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Employer perspectives on work-integrated learning for skilled 

workers: A case of Bachelor of Labour Management, University of 

Colombo, Sri Lanka 

 

W.S. CHANDRASEKARA 

University of Colombo, Sri Lanka 

 

INTRODUCTION 

Work-Integrated Learning (WIL) integrates classroom learning with real-world work experience.  This 

study examines employer perspectives on WIL within the Bachelor of Labour Management (BLM) 

programme at the University of Colombo, Sri Lanka, focusing on alignment with employer 

expectations, benefits, challenges, and implications for workforce development. 

Significance of WIL 

WIL has gained global recognition as a critical tool for bridging the gap between academia and industry.  

It enhances students' employability by equipping them with practical skills, soft skills (e.g., 

communication and teamwork), and industry-specific knowledge (Jackson et al., 2024).  For employers, 

WIL offers opportunities to identify and nurture talent, improve organisational productivity, and foster 

innovation (Bracken et al., 2021).  In Sri Lanka, WIL is particularly significant due to the country's 

evolving labour market, which faces challenges such as skills gaps, high rate of graduate 

unemployment, and a lack of alignment between academic curricula and industry needs (Weerasooriya, 

2013). 

The BLM programme at the University of Colombo exemplifies the integration of WIL into higher 

education.  Designed for working professionals with at least two years of experience, the programme 

combines academic learning with industry interaction, enabling participants to apply labour 

management theories in real-world settings (Sunnemark et al., 2023).  This study investigates how 

employers perceive the effectiveness of WIL in preparing skilled workers and identifies opportunities 

for improving WIL programmes to better align with industry demands. 

Research Problem and Objectives 

Despite the growing importance of WIL, there is limited research on employer perspectives, particularly 

in Sri Lanka (Iddagoda & Opatha, 2017).  This study addresses the following research questions: a) To 

what extent do WIL programmes align with the skills and competencies employers seek in the labour 

market? b) How do employers value candidates with WIL experience compared to those without?  c) 

What challenges do employers face in integrating WIL graduates into their workforce, and what 

opportunities exist for future collaboration with academic institutions?.  The study aims to provide 

insights that can guide the development of WIL programmes to enhance graduate employability and 

align educational outcomes with industry expectations. 
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LITERATURE REVIEW 

Work-Integrated Learning (WIL) integrates academic learning with workplace experience, 

encompassing models like internships, cooperative education, and apprenticeships (Patrick et al., 2008).  

It has evolved beyond vocational training, preparing graduates with both academic and practical skills 

(Jackson & Bridgstock, 2021).  Globally, WIL enhances employability, job performance, and innovation 

(Zegwaard et al., 2023).  However, in developing countries like Sri Lanka, the challenges include 

resource constraints, curriculum-industry misalignment, and limited employer engagement 

(Jayawardena et al., 2023).  While developed nations have structured frameworks, Sri Lanka faces 

barriers to effective WIL implementation, highlighting the need for stronger industry- academia 

collaboration and tailored strategies to bridge gaps in workforce development. 

Benefits and Challenges for Employers 

Employers benefit from Work-Integrated Learning (WIL) through access to skilled interns, talent 

acquisition opportunities, and the ability to shape future employees' skills (Jackson, 2016).  WIL 

participants bring fresh perspectives, enhance productivity, and foster collaborative workplace cultures 

(Garrido-Moreno et al., 2024).  Additionally, WIL improves employee retention, as graduates 

transitioning from WIL to permanent roles tend to remain with the organization longer (Al-suraihi et 

al., 2021).  However, challenges include the time and resources needed for supervision, curriculum-

industry mismatches, and workflow disruptions (Mayombe, 2024).  Some employers note that WIL 

graduates still lack essential skills, underscoring the need for closer academia-industry collaboration to 

ensure programme relevance and effectiveness (Mabungela & Mtiki, 2024).  Addressing these 

challenges can maximise WIL's benefits for employers and graduates alike.   

While global research on Work-Integrated Learning (WIL) is extensive, Sri Lanka lacks context-specific 

studies, particularly on employer perspectives (Iddagoda & Opatha, 2020).  Existing research focuses 

on student experiences and institutional roles, often neglecting employers' critical role (Weerasooriya, 

2013).  This study fills this gap by exploring employer perspectives, offering insights to inform WIL 

policies and practices in Sri Lanka. 

METHODOLOGY 

This study employed a mixed-methods approach combining quantitative surveys and qualitative in-

depth interviews (Creswell & Plano Clark, 2018).  The quantitative component involved a structured 

survey of 87 employers (51.7% public sector, 48.3% private sector) selected through purposive sampling, 

with data analysed using descriptive and inferential statistics in SPSS.  Complementing this, 12 in-depth 

interviews were conducted through semi-structured guidelines with HR managers and department 

heads.  While this paper primarily focuses on analysing survey findings, the in-depth interviews 

provide valuable contextual examples that illustrate key quantitative results.  

Data Collection and Analysis 

A questionnaire survey was conducted to collected quantitative data on employer perceptions of WIL, 

and analysed using descriptive and inferential statistics.  In-depth interviews gathered qualitative data 

through interview guidelines, with thematic analysis identifying recurring themes on motivations, 

challenges, and strategies. 
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Ethical Considerations 

The study received ethical approval from the Institute of Human Resource Advancement Ethics Review 

Committee (Ref: IHRA-ERC-2023-004), with all participants providing informed consent and data being 

anonymized for confidentiality.  

DATA ANALYSIS 

Quantitative Data Analysis 

The table 1 provides the summary of the demographic profile of employers with WIL experience who 

participated in the study. 

TABLE 1: Demographic Profile of Employers with WIL Experience 

Category Frequency Percentage 

Public Sector 45 51.70% 

Private Sector 42 48.30% 

Organisation Size 

Small (1-50 employees) 25 28.70% 

Medium (51-200 employees) 35 40.20% 

Large (201+ employees) 27 31.10% 

Years of WIL Engagement 

1-2 years 30 34.50% 

3-5 years 40 46.00% 

5+ years 17 19.50% 

 

Among the 87 employers with WIL experience, 51.7% were from the public sector, while 48.3% were 

from the private sector. 

Employers with WIL experience were asked to rate their perceptions of WIL on a 5-point Likert scale (1 

= Strongly Disagree, 5 = Strongly Agree).  The majority of responses are presented in the table 2. 
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TABLE 2: Employer Perceptions of WIL 

Description  Mean 
Standard 

Deviation 

WIL improves the employability of graduates. 4.6 0.5 

WIL participants bring fresh perspectives to the workplace. 4.3 0.6 

WIL helps bridge the gap between academic knowledge and industry 

requirements. 4.1 0.7 

Supervising WIL participants requires significant time and resources. 3.9 0.8 

WIL graduates are well-prepared for the workforce. 4.2 0.6 

 

Employers with WIL experience strongly agreed that WIL improves employability (mean = 4.6) and 

brings fresh perspectives (mean = 4.3).  However, they also noted the challenges of supervision (mean 

= 3.9). 

A correlation analysis was conducted to examine the relationship between employer satisfaction with 

WIL and organisational benefits. 

TABLE 3: Correlation Analysis 

Variable Satisfaction with WIL Organisational Benefits 

Satisfaction with WIL 1 0.78** 

Organisational Benefits 0.78** 1 

**p < 0.01 (significant at the 0.01 level) 

 

There is a strong positive correlation (r = 0.78) between employer satisfaction with WIL and perceived 

organisational benefits, indicating that higher satisfaction is associated with greater benefits (Table 3). 

A chi-square test was conducted to determine if there is a significant association between industry sector 

and perceived value of WIL. 

TABLE 4: Chi-Square Test Results 

Variable Chi-Square Value p-value 

Industry Sector vs. Perceived Value of WIL 6.78 0.009** 

 

According to the results (table 4), employers in the private sector (mean = 4.4) perceived higher value in 

WIL compared to those in the public sector (mean = 3.8), and this difference was statistically significant 

(p = 0.009). 

A regression analysis was conducted to predict organisational benefits based on employer satisfaction 

with WIL and supervision challenges. 
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TABLE 5: Regression Analysis 

Predictor Variable Beta Coefficient p-value 

Employer Satisfaction with WIL 0.7 0.001** 

Supervision Challenges -0.25 0.028* 

    **R² = 0.62  

 

As per results obtained from regression analysis (table 5), employer satisfaction with WIL is a strong 

predictor of organisational benefits (β = 0.70, p = 0.001), while supervision challenges have a negative 

but weaker impact (β = -0.25, p = 0.028). 

The quantitative analysis of survey data from 87 employers with WIL experience revealed that 

employers perceive WIL positively for its impact on employability and innovation, with a strong 

correlation between satisfaction and organisational benefits; however, private sector employers value 

WIL more than public sector employers, and while supervision challenges exist, they do not 

significantly outweigh the overall benefits, highlighting the importance of WIL in bridging academia-

industry gaps and identifying areas for improvement, such as reducing supervision challenges and 

enhancing collaboration. 

Qualitative data revealed that employers observed significant improvements in workplace dynamics 

post-WIL, noting better adaptability and alignment with workplace expectations.  WIL participants 

brought fresh perspectives, enhancing innovation and operational efficiency while directly applying 

academic knowledge to improve job performance.  Employers also reported a shift toward more 

collaborative and inclusive organisational cultures.  However, challenges included managing 

productivity disruptions during WIL participation and addressing skill gaps, such as advanced 

technical competencies not fully covered by academic curricula, necessitating additional on-the-job 

training. 

DISCUSSION 

The study highlights the transformative impact of Work-Integrated Learning (WIL) on workplace 

dynamics, organisational culture, and employee performance, supported by quantitative data.  85% of 

employers attributed improvements in adaptability, problem-solving, and job performance to WIL, 

with one employer noting, "WIL participants brought fresh perspectives, leading to innovative 

solutions”.  Additionally, 78% of employers observed enhanced collaboration and communication, 

fostering a more inclusive work environment.  However, challenges were identified, 62% of employers 

reported productivity disruptions due to employees' temporary absences during WIL participation.  

Furthermore, 70% of employers identified gaps in academic curricula, particularly in advanced 

technical skills, necessitating additional on-the-job training.  Despite these issues, 90% of employers 

expressed satisfaction with WIL, citing improved employee readiness and performance. 

