI

	5.3.1 Their work placement experience had a positive effect on their motivation to access/progress to further studies in their current college
	0%
	0%
	n/a

	5.3.2 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in another FE college in Dublin
	13%
	0%
	13%

A

	5.3.3 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in another FE college in Ireland
	13%
	0%
	13%

A

	5.3.4 Their work placement experience had a positive effect on their motivation to access/progress on to further studies in another FE college in Europe
	13%
	0%
	13%

A

	5.3.5 Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Dublin (IoT/Uni)
	7%
	0%
	7%

A

	5.3.6 Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Ireland (IoT/Uni)
	0%
	0%
	n/a

	5.3.7 Their work placement experience had a positive effect on their motivation to access/progress on to a higher 3rd level college in Europe (Poly/Uni)
	7%
	0%
	7%

A

	5.4 Transfer Tutor Responses
	Group A
	Group B
	ROI

	5.4.1 Their work placement experience had a positive effect on their motivation to transfer to further studies in their current college
	n/a
	n/a
	n/a

	5.4.2 Their work placement experience had a positive effect on their motivation to transfer to further studies in another FE college in Dublin
	n/a
	n/a
	n/a

	5.4.3 Their work placement experience had a positive effect on their motivation to transfer to further studies in another FE college in Ireland
	n/a
	n/a
	n/a

	5.4.4 Their work placement experience had a positive effect on their motivation to transfer to further studies in another FE college in Europe
	n/a
	n/a
	n/a

	5.4.6 Their work placement experience had a positive effect on their motivation to transfer to a higher 3rd level college in Ireland (IoT/Uni)
	n/a
	n/a
	n/a

	5.4.7 Their work placement experience had a positive effect on their motivation to transfer to a higher 3rd level college in Europe (Poly/Uni)
	n/a
	n/a
	n/a

	5.4.6 Their work placement experience had a positive effect on their motivation to transfer to a higher 3rd level college in Ireland (IoT/Uni)
	n/a
	n/a
	n/a


Table 8.123: Tutor responses to 5.3 Access and Progression and 5.4 Transfer Agree Y2

8.6.4 Impact Measurement Employability:

When students were surveyed in relation to whether their work placement experience gave them an added advantage when it came to applying for jobs, Group B’s national work placement experience had a higher rate of return with 30% of Group B Agreeing as opposed to 13% of Group A.  As they outperformed Group A by 17% an ROI of 10% was therefore achieved for Group B’s national work placement experience in relation to their work placement experience giving them an added advantage when it comes to applying for jobs:
	5.5. Employability Student Response:
	Group A
	Group B
	ROI

	5.5.1 As a result of my work placement experience my absenteeism in work has improved
	60-80%
	80-100%
	n/a

	
	13%
	20%
	

	5.5.2 As a result of my work placement experience my output in my current place of work/employment increased
	13%
	20%
	n/a

	5.5.3 As a result of my work placement experience the quality of my work in my current place of employment improved
	26.5%
	20%
	n/a

	5.5.4 My work placement experience has given me an added advantage when applying for jobs.
	13%
	30%
	17%

B

	5.5.5 My work placement experience helped me to get a job in my chosen profession/field.
	13%
	20%
	n/a

	5.5.6 My work placement experience has helped me to get a better job
	20%
	20%
	n/a

	5.5.7 My work placement experience made me realise that I should choose a different career path
	13%
	20%
	n/a


Table 8.124 Xa1 and Xb1 Question 5.5.1 and 5.5.7 Agree responses Y1

When the students peers were surveyed in relation to the impact work placement had on employability Group B’s national work placement had a higher rate of return (60%) in relation to work placement experience helping students to get a job in their chosen profession as opposed to 33% of Group A. As they outperformed Group A by 27% a 10% ROI was achieved for Group B’s national work placement experience in relation to work placement being of benefit to students when it comes to getting a job in their chosen profession:
	5.5. Employability Peer Response:
	Group A
	Group B
	ROI

	5.5.1 As a result of my work placement experience my absenteeism in work has improved
	n/a
	n/a
	n/a

	5.5.2 As a result of my work placement experience my output in my current place of work/employment increased
	n/a
	n/a
	n/a

	5.5.3 As a result of my work placement experience the quality of my work in my current place of employment improved
	n/a
	n/a
	n/a

	5.5.4 My work placement experience has given me an added advantage when applying for jobs.
	n/a
	n/a
	n/a

	5.5.5 My work placement experience helped me to get a job in my chosen profession/field.
	33%
	60%
	27%

B

	5.5.6 My work placement experience has helped me to get a better job
	n/a
	n/a
	n/a

	5.5.7 My work placement experience made me realise that I should choose a different career path
	n/a
	n/a
	n/a


Table 8.125 Xa3 and Xb3 Question 5.5.1 and 5.5.7 Agree responses Y2

When the students tutors were surveyed in relation to the impact work placement had on student employability, Group B’s national work placement experience had a higher rate of return with 40% of Group B indicating that their work placement experience helped them to get a job in their chosen profession/field as opposed to 13% of Group A. As they outperformed Group A by 27% an ROI of 10% was therefore achieved for Group B’s national work placement experience in relation to work placement helping them to get a job in their chosen profession/field:
	5.5. Employability Tutor Response:
	Group A
	Group B
	ROI