Sector-specific differences were evident, with 88% of private sector employers reporting significant 

benefits compared to 65% in the public sector, indicating a need for tailored approaches to enhance 

WIL's relevance in the public sector.  
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CONCLUSION 

WIL is a powerful tool for enhancing graduate employability, fostering innovation, and strengthening 

industry-academia collaboration.  By addressing challenges such as supervision demands and 

curriculum gaps, stakeholders can maximise WIL's benefits.  Implementing these recommendations will 

improve workforce readiness, support organisational growth, and contribute to Sri Lanka’s economic 

competitiveness.  For example, employers reported a strong positive correlation (r = 0.78) between 

satisfaction with WIL and organisational benefits, highlighting its potential for transformative impact. 

RECOMMENDATIONS 

To enhance the effectiveness of Work-Integrated Learning (WIL) programmes, it is recommended to 

strengthen industry-academia collaboration, provide employer support, align curricula with industry 

trends, address supervision challenges, promote WIL in the public sector, implement robust monitoring 

and evaluation mechanisms, and foster long-term university-employer partnerships, thereby 

optimising student learning experiences, meeting industry needs, and developing a skilled and 

adaptable workforce. 
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The role of consistent, shared assessment of progress towards 

meeting prescribed sector standards in the education of early 

childhood teachers at Eastern Institute of Technology 

 

TANIA DU PLESSIS 

Eastern Institute of Technology (EIT), Napier, New Zealand 

 

INTRODUCTION 

The teaching profession in New Zealand is governed by The Teaching Council of Aotearoa New 

Zealand, who requires student teachers in initial teacher education (ITE) to be assessed against six 

Standards for the Teaching Profession (Teaching Standards), alongside a list of between ten and fifteen 

Key Teaching Tasks (KTTs) that are composed by the ITE provider in partnership with their local sector 

community.  The preparedness and the ability of beginning teachers entering the teaching profession to 

demonstrate effective teaching practices within an ever-changing profession hinge on the ongoing and 

effective assessment of these standards. 

This paper explores the role of shared assessment of prescribed sector standards in the Bachelor of 

Teaching, Early Childhood Education (BTECE) at EIT, in ensuring graduate teachers are ready to teach 

effectively and confidently from day one. 

SHARED ASSESSMENT 

The BTECE at EIT is a field-based programme where student teachers gain a sound theoretical 

understanding of, and weekly field-based teaching practice experience in, becoming qualified early 

childhood teachers (Whatman, 2017).  Across the programme, they are assessed for meeting the 

Teaching Standards and KTTs in a supported environment in a variety of ways that include and value 

the voice of the student teacher and their wider early childhood education (ECE) community (Aspden, 

2017).  Methods of assessment include student teachers routinely evaluating their own teaching practice 

(McLelland, 2024); triadic discussions between student teacher, mentor teacher and teacher educator 

when assessing the student teachers’ teaching practice (Bruneel & Vanassche, 2024; Verberg et al., 2016); 

and a culminating integrative assessment in the final semester of the programme (Teaching Council of 

Aotearoa New Zealand, 2019).  

STUDENT TEACHERS’ EVALUATION OF THEIR OWN PRACTICE 

In each course throughout the programme, student teachers evaluate their own practice as to how they 

believe they have met relevant Teaching Standards and KTTs while implementing practical components 

of assessments in their field-based settings.  These evaluative statements carry a weighting of the overall 

mark for each course, implying that student teachers must convincingly and effectively articulate how 

they have progressed towards these sector standards within the context of the implemented 

assessments and their teaching practice (Ross & Bruce, 2007).  The statements are also designed and 

structured across all the courses of the programme to systematically encompass all six Teaching 

Standards and relevant KTTs by the conclusion of the programme.  Winter (2010) asserts that student 

teachers’ self-evaluation of how they are able to effectively “merge theory, content knowledge and 
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teaching methods” in their practice, is highly conducive to their level of self-assurance as confident and 

competent teachers, where competence is measured against the prescribed sector standards (p. 30). 

TRIADIC ASSESSMENT OF STUDENT TEACHERS’ PRACTICE 

Assessment of student teachers’ teaching practice as they progress towards meeting the Teaching 

Standards and KTTs in a supported environment is structured to be shared between student teacher, 

mentor teacher and teacher educator, giving each a voice in the process (Grossman, 2021; Wilks, 2019).  

Across the three-year programme student teachers’ practice is observed and assessed three times per 

year, with the summative assessment being agreed upon each time during a triadic discussion (Bruneel 

& Vanassche, 2024).  These observations and assessments of practice takes place twice a year in their 

field-based setting, and once during their block teaching practicum which is completed in a different 

ECE setting.  Each of the six Teaching Standards and relevant KTTs are discussed, based on certain 

levels and related expectations for each year group that are spread across a continuum, and equal 

opportunity is given for articulating how the student teacher has progressed towards meeting these.  

This process makes for a robust, consistent and agentic process for student teachers in preparing them 

for entering the teaching profession with the necessary knowledge, skills and poise (Haigh, 2013). 

Moreover, the triadic partnership creates ample opportunity for continual formative assessment across 

the programme in both the classroom and field-based setting, ensuring that any anticipated challenges 

in the student teacher’s ability to meet the necessary standards are identified and circumnavigated as 

early as possible.  In these cases, clear and open communication between the three parties is maintained 

throughout, and specific goals are agreed upon for the student teacher to work towards, followed by a 

teacher educator phone call or visit.  Whether formatively or summatively, due diligence is taken to 

ensure that student teachers meet the standards and feel ready to teach effectually once they graduate 

from the programme (Brown et al., 2014). 

THE CULMINATING INTEGRATIVE ASSESSMENT 

In 2019 the Teaching Council of Aotearoa New Zealand introduced new requirements that included the 

Culminating Integrative Assessment (CIA), “that assesses whether a student teacher is able to 

effectively integrate theory and practice and synthesise their learning across the Standards.” (Teaching 

Council of Aotearoa, 2019, p. 32).  At EIT this assessment was integrated into their newly reviewed and 

approved programme in 2020 as a stand-alone course in student teachers’ final semester.  Student 

teachers have agency to choose any authentic practice situation or puzzle of practice that they analyse 

with the support of literature and implement and evaluate a chosen solution.  The evaluation includes 

a validation of how the student teacher believes they have met relevant Teaching Standards and KTTs 

with the implementation of the solution, as well as the theoretical and practical learning they have 

drawn upon from across the programme. 

Formative assessment of the CIA takes place in the form of consistent and stepped support and feedback 

during weekly classes and in the field-based settings.  Student teachers are also paired up to provide 

ongoing peer support and feedback.  Summative assessment is completed by means of a written Inquiry 

Cycle (based upon common practice by qualified teachers working towards routinely re-certification), 

and a Professional Conversation.  Student teacher, teacher educator and a local ECE community partner 

has equal voice in the final assessment outcome of the Conversation (Verberg et al., 2016).  The assessor 

from the local ECE community who partnered with the teaching team in the Conversation at the end of 
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2024 was in high praise of the student teachers’ assertiveness in articulating their own teaching practice, 

with clear and strong links to the Teaching Standards and KTTs relevant to their CIA. 

At the start of 2024 a national moderation event was held by the Teaching Council to evaluate each ITE 

provider’s CIA, and at the time EIT’s received only positive and affirming feedback, including that 

“Standards are assessed in a holistic sense”; “The CIA assesses evidence of integrative learning”; and 

“The CIA provides opportunities to show depth of thinking”.  EIT is confident that this course and their 

collective assessment processes are of high standard and conducive to graduating teachers’ 

preparedness for the teaching profession, as was evident after the first delivery of this course.  Student 

teachers’ feedback was that they valued the autonomy of being able to choose and implement their own 

solution to a practice scenario, and mentor teachers’ feedback was positive and in praise of the structure 

and the value of the CIA as means for ensuring graduating teachers have demonstrated they meet the 

required standards for teaching. 

IMPLICATIONS FOR THE WORK-INTEGRATED LEARNING COMMUNITY AND FURTHER 

OPPORTUNITIES 

The outcome of the rigorous shared assessment of student teachers’ practice measured against the 

Teaching Standards and KTTs across the three-year ITE programme at EIT ensures that graduating 

teachers know what is expected of them in meeting prescribed sector standards and graduate with the 

readiness and confidence to be effective teachers from day one (Haigh, 2013).  Local early childhood 

settings are very familiar with the programme and practical assessment processes at EIT, and they are 

confident that graduate teachers enter the profession with a sound knowledge of and extensive field-

based experience in ECE as a result (Whatman, 2017; NZQA & Teaching Council, 2023).  Furthermore, 

the depth of joint partnerships between EIT and these settings are continually reaffirmed and 

strengthened through this process of consistent, collaborative assessment (Work-Integrated Learning 

New Zealand, n.d.). 

Further opportunities include the ECE teaching team at EIT undertaking research in the form of a case 

study, with the focus on 2024 graduate teachers’ perceived agency while completing their CIA.  The 

outcome will identify any shortfalls where student teachers argue they could be given more autonomy 

in choosing their authentic practice situation and a stronger voice in the assessment process, as well as 

highlight the efficacy of the overall assessment in preparing graduating teachers to teach effectively and 

confidently when they start as qualified early childhood teachers (Grossman, 2021). 

CONCLUSION 

The role of shared assessment of prescribed sector standards across the BTECE programme at EIT by 

means of student teachers’ self-evaluations, triadic discussions, and the CIA in the final semester, has 

proven convincingly strategic in preparing student teachers to step into the profession as qualified 

teachers with the assurance that they can teach confidently and competently from day one.  Student 

teacher agency and collaborative partnerships with the wider local ECE community have been 

highlighted in this paper, and ongoing quality assurance of this shared assessment model will be 

maintained by research foci of the teaching team, as well as scheduled programme reviews governed 

by The Teaching Council of Aotearoa New Zealand. 
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INTRODUCTION 

This article, and its associated presentation, look at WIL activities within a wider programme for mid-

career civil servants from non-Anglophone Southeast Asia during a several-month, multifaceted 

professional development programme at a New Zealand university with a blended WIL element 

afterwards.  This article outlines the programme and its WIL elements, describes collecting student 

feedback on it, notes themes within that feedback, and suggests options for the future improvement of 

the WIL elements. 