	5.5.1 As a result of my work placement experience my absenteeism in work has improved
	n/a
	n/a
	n/a

	5.5.2 As a result of my work placement experience my output in my current place of work/employment increased
	n/a
	n/a
	n/a

	5.5.3 As a result of my work placement experience the quality of my work in my current place of employment improved
	n/a
	n/a
	n/a

	5.5.4 My work placement experience has given me an added advantage when applying for jobs.
	n/a
	n/a
	n/a

	5.5.5 My work placement experience helped me to get a job in my chosen profession/field.
	13%
	40%
	27%

B

	5.5.6 My work placement experience has helped me to get a better job
	n/a
	n/a
	n/a

	5.5.7 My work placement experience made me realise that I should choose a different career path
	n/a
	n/a
	n/a


Table 8.126 Xa2 and Xb2 Question 5.5.1 and 5.5.7 Agree responses Y2

An analysis of the 360( responses from students, peers and tutors for a return on investment indicates that on the issue of the work placement giving students added value when it comes to helping them get a job in their current profession both peers and the tutors agree, however there was no collective 360( agreement between students, peers and tutors:

Summary
The ROI analysis outlined above isolates and compares the impact of a national work based learning experience with that of an intercultural learner mobility work based learning experience.  In summary:

	
	Impact  Measurement
	Group A
	Group B
	ROI

achieved
	Group achieving ROI

	
	Section 8.1 Absenteeism
	
	
	
	

	1
	Impact on absenteeism in College
	11%
	10%
	n/a
	

	
	Section 8.2 Grades: Academic Performance and Attainment
	
	
	
	

	2
	Impact on course work
	33%
	50%
	n/a
	

	3
	Impact on grades
	33%
	40%
	n/a
	

	
	Section 8.3 Access Progression and Transfer
	
	
	
	

	4
	Access Progression further education current college
	27%
	40%
	13%
	Group B National Workplacement

	5
	Access Progression further education Dublin
	40%
	40%
	n/a
	

	6
	Access Progression further education Ireland
	47%
	30%
	17%
	Group A Intercultural Workplacement

	7
	Access Progression further education Europe
	47%
	30%
	17%
	Group A Intercultural Workplacement

	8
	Access Progression higher education Dublin
	40%
	40%
	n/a
	

	9
	Access Progression higher education Ireland
	40%
	50%
	10%
	Group B National Workplacement

	10
	Access Progression higher education Europe
	47%
	40%
	n/a
	

	11
	Transfer further education current college
	27%
	30%
	n/a
	

	12
	Transfer further education Dublin
	40%
	30%
	10%
	Group A Intercultural Workplacement

	13
	Transfer further education Ireland
	47%
	30%
	17%
	Group A Intercultural Workplacement

	14
	Transfer further education Europe
	60%
	20%
	40%
	Group A Intercultural Workplacement

	15
	Transfer higher education Dublin
	20%
	40%
	20%
	Group B National Workplacement

	16
	Transfer higher education Ireland
	33%
	40%
	n/a
	

	17
	Transfer higher education Europe
	26%
	30%
	n/a
	

	
	Section 8.5 Employability
	
	
	
	

	18
	Impact on absenteeism in Work
	13%
	20%
	n/a
	

	19
	Output in work increased
	13%
	20%
	n/a
	

	20
	Quality of output improved
	26%
	20%
	n/a
	

	21
	Added advantage applying for a job
	13%
	30%
	27%
	Group B National Workplacement

	22
	Added advantage getting a job in field of study
	13%
	20%
	n/a
	

	23
	Helped me get a better job
	20%
	20%
	n/a
	

	24
	Realise I should choose a different profession
	13%
	20%
	n/a
	


Table 8.127 Summary ROI results 

Of the 24 categories measured 9 achieved an ROI.  Intercultural mobility work based learning impacted on students’ motivation in 5 key areas: progression to further education in Ireland and Europe and transfer to further education in Dublin, Ireland and Europe.  While the national workbased learning activity impacted on students’ motivation in 4 key areas: progression to further education in their current college, higher education in Ireland, transfer to higher education in Dublin as well as giving them an added advantage when applying for a job.
It was mentioned earlier difficulties were encountered obtaining financial records from one of the participating VEC’s.  As a result the total cost of each course delivered in each participating VEC could not be obtained and therefore a cost benefit analysis according to Philips (1996) methodology could not be carried out.  However, records were obtained from the remaining VEC making it possible to isolate and establish a unit cost per student participating (Annex T).  The average unit cost per student participating on a FETAC level 5 course delivered by a VEC in academic year 2007/08 (with a national work placement) amounted to €4,518.28.