CONTEXT 

The New Zealand English Language Training for Officials (NZELTO) programme is a development aid 

programme funded by New Zealand’s Ministry of Foreign Affairs and Trade (MFAT).  It is a 

professional and English language learning programme for government staff from non-Anglophone 

Southeast Asian countries and Mongolia, aiming to develop participants’ professional and language 

skills for working with international partners.  The programme includes three months in New Zealand 

taught as an English for Specific Purposes language and skills programme, followed by a home 

workplace-based project and conference in Southeast Asia presenting that work early the following 

year.  Space here limits details.  For more detail, including research focused on cultural connections-

building aspects of it, see Edwards (2020; 2024a; 2024b). 

The NZELTO programme includes developing participants’ general and workplace language skills, 

professional knowledge and skills, and cultural and international connections.  WIL-related aspects 

including workplaces visits, workplace skills development, and projects are described in the method 

section.  Part of the programme’s structure comes from evidence that combining language learning for 

professionals with work role-related activities makes courses more relevant and engaging (Le, 2017). 

In contrast to many WIL activities preparing students for coming roles (Wolf, 2024; Zegwaard & Pretti, 

2023), the WIL elements here aim to enhance participants’ abilities in their current roles and provide 

them with new skills to use in hoped-for promotions within their current agencies.  

The research aims to track student feedback on various iterations of the programme from 2019 to 2025 

and so monitor effectiveness, benefits, and shortcomings, and make recommendations for development. 

RELATED LITERATURE 

In language learning, tasks as authentic to real-life use as possible make tasks and materials more 

engaging and useful, in general and for professionals learning alongside work, although this does 

require time, expertise, and usually funding for needs/roles analysis, interviews, and knowing about 



 

C. Dannenberg, P. Lucas and K. E. Zegwaard (Eds.) 

 Work-Integrated Learning New Zealand 2025 Refereed Conference Proceedings  13 

Eastern Institute of Technology, Napier, 15-16 April, 2025 

students’ lives/roles (Le, 2017; McCullagh, 2017; Newton, 2021; Tomlinson, 2017).  This also applies to 

education in general (Herrington et al., 2014; Huang, 2011).  Linking WIL with language, Mackaway et 

al. (2024) discuss terminology used in WIL and in the workplace, highlighting an equity gap for students 

for whom the main language of study/the workplace is not theirs, but there appears to be a research gap 

regarding WIL participants’ actual language proficiency or workplace-specific vocabulary knowledge.  

Research in the language learning field does look at work-related language (e.g., Drayton & Coxhead, 

2024; Jonge & Macalister, 2021; Parkinson et al., 2022).  

Many forms of WIL exist, however, for working professionals, taking account of existing work 

experiences to build on and to tailor the WIL to is rare (Wolf, 2024).  There is also debate around whether 

institute staff or students in various contexts can and should source placements (Zegwaard & Pretti, 

2023).  In some cases, staff have greater standing and established networks, and in others students may 

have more understanding of their interests, and skills, and more time or motivation to seek workplace 

partners.  That said, while sourcing their own connections can itself be a learning experience alongside 

gaining knowledge, competencies, and attitudes from the WIL experiences (Zegwaard & Pretti, 2023), 

international students may lack the local connections and contextual understanding, as well as language 

confidence, to do this.    

Embedding short WIL experiences in study abroad is a growing area, as is research on this.  However, 

this usually focuses on placements in countries other than where participants are studying, on 

intercultural skills and global citizenship, and work prospects, and there have been issues with host 

voice and preparation, and student cultural preparation (Kosman et al., 2023; 2024; Ramji et al., 2023).  

This is in contrast to NZELTO’s international participants visiting workplaces and doing WIL-related 

classroom activities in New Zealand, then projects in their home countries and preexisting jobs, and 

having cultural and multinational workplace communication as part of the curriculum.  NZELTO 

workplace visits can still suffer from having to accept whatever length and type of visit busy hosts are 

willing to offer, and students, despite briefings, having expectations of the experience which differ from 

the reality (Kosman et al., 2023). 

There is limited research on WIL in Southeast Asia and developing countries.  Nguyen and Nguyen 

(2022) look at preparation, curriculum/experience/skills match, and appropriateness and range of 

experiences/task (e.g., functioning as a photocopy dogsbody), and of the organisation.  The ‘dogsbody’ 

issue as well as Kosman et al’s (2023; 2024) findings about lack of preparation and voice by hosts and 

inconsistent preparation for students for the experiences can impact experience quality. 

Other research (e.g., Afolabi & Medu, 2023), explores student needs, or virtual/Covid-related 

experiences (Ademuyiwa et al., 2024).  The latter study notes that there are too few studies on any one 

aspect of these experiences to generalise.   

METHOD 

WIL Elements of the Programme 

The class-based aspects of the programme include using texts about the topic’s theme (e.g., renewable 

energy, disaster resilience, education), to develop vocabulary and professional knowledge in those 

areas.  The programme staff survey authentic documents, reports, and research, and produce 

synthesised texts at an appropriate language level for participants.  The texts allow for extension 

activities and are catalysts for discussions.  The LexTutor website is used to highlight specific 
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vocabulary to focus on as an additional programme strand.  Guest speakers from universities, 

government departments, and theme-related organisations are organised by programme staff. 

Classes include structured and progressive development of students’ professional email writing, 

government-style writing, and professional speaking skills (e.g., briefing papers, researched and 

structured presentations).  Small groups produce a poster presentation.  Materials and curricula for 

these aspects are developed by experts within the programme team. 

Workplace visits are organised by team members based the intake’s theme and participants’ jobs.  

However, many government agencies are busy and while they are often interested in involvement some 

may only be able to give an hour’s general chat about their organisation in a meeting room, or facilities 

tours.  Generally, university and government hosts do this for free while external organisations such as 

a sustainable farm ask for donations. 

The workplace project, introduced in 2022, is conducted in students’ spare time after returning home.  

It involves analysing aspects of their workplace.  Students confirm the project focus with programme 

staff before they return home and meet with staff for discussions twice during the project.  They present 

on it at the multi-cohort conference in Southeast Asia. 

In 2020 and 2022 most aspects of the programme took place online, as described in Edwards (2020; 

2024a; 2024b). 

Data Collection for this Study 

Data for this study was collated from anonymised post-course and post-conference surveys (n=347 from 

eight intakes 2019-2024) and from semi-structured interviews (Friedman, 2012) of 34 volunteer 

participants interviewed at the programme’s conclusion.  Interviews took place between 2020 and 2023 

(2019’s volunteers were interviewed remotely mid-2020).  Human ethics permission: 

VUW#2020/HE286281. 

General themes were gleaned from the student comments and feedback through reiterative analysis 

(Baralt, 2012), with student quotes for illustration.  Only the WIL-related themes are focused on below.  

Student journals and external evaluations showed themes further supporting the findings below. 

FINDINGS, CONCLUSIONS, AND THE FUTURE 

Overall themes were that participants found the work-related classroom knowledge and language 

development highly useful.  However, there was variation depending on individual students’ language 

levels and work roles, usually because some slots on an intake might be taken by a Human Resources 

or Information Technology officer from a ministry not a subject specialist.  Similar themes were clear in 

the feedback related to workplace communication skills and guest speakers. 

A further theme was that the work-based projects were highly useful, and opportunities to apply 

concepts and skills learned on the programme both in the workplace itself and in the project evaluation 

and presentation.  However, some feedback suggested that the participants lacked time to do this project 

once returning to full-time roles.  It is good to know that participants appreciate developing skills and 

projects related to real issues that are genuinely of professional use (Le, 2017; Zegwaard & Pretti, 2023). 

There were conflicting themes related to workplace visits, with mixed feedback based on different 

experiences on the visits and expectations by the students.  Some visits were seen as highly relevant and 
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useful for the participants, on which they learned many useful ideas and methods, and saw interesting 

equipment or made useful professional connections.  Others were seen as hurried or general, or related 

to the course theme rather than the participants’ personal roles.  A minor but repeated theme in the 

feedback was the desire for extended workplace placements,  or internships within the organisations 

visited. 

Example quotes from participant feedback include:  

• “The workplace communication really helped me in supporting my professional [sic] work 

because I use English in daily communication with other partner countries through various 

way, such as an email.” (2024 survey 2/4) 

• “doing daily tasks and the workplace project at the same time…difficult.” (2024 survey 1/4) 

• “…we can share…innovations for similar issues in our countries.” (2024 survey 1/4) 

• “…was a great opportunity for me to learn how the New Zealand meteorologist work in the 

office…that is a great role model.” (Interviewee 3) 

• “… it was quite nice, but…I hope in the future ELTO they will be able to have internship like 

this for one month.” (Interviewee 31) 

• “I’m a researcher…now…I know the way to make the research correct.” (Interviewee 2) 

Space precludes further examples.  More are available via the following QR code: 

FIGURE 1: QR code leading to more student feedback quotes. 

 

In considering potential changes as a result of the feedback, practicalities preclude some changes.  

Internships or extended work placements may well enhance the programme.  However, the current 

funding model does not allow for that, nor does the length of the programme which itself requires 

funding from a limited MFAT budget.  This may be a consideration in future proposals.  It is, of course, 

still useful to know the participants’ feedback from WIL experiences (Dlamini, 2024).  Better clarity for 

students and hosts about the workplace visits’ aims, and what hosts are actually able to offer, is an 

aspect under continual development for us and within the wider WIL sector (Kosman et al., 2023; 

Nguyen & Nguyen, 2022).  Other study-abroad projects have also found that each visited organisation 

sees the visits and does things differently (Finn, 2021). 

A longer conference would also require extra funding.  So would extending the programme length 

(assuming no other aspect is dropped), in order to complete the workplace project whilst in New 

Zealand, although this would also reduce participants’ ability to directly relate their project and learning 

to their own workplaces and jobs (Wolf, 2024). 

As proposals for changes to the programme go forward, the team aims to discuss with funders the aims 

and purpose of workplace visits and projects.  Further ideas to consider include cross-discipline project 

teams and working on real-world problems or projects for organisations (e.g., community groups) 

within New Zealand (Pantidi, 2024; FADI, 2024).  Collaboration between WIL practitioners and applied 

linguists specialising in workplace language and vocabulary is also of potential value to future WIL 

projects involving multinational participants. 
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Neurodiversity and disclosure in work-integrated learning: 

Insights for staff and host organizations 

 

KATHRYN HAY 

Massey University, Palmerston North, New Zealand 

 

INTRODUCTION 

Co-operative education (co-op) is a specific type of work-integrated learning (WIL) whereby students 

have opportunities to learn in relevant disciplinary settings for which they are often paid (Fannon, 2023).  

As a valuable educational opportunity (Eames & Bell, 2005), co-op provides a socio-cultural context for 

learning and developing professional and personal knowledge and skills.  At Drexel University, 

Philadelphia, a majority of students complete either one or three 6-month co-op experiences as part of 

their undergraduate qualifying programme.  Students engage with co-op advisors and faculty teaching 

staff both pre- and during co-op, and neurodivergent students registered with the Centre for Autism 

and Neurodiversity (CAN) receive further support from CAN staff.  Employers review resumés and 

undertake interviews before they select students for co-op experiences.  All these people are considered 

key stakeholders in the context of WIL. 

Neurodiversity refers to the idea that people experience and interact with the world in different ways, 

but these differences are not deficits (Dwyer et al., 2023).  The term is often used in the context of autism 

spectrum disorder (ASD), attention deficit hyperactivity disorder (ADHD), and other neurological or 

developmental conditions.  In the context of WIL, higher education institution (HEI) and host 

organization staff awareness of a neurodivergent learner’s specific needs can be limited due to the less 

visible nature of the condition and limited understanding of disability (Lawlis et al., 2024; Pennaforte & 

Fannon, 2025 in press).  This may create challenges for learners’ preparing for and engaged in WIL as 

specific learner needs may not be requested or accommodated (Lawlis et al., 2024).  HEIs have a 

responsibility to provide safe and equitable learning environments and promote student wellbeing 

(Hay & Fleming, 2024).  Understanding how neurodivergent students can be supported at the different 

stages of the WIL process is therefore essential for their personal, professional and academic success.  

METHODS 

The research employed a qualitative methodology (Braun & Clarke, 2006), which facilitates the 

examination of social practices and processes, identification of barriers and facilitators for change, and 

considers the outcomes of interventions.  The aim of the research was to explore how neurodivergent 

students can be supported to succeed in their co-op or other WIL experiences.   

 Semi-structured interviews of approximately one hour in length were undertaken with eight 

neurodivergent students enrolled in a range of majors at Drexel University. The questions were open-

ended, for example, what are your views on disclosure; how do you think university staff can best 

support neurodivergent WIL students? All the students were registered with CAN.  Six students had 

completed at least one co-op, and the other two students had completed the co-op job application and 

interview process and were waiting to begin their first co-op.  Conversations with more than 15 

academic and professional staff provided further contextual information and faculty viewpoints.  
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Reflexive thematic analysis (Braun & Clarke, 2019; Byrne, 2022) of the student interviews generated 

several themes including 1) limited understanding of neurodiversity by university staff and co-op 

employers, 2) disclosure, 3) systemic and institutional challenges, and 4) improvements to current co-

op processes and curriculum.  This paper will focus primarily on the first two themes.  

WIL research with human participants should abide by ethical practice principles (Fleming & 

Zegwaard, 2018) and therefore the researcher ensured informed consent, beneficence through feedback 

processes, and confidentiality.  The project was approved by the Massey University and Drexel 

University human research ethics committees as part of a Fulbright scholarship (OM3 24/14).  

RESULTS 

All of the student participants had a diagnosis of ASD, ADHD, or a co-morbidity of the conditions.  

They articulated that as neurodivergent students they faced particular challenges throughout the co-op 

process including limited understanding of neurodiversity by WIL and host organization staff, and 

whether to disclose to potential employers their diagnosis or need for accommodations. 

As neurodiversity is often not well understood this can lead to WIL stakeholders avoiding or 

minimizing how this may impact student learning:  

... it can get really exhausting constantly having to explain yourself and explain your disability 

and still have people not understand and at that point I'm just kind of thinking, OK what's the 

point? 

I told him [the manager] I was autistic, and he acted like I never told him. Period. 

Limited knowledge about neurodiversity can also lead to stigma and discrimination: 

I wish I could say that people are very accepting nowadays, people are all accepting and do not 

like carry any like harmful beliefs about disabled people or autistic people, but that's just not the 

case. 

Several of the students noted that as neurodivergent people they often felt underestimated, with their 

strengths going unrecognized: 

I would probably, say, just like people's assumptions are the biggest barrier... I hate being 

arrogant I really do, but I do think that I am someone intelligent and it really makes me angry 

when people assume otherwise. I can do a lot of things... I don't like it when people are just kind 

of assuming what I can or can't do. 

... the reality is most workplaces are not neurodivergent friendly like there's a reason why this 

community is so underemployed. And I believe we are very valuable.  

Deciding to disclose their neurodivergence to university staff or employers varied across the 

participants and was often linked to concerns about discrimination or ignorance:  

I tend to err on the side of caution. And I've always been that way just because I don't like it when 

people have preconceived notions about autistic people.  

No [to disclosure] because that would lead to a disadvantage because people who are 

neurodivergent are often like seen as different or they can't do as much. 
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For other students, their advocacy or activist work in the disability space had led them to be more 

comfortable with either direct or indirect disclosure to co-op stakeholders:  

I'm very open about it and kind of approach that in interviews with an open mind. Sometimes I 

might not mention it, but most of the employers will know because of my portfolio and my 

website, which is linked to my resumé. 

Technically [I disclosed] on my resumé for both [co-ops] because I mentioned disability stuff. I 

think I mentioned my specific disability on there, because I do public speaking engagements, so 

I had spoken at conferences and medical offices about my disability and my experience with it so 

that was plastered all over my resumé. 

The students emphasized neurodiversity training, accepting the accommodations students request, and 

the availability of more neuroinclusive co-op workplaces, as ways they can be better supported in their 

co-op courses:   

I think the answer is education… The [university] need to educate the employers on 

neurodiversity and how to accommodate neurodiversity in the workplace. 

I think having more information for the employers to understand, like the [co-op] process and 

how accommodations could be implemented and the reason behind them. 

We want employers to be more open and communicate better and be more supportive. 

Future initiatives however must be inclusive and thus be informed by neurodivergent students.  As one 

student commented, drawing on a common phrase from the social model of disability movement, there 

should be “nothing about us, without us.” 

DISCUSSION 

Equitable WIL opportunities rely on stakeholder capabilities and preparedness including an 

understanding of diversity and the learning needs of different student populations (Hay & Mafile’o, 

2022; Lawlis et al., 2023).  As a marginalized group, neurodivergent students have received minimal 

attention in the WIL literature (Pennaforte & Fannon, 2025), however this research has highlighted the 

importance of WIL stakeholders expanding their knowledge of neurodiversity so that students are 

better supported in their learning endeavours.  Lawlis et al., (2024) encourage a strengths-focused 

approach for supporting disabled WIL students, and the results of this research endorse this 

perspective.   

Neurodivergent students have talents and capabilities that should be valued in WIL however these may 

be diminished due to adverse contextual conditions.   A neuroinclusive workplace is therefore critical 

for the success of this student population.  This does not only refer to the organization in which the WIL 

experience occurs but also encompasses the university classroom and other WIL-related contexts, such 

as during conversations with WIL advisors.  The Inclusive WIL Workplace Framework has considerable 

relevance here with its principles of self-determination, belonging, wellbeing, care and respect (Hay & 

Fleming, 2024).  In particular, the associated wellbeing practices of learning about the student’s lived 

experiences and recognizing and encouraging student’s strengths can enable a supportive WIL 

environment, both on and off campus.   
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Disclosure of a disability is often dependent on context, timing, and perceived necessity (Stabenow & 

Anderson, 2024).  Students in this research noted that they are more likely to disclose or discuss 

accommodations if they believed WIL stakeholders were trustworthy, safe, and respectful.  Previous 

research has noted that WIL students may be concerned about whether their requests for 

accommodations will be “facilitated without judgement” (Dollinger et al., 2022, p.3).  While disclosure 

of a diagnosis should not be required, or even be necessary, it is incumbent upon WIL stakeholders to 

ensure organizational systems, processes and practices cater for diversity through inclusive practices 

(Hay & Fleming, 2024; Shore et al., 2018; Stabenow & Anderson, 2024).  Normalizing accommodations 

would remove potential bias and discrimination of neurodivergent students and enable them, and other 

students, to speak more freely about any specific tools or mechanisms that may increase their learning 

success.  

While individual and organizational attitudes and behaviours can take time and energy to change 

(Dollinger et al., 2022; Lawlis et al., 2024), the participants encouraged HEIs to work alongside 

neurodivergent students and staff to develop educational opportunities and resources for WIL 

stakeholders.  Centring these on a social model of disability would further “improve the perception of 

disclosure and accommodations” (Lawlis et al., 2024, p. 161), recognize the strengths that 

neurodivergent students bring to WIL (Dollinger et al., 2022), and prioritize their expertise in any future 

developments so that all work related to neurodivergent students offers genuine opportunities for 

inclusion (Stabenow & Anderson, 2024).   

CONCLUSION 

Neurodivergent students face many challenges in the higher education environment and a multi-

pronged strategy is required so they are better supported to succeed in their WIL experiences.  The 

results showed that neurodivergent students understand that WIL stakeholders often have limited 

understanding of neurodiversity, which may lead to stigma, discrimination, or restricted learning 

opportunities.  This may impact student decision-making about disclosure or seeking accommodations 

that may support their learning and work outputs.  A collaborative, educative approach to advancing 

WIL stakeholder knowledge about neurodiversity is therefore both timely and necessary.  The 

development of any training or resources should be guided by neurodivergent students or others who 

have lived experience of neurodiversity.  As HEIs seek to meet mandates for ensuring the wellbeing 

and safety of students, particular attention should be given to supporting neurodivergent WIL students.  

This research contributes to this focus; however, an expansive international research agenda is also 

required to gain comprehensive insight into the needs of this student population.  
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INTRODUCTION 

This paper describes the development of an innovative model of delivery for the Otago Polytechnic 

degree in occupational therapy for rural and remote communities.  The development was prompted by 

a request from NorthTec for Otago Polytechnic to consider delivery in their region using an 

apprenticeship model.  Primary drivers were enabling earning and learning, place-based learning and 

enhancing equity of access to tertiary education.  Other motivations were the need to better meet the 

health needs of the community through increasing the number of therapists in the region, to enhance 

indigenisation of content and processes to enable a culturally safe experience for ākonga (learners) 

Māori, and to have graduates well equipped to meet the specific health needs of their community.  An 

apprenticeship model was not deemed possible, and an alternative developed that best fits the needs of 

key stakeholders. 