Leonardo intercultural learner Mobility participants receive an additional grant from the DGEAC to undertake their Leonardo work placement abroad.  Financial data relating to grant awarded to students participating in this study was obtained and from this it was also possible to establish a unit cost per student participating (Annex T).  The average unit cost per student participating on Leonardo intercultural learner mobility (delivered by VEC at FETAC level 5) amounted to €2,468.85.  By adding the average Leonardo grant to the average unit cost of a FETAC level 5 course (€2,468.85 plus €4,518.28) it is possible to establish a unit cost per VEC FETAC level 5 student undertaking an intercultural learner mobility workplacement (€7,614.56) and therein to compare
Group A’s intercultural work based learning mobility (€7,614.56) with Group B’s national work based learning experience (€4,518.28).

It can therefore be concluded that students returning from an intercultural mobility work based learning experience are more motivated to continue on to further education in Dublin, Ireland or Europe while students undertaking a national work placement are more motivated to access or progress to higher education in Dublin and Ireland.  Both are of equal importance in terms of lifelong learning and so it could conclude that an intercultural mobility workplacement and a national work placement are fairly equal in their contribution to European and National lifelong learning policy in this respect.  

Where the return on investment is evidenced, and significantly so, is when the impact of intercultural learner mobility on skills, knowledge and personal competences is measured.  Students’ attitude and behaviour was measured prior to and following their work placement activity, the results indicate that a student undertaking an intercultural work based learning experience is 32% more likely to increase their skills and knowledge and 16% more likely to note an increase their personal competences.  

	Key Competences
	Group Xa
	Group Xb
	Differentiation

	Skills
	57%
	25%
	32%

	Knowledge
	64%
	32%
	32%

	Personal Competences
	36%
	20%
	16%


Table 8.128 Comparative analysis of skills, knowledge and personal competences responses 

This represents a significant return on investment in relation to intercultural learner mobility or learning by leaving as a cost effective pedagogic tool.

Section Nine: Conclusion
The  aim of this research was to explore the impact of intercultural learner mobility (learning by leaving) as a pedogogic tool in the learning environment and to undertaking a return on investment analysis to measure the impact intercultural learner mobility and work based learning has on absenteeism; academic performance; access, transfer & progression and employability. 
Using a mixed methodological approach of both qualitative and quantitative enquiry the study explored the phenomenon of learner mobility as a pedagogic tool in the context of a work placement experience.  Measuring the learning outcomes established by the European Commissions eight key competences, transversal skills and using FETAC core skills, key competences / specific learning outcomes (SLO’s) this study examines change in skills, knowledge and personal competences prior to and post the training intervention thereby exploring the impact learner mobility has on the learning environment in terms of key competencies and skills required of citizens contributing to the European Communities knowledge based and globalised economy such as ability to learn and acquire new skills, adaptability, flexibility, information technology and entrepreneurship.

The data results verify that a student undertaking an intercultural mobility work based learning experience is 32% more likely to increase their skills and knowledge and 16% more likely to increase their personal competences by comparison to their counterparts undertaking a national work based learning experience.  Thereby clearly establishing intercultural learner mobility as an effective pedagogic tool when employed as a teaching strategy in the learning environment.

Using Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) Return on Investment (ROI) model the study also captures and isolates the benefits intercultural mobility and work based learning has on education management key indicators: absenteeism; grades,; access progression and transfer and employability:

	Level
	Learning activity
	Measurement

	1
	Reaction and satisfaction
	what the trainee thought and felt about the training.

	2
	Learning and Confidence
	the resulting increase in knowledge or capability.

	3
	Application and Implementation
	behaviour - extent of behaviour and capability improvement and implementation/application.

	4
	Application and Implementation
	The effect the training has had on the business or learning environment resulting from the trainee's performance.

	5
	Return on Investment
	Isolate the effects on the business-training organisation, convert to a monetary value, and calculate a benefit/cost ratio that leads to a return on investment.


Table 1.1 Kirkpatrick’s four stages of learning/training evaluation theory (1967) and Phillips (1996) Return on Investment (ROI) model


Fig1.1,Overview of key areas of research activities

The findings indicate that as a policy development initiative intercultural learner mobility contributes to the European Commissions priority to realise Europe as a knowledge based economy while reinforcing the contribution Lifelong Learning makes to social cohesion, active citizenship, intercultural dialogue, gender equality and personal fulfilment.  

In relation to national education policies intercultural learner mobility fosters and encourages retention and completion rates which represent both an important saving to tax payers and an efficient cost effective use of educational resources.  
For the education provider and classroom facilitator responsible for the delivery of education, intercultural learner mobility is an effective pedagogic tool that positively motivates students to stay in education and progress.  Research indicates that motivated learners do not have a negative view of education and are more likely to progress and that pedagogies that foster good relations between teachers and students are key to facilitating the learner to reaching their full potential. 

The study indicates that learners were very positive about their learning experience and fostered a positive attitude towards the concept of lifelong learning, their field of study, the working environment, the college curriculum, content and delivery.  A number of positive aspects emerged: increased motivation to attend and progress with their education; increased motivation to improve the quality of and attain higher grades; reenergised career aspirations as well as an increase in skills, knowledge and personal competences including decision making skills which prepare students for the world of work and lifelong learning. 
Learning by leaving therefore represents a positive learning experience that reinforces learning, exposing the learner to new perspectives, beliefs and attitudes: a life wide learning.
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