WHY NOT APPRENTICESHIP? 

Degree level apprenticeships are growing in popularity internationally, however only just emerging in 

Aotearoa New Zealand.  Whilst the initial request was for an apprenticeship model, the decision was 

made for this initiative to move from traditional apprenticeship to an alternative, the work augmented 

learning pathway, for financial, social and pragmatic reasons.  Apprenticeships at degree level in 

Aotearoa, particularly in allied health professions, are not supported financially.  Additionally, regions 

best served by this opportunity experience lack of occupational therapy resourcing, and therapists who 

are in place do not have the capacity or resources to support an apprentice.   

The UK Richard Review of Apprenticeships (Richard, 2012) concluded that the understanding of 

apprenticeship has broadened from the original concept of a learner being “apprenticed” to an employer 

to the extent often the employer is removed from the centre of teaching and learning.  Their 

recommendation is a return to a more structured approach to apprenticeships, and acceptance of other 

educational models that include an element of work in learning as valid.  The development of this work 

augmented learning pathway is an example of an innovative shift from traditional models and 

language.  

WHY WORK-AUGMENTED LEARNING? 

Terms such as work-integrated learning and work-based learning have an existing presence and 

understanding in Aotearoa New Zealand that differs from this model.  Consequently, the term work-

augmented learning (WAL) was intentionally chosen.  This delivery model utilises blended learning, 

with ākonga together on campus, on marae, in online hui, working autonomously through the online 
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learning activities, and having a work-based context to deepen learning.  The model intentionally draws 

on the benefits to ākonga, communities and the profession through making use of advantages of 

learning from home, being able maintain employment throughout the learning journey, and being able 

to situate learning in a familiar environment.  

HOW WAS THE MODEL DEVELOPED? 

Collaboration was established between Otago Polytechnic, NorthTec and key stakeholders in Te Tai 

Tokerau, the first region the model will be delivered in (MacKay et al. 2024). Stakeholders were included 

in all development decisions, and included prospective ākonga and whānau, iwi representatives, 

prospective employers, occupational therapists, and NorthTec and Otago Polytechnic personal.  This 

ensured ideas would best meet the needs of both the community and Otago Polytechnic were 

incorporated.  Throughout the process, the development team kept in mind that the model would 

ultimately need to meet the needs of other regions and be fiscally sustainable. 

Data was gathered through workshops in the region with stakeholders, online meetings with specific 

groups, and conversations with key individuals.  Additionally, degree level health apprenticeship 

literature was reviewed, and occupational therapy academics from the UK contacted regarding their 

apprenticeship programmes.  A draft of the model was presented to the key stakeholders for feedback, 

minor alterations were subsequently made. 

Given the high Māori population in Te Tai Tokerau, there was emphasis on the need to create a 

programme that would be a culturally safe experience for all ākonga in terms of teaching process and 

content.  To this end, and to reduce impact of colonisation on tertiary education (Davis & Came, 2022), 

the work focused on developing content and teaching practices that would enhance mātauranga 

(knowledges) Māori and tikanga in the curriculum.  Academics from NorthTec with expertise in 

mātauranga Māori were included in the development team, and Māori occupational therapists were 

involved in guiding content adjustment to enhance decolonisation and indigenisation of the 

programme. 

WHAT’S IN THE WORK AUGMENTED LEARNING DELIVERY MODEL? 

This model of delivery has six key elements, outlined below, which together form the pedagogy and the 

structure of the delivery.  

Work-Augmented Learning 

Work is a context to enhance ākonga capacity find meaning in the learning content for themselves and 

integrate the learning into their overall knowledge.  Learning activities are provided to trigger deeper 

understanding of concepts through targeted observation, conversation and reflection.  Work enables 

development of generic professional skills, however ākonga do not use occupational therapy specific 

knowledge or practices at work. 

Digital Learning 

The digital learning platform provides content for the week and guidance about how the week will look 

in terms of all the elements.  Ākonga are only involved in two courses at a time, and all the learning 

tasks in a week link to that content.  



 

C. Dannenberg, P. Lucas and K. E. Zegwaard (Eds.) 

 Work-Integrated Learning New Zealand 2025 Refereed Conference Proceedings  25 

Eastern Institute of Technology, Napier, 15-16 April, 2025 

Day on Campus 

Here ākonga come together in the classroom and are immersed in the content for the week (half a day 

per course).  This includes access to presentations and involvement in learning activities. 

Online Hui 

The weekly online group conference is an opportunity for discussion, sharing, presentations (from 

ākonga, lecturers and external occupational therapists) to cement the learning in the context of the 

profession. 

Marae-Based Wānanga 

Noho marae experiences are included to enhance and deepen mātauranga Māori and the relationship 

between that mātauranga and occupational therapy.  

Fieldwork  

The fieldwork experiences remain the same in this model as with the campus-based programme.  Block 

placements and longitudinal placements are dispersed across the three years and meet the World 

Federation of Occupational Therapy requirements of 1000 hours of fieldwork in the curriculum.  

 

 
 

IMPLICATIONS 

This delivery model benefits ākonga, communities, and ultimately the profession.  Whilst reported in 

the context of occupational therapy, there is potential for other health profession education providers 

to consider such a pathway.   
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Learn from Home. 

Most health degree programmes in New Zealand are campus based and require ākonga to move to 

where the campus is situated for the duration of their study.  This creates inequity for those who are 

unable to leave their community for family, financial or cultural reasons.  Learning from home and 

having content that is directly relevant to the learners’ own community enhances the relevance of the 

learning and creates a sense of community within the cohort.  

Opportunities for tertiary education are enabled without significantly disrupting whānau/family or 

work, enhancing cultural safety throughout the learning journey.  Additionally, learning content can be 

adjusted to increase direct relevance to the community.  This includes aspects related to geographical 

location, specific health needs of the community, and deeper indigenisation of the curriculum through 

integration of place based mātauranga Māori.  

Earn and Learn  

A traditional full-time campus-based programme does not easily support capacity for ākonga to hold 

down employment at the same time, the financial impact for many is significant.  Utilising a delivery 

model that requires learners to be in work and uses their work experiences as an integral element of 

their learning helps maintain financial security.  In this model work is used as a context and draws on 

some of the benefits of other work-based learning models, however ākonga may be in workplaces where 

occupational therapists are not present.  To this end, the workplace does not take responsibility for any 

teaching or assessment, and the education provider is not responsible for workplace management or 

supervision.  Learning can be applied to work only if it is generic and appropriate for the role at work 

e.g. communication skills, and not if it is occupational therapy specific. 

Grow your Own. 

Lifting the profile of the occupational therapy in rural communities will likely build employment 

opportunities for the profession and reduce health service inequities.  Strong relationships between 

ākonga and their community through their employment and through course requirements for 

community engagement will build on the communities' awareness of the value of occupational therapy 

to them.   

Much of the ethos of occupational therapy in Aotearoa is informed by Eurocentric theory and concepts.  

Māori academics are emerging and influencing the profession, increasing the number of Māori into the 

profession and enabling deeper integration of te ao Māori in the curriculum will likely enhance this 

development.   

Enhancing Diversity in the Profession 

Occupational therapy entry cohorts typically have a dominance of young pakeha female ākonga, which 

results in low number of males and of Māori in the profession (OTBNZ, 2024).  By enabling access to 

the programme without leaving their region, it is believed that a more diverse range of the population 

will be attracted into the profession.  Low numbers of Māori therapists not only restrict the opportunity 

for Kaupapa Māori Hauora services to employ Māori occupational therapists (Whautere, 2022) but also 

has an impact on the development of theory and practices that advance an understanding of what te ao 

Māori occupational therapy is (Hopkirk & Wilson, 2014).  It is believed that situating the education 
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opportunity in regions with high Māori population will positively influence not only occupational 

therapy within the region but the profession as a whole in Aotearoa New Zealand. 

CONCLUSION 

Initial research regarding development of an apprenticeship model resulted in understanding that 

traditional apprenticeships would not be viable for this programme.  Work-augmented learning was 

created through community engagement and provides a way of conceptualising how a degree might 

be facilitated in regions that otherwise have limited access to health profession education.  The process 

of stakeholder engagement enabled both the development of this model and indigenisation of the 

content so that cultural safety for ākonga Māori is enhanced.  There is potential for such a process to 

benefit other programmes looking to offer tertiary education in remote regions. 

Whilst developed with and for Te Tai Tokerau, the importance of serving other rural and remote regions 

was held front of mind throughout the development.  Consequently, the WAL pathway for this degree 

can be delivered in other regions.  Centralisation of much of the delivery creates efficiency of scale, and 

elements embedded in community such as some fieldwork experiences and the marae-based learning 

protects place-based learning benefits and development of regional mātauranga Māori.     

• Enable earn and learn 

• Enable place-based learning 

• Enhance access to health profession education for rural and remote regions 

• Enhance access to health profession education for more diverse populations, especially Māori 

• Enable/enhance Māori occupational therapy 

• Increase profile and resource of occupational therapy in remote communities 
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INTRODUCTION 

As Aotearoa New Zealand’s population ages so too does the country’s workforce.  In 2018, 15% of the 

population were aged 65 or more and this was projected to increase over the next fifteen years 

(Tatauranga Aotearoa - Stats NZ, 2022).  Currently, half of 65- to 69-year-olds continue to work 

(Morning Report, 2022).  Older people work beyond the age of 65 for a range of reasons, including 

financial security in the face of ongoing cost of living and housing crises, a desire to contribute to society, 

and the knowledge that being actively engaged in learning or work is more likely to enhance well-being.  

At policy level, training and upskilling for older people who are working has been signalled as a priority 

(Te Tari Kaumātua – Office for Seniors, 2019).  Work transitions and retirement are also times when 

older people may be required to or choose to learn formally or informally.  This paper accompanies a 

round-table discussion which opens a conversation about how we can design and plan for learning and 

teaching environments that support thriving ageing in an older cohort.  

DEFINITIONS 

Although some literature considers those over the age of fifty to be aged, for the purposes of this 

discussion older people are those who are 65 years or older.  This is recognized by the New Zealand 

Government as the age when a person becomes eligible for the universal New Zealand Superannuation 

(NZ Super) or a Veteran’s Pension provided the residency criteria are met (Ministry of Social 

Development (MSD), 2025).  The Better Later Life - He Oranga Kaumātua 2019 – 2034 government aging 

strategy (Te Tari Kaumātua – Office for Seniors, 2019) also uses 65 years and older to define older people 

(p. 7). 

Work can be in the form of fulltime, part-time or causal paid employment.  Work also includes those in 

a volunteer role.  A person may therefore work, paid or unpaid, for an organization, company, a 

partnership, themselves, or a charitable group.  The reasons people work are many and varied, with 

reasons often changing as a person reaches another phase of their life.  

Guided by research about longevity and health in the worlds Blue Zones, healthy ageing is considered 

possible through peoples ongoing active social, cultural and economic participation as they age (Plácido 

et al, 2022).  The World Health Organisation and governments globally have developed health policy 

for older people with health maintenance and improvement, independence, and quality of life as a focus 

(Fallon & Karlawish, 2019).  Wellbeing is a slightly contested concept, but is generally agreed to mean 

more than physical health and to be influenced by social, economic and environmental determinants 

and concerning both “quality of life” and “the ability of people and societies to contribute to the world 

in accordance with a sense of meaning and purpose” (World Health Organisation, 2021, p. 10). 
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Learning is a continuous, dynamic process (Laal, 2014) that involves transforming experiences into 

knowledge, skills, and attitudes, through reflection and action, in the context of an individual's life and 

social situations (Jarvis, 1987; Kolb, 1984).  Learning can be formal or informal or incidental (Manuti, 

2014).  In an Australian based study, Boulton-Lewis (2010) investigated why, what, and how older 

people learn, though with limited consideration of learning in the context of work.  The older person 

who is working might need to learn new knowledge or skills to remain in their current role or to ensure 

they can confidently change roles in employment or as they transition to retirement.  Older people who 

volunteer might require knowledge and skills previously unfamiliar to them.  Many older retired people 

may finally having time for learning associated with hobbies, interests, travel, but may also choose to 

pursue learning in a more formal sense to promote cognition and overall wellbeing (Boulton-Lewis, 

2010). 

WELLBEING, LEARNING, AND WORK 

Research 

Wellbeing for older people tends to differ from that of younger people.  They have acquired a level of 

wisdom (Erikson, 1994) through their experiences of life which also incorporates the sense of living a 

meaningful life (Frankl, 1997; Ryff, 1995).  Developmentally, older people tend to have moved from a 

materialistic focus to a broader more universal emphasis (Wadensten, 2007).  These aspects contribute 

to a different motivation to engage in work than those of their younger colleagues. 

Older people have better wellbeing when participating in learning and, or work because they have a 

stronger sense of meaning and purpose in life.  Paoletti (2024) highlights that having “a strong sense of 

purpose in life” (p. 3) lowers the risk of developing dementia and cardiovascular conditions.  McKnight 

and Kashdan (2009) identified seemingly unrelated daily activities such as social connectedness, 

volunteering, attending church, and looking after a pet, all lead to a longer life, with the shared 

underlying cause being that each offer a greater sense of purpose and meaning in the life of those who 

are involved or participating. 

Massey University’s ‘Maximising workforce participation for older New Zealanders’ funded by 

Ministry of Business, Innovation, and Employment (MBIE) investigated how government, employers, 

and workers might better effect participation of the older person in work (Massey University, 2018).  

The study did not shy away from the economic benefits that this participation might have when the 

number of older people in the country may reach one-million by 2028.  The impact of poor wellbeing 

and health on already stretched health and aged care systems is also of importance, when we think 

about the place of work and learning, for health promotion and healthy aging for the older person.  

Policy and Planning 

Te Tari Kaumātua – Office for Seniors’ Better Later Life Ageing Strategy (2019 - 2034) (2019) and Action 

Plan (2021 - 2024) (2021) determine ways that older people in Aotearoa New Zealand may be better 

supported to utilise skills and experience in the workplace and how employers may be enabled to 

develop sustainable multigenerational workforces.  Actions in the strategy aspire for older people in 

Aotearoa New Zealand to have financial security and equitable opportunities to participate in work, to 

age healthily while contemporaneously continuing to experience social connectedness and active 

community participation.  
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The Better Later Life Action Plan (Te Tari Kaumātua – Office for Seniors, 2021) outlines the benefits for 

both employers and older workers when there is a multigenerational workforce.  With Foci on 

Employment, Housing and Digital Inclusion, one might argue that all aspects of the plan relate to work 

in some way. 

The Older Workers Employment Action Plan | He Mahere Mahi Whakawhiwhi Mahi mō te Hunga 

Pakeke (OWEAP) (The Office for Seniors – Te Tari Kaumatua, 2022) comprised eleven goals including 

those pertaining to education, training, research and further detailed actions towards employment foci.  

At the same time, the Public Service Association (2022) identified older workers' ongoing learning needs 

in the workplace might relate mostly to technology and that workplaces should remain cognisant of 

accessibility and of sensory accommodations. 

Practice 

There is a need for places of work to adapt to the changing need of their workers.  At the same time 

there is also a need for older workers to make adjustments so they are able to continue as valued 

members of the workforce.  There is a growing body of knowledge about how employers recruit and 

employ older workers and ensure that they are valued and respected in the workplace in the face of 

ageism.  Practical resources for both employers and older workers are available online on the “Better 

Work in Later Life” website, an outcome of Massey University’s “Maximising workforce participation” 

research programme.  However, further understanding is needed about how organisations and 

employers involve the older person in professional learning opportunities, as either a learner or mentor.  

Providing options for older people to learn new skills to allow them to adjust to a changed work role is 

an important part of the adaptation needed to maintain a position at work for older adults. 

MOVING FORWARD 

Although steps have been taken to plan and develop policy that values the older person, in-depth 

stakeholder feedback at organisational level is limited.  An internal report to the Minister of Seniors in 

February 2023 noted there had been progress to all of the OWEAP goals.  However, unless cross-

organisational reporting includes in-depth educational stakeholder feedback, then we are at risk of 

failing to plan effectively for older peoples’ learning in, for, and after work.  

The implications of an ageing workforce for tertiary learning and teaching environments as well as 

practice need to be considered promptly, given the increasing ageing population in Aotearoa New 

Zealand along with the changing local tertiary and vocational education context.  In particular it seems 

important to explore: 

• the areas and types of learning that are important to older people as they continue to work? 

• how do these differ from the learning the older person chooses when transitioning to 

retirement? 

• how tertiary learning organisations can work with employers and workplaces to be more 

responsive to older people's learning capabilities? 

• what best tertiary learning and teaching practice with the older person might look like? 

• how can we design for learning that ensures thriving ageing in paid and unpaid work? 

• and finally, what are the implications of the tertiary education workforce itself ageing? 
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INTRODUCTION 

A complex array of social, environmental and political changes is transforming contemporary societies.  

While these changes offer opportunities for innovation, they also threaten to expand segregation 

(Dadashpoor & Keshavarzi, 2024).  Within this divisive and apathetic context, universities can expand 

their social responsibility through action (Dancis et al., 2023).  They can explore ways of relating to their 

social context by facilitating participatory projects (Sengupta et al., 2020) while establishing links with 

socially engaged practice (Smith et al., 2025).  Practice in architectural disciplines is evolving towards 

more inclusive ways of understanding design (Lamirande, 2020).  Interdisciplinary collaboration and 

the integration of users in decision-making are transforming practice (Luck, 2018).  They are also helping 

designers to inclusively address the challenges that contemporary societies face (Leino & Puumala, 

2021).  

These new ways of practicing are being integrated into tertiary education (Tuhkala & Ari, 2021), where 

new pedagogical models incorporate stakeholder perspectives and encourage community engagement 

(Dhadphale & Wicks, 2022).  Community-based projects expand teaching and learning, enabling the 

experience of practice-based education through the development of participatory projects (Medved and 

Ursic, 2021).  Design-based university-community partnerships offer the opportunity to bring theory to 

practice through Participatory Action Research (De Oliveira, 2023), as participation and collaboration 

become the research drivers (Jacobs, 2018).  Students can experience Work-Integrated Learning 

(Zegwaard et al., 2023), develop skills relevant to practice (Meroni & Selloni, 2022) and frame 

professional identities underpinned by civic engagement (Koekkoek et al., 2021) whilst helping 

communities understand and improve their conditions (Compare et al., 2022).  Collaborative and 

participatory methods, or new professional roles can be learned through the experience of a 

participatory project (Martinez-Almoyna, 2019). 

The Landscape Architecture programme of Te Herenga Waka/Victoria University of Wellington (VUW) 

has been developing over the last years a methodology that facilitates service learning, demonstrating 

to be adaptable to different types of partners, projects, design objectives and university courses 

(Martinez-Almoyna, 2023).  This paper explains the application of this methodology in a project that 

proposes the transformation of Mātai Moana (Mount Crawford, Wellington) into a new Ecosanctuary 

and Heritage Reserve, working alongside the local community and mana whenua (Indigenous people 

who have historic and territorial rights over the land).  

METHODS 

The methodology that informed the Mātai Moana project is based on four principles: a) connect teaching 

with research through external engagement; b) work at local and community levels; c) develop projects 

within a Participatory Action Research framework; and d) understand design and participation as tools 
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for transformation.  The methodology was applied over time in different projects.  Differences among 

them were related to the community group (organisation, cohesiveness, size, division), type of project 

(definition, size, length, land ownership), design objectives (concept, implementation), and resources 

(university course, funding, external support).   

The Mātai Moana project [HE-000330] was large, complex, and initially undefined.  It was shaped 

through the design process, as the local community group was unstructured, highly diverse, and in 

need of agreement.  The design process, entirely funded by VUW and community resources, 

contributed to finding a point of encounter between different interests.  A postgraduate design course 

in landscape architecture was used to facilitate a participatory project with members of the local 

community and mana whenua.  A series of lectures, seminars, workshops and reviews supported the 

design of different Master Plans for the whole area, as well as a wide range of site interventions.  The 

design process was divided into four stages: Diagnosis, Dreaming, Developing, and Defining.  The 

university course spanned through the first three stages.  The course was also divided into three 

assignments, one for each stage.  Each assignment was evenly weighted.  As part of a five-year 

programme, this fourth-year design course had fifteen students, a lecturer and a tutor. 

Diagnosis 

This first stage was focused on understanding and interpreting the physical, social, and cultural context 

of the site.  It was divided into two parts:  

Collective analysis 

Considering student preferences, a research topic was assigned to each of them.  Topics were previously 

decided when preparing the project’s brief.  Individually or in groups (depending on the complexity of 

the topic), students collected, processed and drew useful information to be shared with the whole class.  

Research methods combined desktop analysis and fieldwork.  Two site visits were organised with local 

stewards (Figure 1).  The research was discussed as part of thematic seminars.  The produced 

information was stored in a shared database.   

Intentioned analysis and initial design strategies 

A series of thematic lectures and seminars with local experts were organised.  Students worked in 

groups.  The information collectively gathered was processed and combined in a personal manner.  

Strong attention to collecting relevant inspirational precedents was given during this stage.  These were 

stored and shared with the whole class as part of a collective resource.  The goal was to produce an 

intentioned analysis and initial design strategies.  Final reviews with representatives of different 

community groups and mana whenua were organised.  

Dreaming 

This stage was based on participation and collaboration, with a strong engagement component.  

Students continued working in groups.  Seminars with local experts and three design workshops, 

thought to be informal and inclusive, were organised.  Each workshop was thematic, with a Māori value 

underpinning and guiding the design-based discussions (Figure 1).  Considering the inputs received, 

students produced a series of designs for the whole area and key sites.  The ending goal was to dream 

while considering feasibility.  Final reviews with representatives from different community groups and 

mana whenua were organised (Figure 1). 
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Developing 

The final designs were collaboratively produced in groups.  Designs were based on site knowledge, 

mātauranga Māori and community aspirations.  Communication with non-technical audiences was a 

key factor in this design stage.  The final designs were presented to the community and publicly 

exhibited.  The exhibition of the developed designs was thought to be graphically inclusive, avoiding 

too technical information to facilitate engagement and collection of feedback (Figure 2).  The exhibition 

toured through four different venues to disseminate the work done, facilitate engagement with the 

project and collect feedback.  

Defining 

The fourth and final stage was developed once the university course was over.  The itinerant exhibition, 

a project website, and four more design workshops were used to collect feedback on the students' 

designs.  The first two workshops were restricted to individuals previously involved with the project, 

while the final two workshops were limited to members of mana whenua.  A final consensus design 

was generated from the students' designs and the feedback received.  It cohesively represented 

community aspirations, aimed to inform land protection and the gradual transformation of the site 

through community-driven interventions. 

FIGURE 1: Images of a site visit with local experts (left), a participatory design workshop with members 

of the local community (centre), and an interim design review with members of mana whenua (right).  

 

 

RESULTS 

The main findings extracted from the first three stages of the project were collectiveness, participation, 

and communication. 

Collectiveness 

The collective focus of the diagnosis stage was highly successful, as it changed how analysis work tends 

to unfold in design courses.  Commonly, students work independently and analyse a wide range of 

topics without deeply focusing on any.  As a result, the findings of the analyses tend to be quite shallow 

and the graphic outputs are similar.  Motivation is usually not high, as analyses tend to be seen as a 

formality before designing.  During reviews there is some knowledge sharing among the class, but 

students tend to repeat similar information.  Instead, by working collectively, each student was highly 

motivated researching a preferred topic, which facilitated the generation of relevant findings on a wide 

range of subjects.  At the same time, working on a clear task as part of teamwork contributed to 

increasing students' motivation and the quality of the outputs.  Collective work also changed and 
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improved the final reviews.  Reviews were transformed into seminars on interrelated topics, where 

students shared specific information with the whole class.  This facilitated dialogue and discussions 

between students instead of the regular monologues between students and teachers.  Finally, the 

outputs were shared and used during the design process.  

Participation 

The participatory focus of the dreaming stage transformed how concept designs tend to be generated in 

regular studio-based design courses.  By incorporating the local community, the collective of the 

previous stage evolved into a large and fluid group that expanded the class and opened the classroom.  

Participatory design workshops and reviews were framed as opportunities to engage with non-

technical audiences and establish a dialogue based on horizontality and knowledge sharing.  During 

workshops, students were requested to ask questions instead of displaying their design ideas to seek 

validation.  The goal was to extract and incorporate knowledge into design from persons who have a 

personal attachment and understanding of the site.  The integration of mātauranga Māori in the 

workshops also facilitated a change in how design discussions tend to be established.  The segmented 

spheres of Western knowledge (social, ecological and cultural) were transformed into fluid and 

interconnected territories, where natural systems, human constructs, and intangible heritage were 

connected. 

Communication 

The fact that the project was based on participation, engaged with a diverse array of community 

members, and aimed to have a real impact at a city level, made communication of the final designs an 

essential component of the project.  The main learning objective of the defining stage was to communicate 

complex and technical information to non-technical audiences.  This implied changing the way technical 

information was explained and graphic conventions used.  Three-dimensional graphics were 

maximized and the connection between drawings and text was reinforced, grouping the graphic and 

written information under design ideas through headings (ideas) and short paragraphs (Figure 2).  The 

final outputs were divided into three different formats: the exhibition panels (which followed a template 

to guarantee consistency), slides for the website (which synthesised the key ideas), and a short video for 

both the exhibition and the website.  Physical models were also used to complement drawings at the 

exhibition and facilitate communication.  Māori language was used for the motto of each concept, and 

mātauranga Māori was utilised to frame the key design ideas. 

FIGURE 2: Images of the final exhibition.  Debate after the design presentations with students, 

politicians and members of the local community and mana whenua (left); itinerant exhibition displayed 

on standard event tables (centre); and detail of one of the students’ panels (right). 
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CONCLUSIONS 

The Mātai Moana project demonstrates that design-based partnerships are useful instruments to 

collectively generate ideas, where students can begin to develop skills relevant to practice, whilst 

helping communities understand and improve their conditions.  Collaborative and interdisciplinary 

work, participatory design methods, or new professional roles such as design facilitator, mediator or 

educator, can be learned through the experience of a participatory project.  Students learn through 

experience new ways of collaborating with their peers, as well as new ways of engaging with a complex 

and diverse community through design.  This involves learning new ways of relating to non-technical 

audiences based on horizontal dialogue and knowledge sharing compared to the traditional verticality 

anchored on technical knowledge.  
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INTRODUCTION 

This paper introduces Collaborative Aesthetic Play (CAP) as a tentative framework to support both 

relational and textural aspects of facilitating experiential work-integrated learning (WIL).  In this 

context, WIL refers to undergraduate and postgraduate work-based learning within Capable, Otago 

Polytechnic.  Ākonga are experienced practitioners navigating complex, entrenched real-world issues.  

Their self-determined learning, grounded in heutagogy (Mann et al., 2017), is a process that is messy, 

multidimensional, transdisciplinary, and co-created (Costley & Fulton, 2018).  Research confirms 

facilitation in these spaces as inherently relational, focused on supporting learning as a “partnership or 

facilitative” model (Lester & Costley, 2010, p. 566).  

PLAY AND WIL 

Society often sees play and work as opposites.  However, Brown & Vaughan (2009) argue that play and 

work are mutually supportive and that we cannot thrive without the other.  Play is a state of mind used 

to organise our ideas (Dewey, 1933) which can bring about a sense of newness and excitement to a role, 

thus transforming our work practices (Brown & Vaughan, 2009).  Dewey’s learning through experience 

(1938) underpins WIL (Zegwaard et al., 2023).  Latta’s aesthetic play (2013) draws on Dewey’s aesthetic 

experience within the everyday processes of living and play, where we are involved in “discoveries and 

unfolding processes” (2013, p. 109) a movement of thinking for sense making.  This is “playful and 

serious at the same time” (Dewey, 1933, p. 286).  Such serious play we propose aligns well with learning 

journeys in WIL.  Here we explore Latta’s aesthetic play qualities and features (Table 1) in practice 

through a collaborative creative project focused on “thinking with care” (de la Bellacasa, 2019).  

Learnings that emerge are drawn together to propose a CAP framework to enhance WIL facilitation. 

AESTHETIC PLAY IN PRACTICE 

Building on previous research (Myers & Mitchell, 2024) we set about exploring Latta’s Aesthetic Play 

qualities and features (Box 1) in practice.  We wanted to experience how her qualities could help shape 

and sustain our learning and understand how her features articulating the nuances of learning available 

experience, could help us deepen our own.    
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BOX 1 Eight qualities and features of aesthetic play (Myers & Mitchell, 2024). 

Eight qualities of aesthetic play (Macintyre Latta, 2002, pp. 5-7):  

1. Attentive – close observation and time to dwell with and in learning situations resulting in 

greater deliberation and thoughtful responses.  

2. Personal Involvement – knowledge grows from and is a reflection of lived experience, 

therefore there are multiple ways the world can be know and learning can be approached.  

3. Emotional commitment – discovery as an attitude or way of being that acts as a catalyst to 

learning.  

4. Felt Freedom – the need for space and freedom, so the learner is free to choose the way I 

which to engage in learning.  

5. Dialogical – dialogue with self and others are crucial and become the link to sense-making.  

6. Inquiry guided – providing resources that support many possibilities and are a springboard 

to unanticipated ones.  

7. Projective – exposing learners to new ways of thinking and working.  

8. Self consciousness – relations between self and subject matter are continually addressed 

fostering a greater sense of self as a learner and thinker.  

Eight features of aesthetic play (Latta, 2013, pp. 107-8):  

1. Force of the possible, navigates necessary movement for new and enlarged ways to see and 

engage the world.  

2. Elemental to being human, inherent curiosities, suggestions, and found order as holding the 

resources for learning.  

3. Embracing place, values, respects and converses with the particulars inhering place.  

4. Needing other(s) fosters understanding of self as constituted in relation to other(s).  

5. Spatial/ temporal negotiation, mindfulness of present circumstances alongside speculative 

sensibilities.  

6. Interdependent with imagination, instilling embodied understandings.  

7. Attunement to process fosters trust in the contingent ground of meaning making itself.  

8. Acquiring self-understandings in relation to wider contexts and citizenry.  

 

 

THINKING WITH CARE 

We draw on our professional backgrounds, Ruth as artist and Carleen as early child educator and home 

sewer to collaborate on a creative project exploring how to think with care.  This questioning, selected 

as useful new learning for us both, explores Haraway’s (2016) notion of ‘thinking with’ as a relational 

way of being and learning with the world.  We take on de La Bellacasa (2017) positioning of care as both 
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ambivalent and necessary, requiring an ongoing questioning of ‘what is care here?’.  Below is a reflection 

on our process, including key learnings. 

Play as Process 

Ruth brings to work patterns from her drawing with the beach, for colleagues to play with.  Carleen 

starts to explore dress designs.  A process of collaborative aesthetic play was underway – involving 

curiosity, attunement to process, personal involvement, embodied understandings, space, time, place, 

felt freedom, dialogue, attentiveness and force of the possible.  Blurring workspace with play became a 

guide for how to care for place, other and self. 

Learning to Learn Together 

We explore thinking with care, sustainability, collaboration and design.  We share resources, 

explorations, drawings and research and find ways of working together.  We are vulnerable with each 

other, and need space and time to learn individually and together, with felt freedom to share our 

learning.  Attentiveness, dialogue, and commitment are key as we explore thinking with care.  This 

learning is citizenly and worldly, self-understandings inform processes that rework and revalue time 

and labour, reinforcing relational and ethical practices, prompting our wider questioning, what is care 

here? 

Attunement to Process  

We pay close attention to emerging processes informing our learning and decision making.  We try 

things out, learn alongside, and find the learning resources we need available here.  We allow each other 

time to dwell in making, share stories to deepen understanding and recognise space and place of 

learning as ongoing, communal and collective. 

Learning together leads to process insights.  We dwell in emergence, have complex conversations, and 

think worldly.  We support movement of thinking and pay nuanced attention.  Our collaboration was 

generative, including insights: 

• Struggles with print led to carving patterns into fabric. 

• Attention to ‘waste’, turned holes from carving into new patterns (Braungart & McDonough, 

2009) 

• Care Labels emerge to communicate interconnectedness of human and ecological concerns. 

Stuckness 

At points we navigate overwhelm and stuckness, much like Latta’s fog of pea soup (2013) as we search 

for understanding or ways forward.  Our questioning can be paralysing (Rieder, 2024).  Returning to 

play guides us, allowing new learnings to emerge.  We recognise we cannot do this alone, and that the 

qualities of our relationship offer courage and nourishment.  We learn more about collaboration, 

trusting each other’s decision making, and building upon ideas.  This fosters deeper learning, such as 

exploring what happens when we can’t think with care. 

Aesthetic Play + Collaboration, CAP emerges 

As we share artefacts and learnings with our peers, we recognise thinking with care is embedded in our 

collaboration – care of self, each other, decision making, care beyond people, process and how we assist 
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each other to communicate, take responsibility for thinking with care, and bring our ideas together to a 

wider public.  We suggest thinking with care collaboratively proposes a shift in perspective that values 

relational and ethical decision making, a critical process of learning together that has potential for 

working into complex problems. 

IMPLICATIONS FOR WORK-INTEGRATED LEARNING 

Our experience with CAP was transformative.  By challenging ourselves to think more broadly and care 

more deeply, both for each other and for our world, we gained insights into complex problems and the 

practice of learning together.   

Four Key Insights for Facilitation 

Learning to learn together 

In WIL, both the learner and academic mentor engage in a reciprocal learning process, navigating the 

complexities of learning to learn together.  Embracing a co-learning approach where expertise flows in 

both directions, fostering a more equal partnership where knowledge is exchanged rather than 

transferred. 

Holding complexity within experience 

WIL learners navigate unique complexities as they balance their professional expertise with academic 

inquiry.  As mature learners already established in their fields, they must embrace the dual identity of 

both practitioner and scholar, recognising the value of their lived experience while engaging with new 

theoretical perspectives.  Holding onto these complexities allows learners to deepen their 

understanding, bridge theory and practice, and create meaningful contributions to both their workplace 

and academic discourse. 

Navigating stuckness 

Stuckness is an inevitable part of the learning journey for work-integrated learners, emerging at 

different points as they navigate the complexities of reflecting on experience and integrating knowledge.  

These moments of fog and uncertainty are not signs of failure but integral to the academic process, 

signalling deep thinking is happening. 

Emphasizing play as process over outcome 

Play as a process in WIL offers a powerful way for learners to explore, reflect, and create meaning from 

their experiences.  By engaging in play, learners can experiment with ideas, test new ways of thinking, 

and reframe challenges in a low-risk, creative space.  Embracing play as a form of heutagogy empowers 

learners to navigate their study journey with flexibility, creativity, and confidence. 
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FIGURE 1: CAP Tentative Framework 

 

 

 

The CAP framework offers guidance on fostering relational depth within learner-facilitator interactions 

while enriching the experiential learning process.  We propose that CAP offers a nuanced framework 

for guiding WIL facilitation, particularly by fostering collaborative, relational, and textural 

conversations that support transformative WIL journeys. 

How to Apply CAP Framework for WIL Facilitation 

Navigate stuckness: 

For WIL learners, stuckness should be recognized and celebrated as a valuable part of the learning 

process.  Facilitators can engage learners in open, attentive dialogue that acknowledges uncertainty and 

creates space for reflective thinking, helping learners to navigate challenges with courage.  Encouraging 

speculation, provisional thinking, and shared exploration fosters movement of thinking and sense 

making.  Thus, reframing stuckness as an opportunity for growth and new possibilities. 

Learning together: 

In WIL, we propose ‘learning to learn together’ by fostering a collaborative and mutual learning 

environment built on trust, respect, and openness.  By showing up with honesty and care, both 

facilitators and learners create space for vulnerability, recognising that learning is a shared journey 

rather than a one-directional process.  Embracing humility, acknowledging that no one holds all the 

answers, allows for co-inquiry, where both parties contribute their knowledge and lived experiences 

with generosity. 

Holding complexity: 

For WIL learners, rather than seeking to simplify or resolve complexity too quickly, facilitators can 

encourage learners to stay immersed in their process, engaging with their materials, revisiting insights, 

and allowing ideas to unfold over time.  Through ongoing conversations, where facilitator and learner 
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come together and step apart, thinking has room to percolate, connections can emerge, and 

understanding deepens.  By embracing the messiness of learning and shining a light on different aspects 

at different times, facilitators help learners navigate complexity with openness, curiosity, and a holistic 

perspective. 

Play as process: 

In WIL, facilitators can support learners in playing with their ideas by emphasizing process over 

outcome, encouraging curiosity, and valuing iteration in research.  Just as play with tangible objects can 

spark creativity, playing with ideas, experimenting, reshaping, and revisiting, keeps learners engaged, 

motivated, and open to emergent thinking.  This process can be both solitary, as learners explore and 

formulate ideas independently, and collaborative, as they share, refine, and build upon their thinking 

with others.  By fostering an environment where research is approached with curiosity and enjoyment, 

facilitators help learners see play as a vital tool for sense-making and professional practice. 

CONCLUSION 

The Collaborative Aesthetic Play framework is grounded in the principles of co-learning, playfulness, 

and relational depth.  CAP supports learners to engage with the inevitable complexities, uncertainties, 

and emotional terrain of transforming experience into knowledge.  By attending to moments of 

stuckness, honouring learners as subject matter experts, and creating space for curiosity, CAP 

challenges traditional power dynamics and reframes facilitation as a shared, aesthetic process of 

meaning-making.  It encourages facilitators and learners to move together through cycles of reflection, 

experimentation, and deep conversation, where knowledge is co-created.  As a collaborative facilitation 

framework, CAP invites a playful, caring way of engaging with the WIL journey, one that values both 

rigour and relationality, and supports transformative learning in real-world contexts. 
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INTRODUCTION 

To sustainably develop long-term internships, it is essential to conduct appropriate evaluation analyses 

from three perspectives: students, companies, and universities.  As highlighted in a previous study 

(Pann Yu Mon, 2024), titled “Comparison between Students’ Self-Assessment and Supervisors’ 

Assessment on Long-Term Internship Program”, traditional evaluations have primarily relied on 

subjective self-assessments and host company feedback, these methods often suffer from biases and 

inconsistencies, particularly in ICT-related fields, where students tend to rate themselves highly, while 

host companies provide comparatively lower scores.  Until now, data collection and analysis have relied 

on the method of subjective responses to each questionnaire question, but the arbitrariness of the 

respondents, the introduction of noise such as preconceived notions and impression manipulation is 

unavoidable, and the need to collect data that objectively shows the actual situation is increasing. 

To address this, in addition to final deliverables such as presentation materials and posters, we focused 

on documents and daily reports generated during the training process.  By leveraging generative AI, 

we devised a method to objectively evaluate the training process.  Specifically, we conducted an 

experiment in which a document recording the state of the training, excluding personal and confidential 

information, was converted into a PDF file, and the process of the training was analysed by AI using 

appropriate prompt engineering, and replaced with a subjective questionnaire.  This study analyses and 

discusses the differences between traditional subjective methods and AI-driven evaluations, providing 

insights into a sustainable and objective approach to internship assessments. 

OBJECTIVE OF THE STUDY 

This study aims to develop a reliable, objective, and scalable AI-driven evaluation framework for Work-

Integrated Learning (WIL) programs.  Traditional internship assessments often suffer from biases in 

student self-assessments and inconsistencies in host organization evaluations, leading to unreliable 

performance measurements.  To address these issues, this research proposes an AI-based scoring system 

that evaluates student performance using standardized rubrics and daily reports, ensuring a fair, data-

driven, and consistent assessment process. 
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LITERATURE REVIEW 

Traditional Work-Integrated Learning (WIL) evaluation practices have long relied on supervisor 

feedback and student self-assessments.  While these methods offer firsthand insights, they are often 

affected by subjectivity, leading to inconsistencies in how student performance is measured.  This 

challenge becomes particularly apparent in fields like information and communication technology 

(ICT), where technical tasks may be assessed differently depending on the evaluator’s expectations or 

familiarity with the subject matter.  Furthermore, students may unintentionally overestimate their 

abilities, while supervisors may prioritize different competencies, creating a gap in perception that 

limits the reliability of outcomes. 

Nisbet et al. (2016) demonstrated that self-assessments often do not align with evaluations made by 

industry professionals, highlighting the potential for misjudgement in skill acquisition and 

performance.  Ferns and Zegwaard (2014) also addressed the difficulty in measuring soft skills—such 

as communication, teamwork, and adaptability—through subjective evaluations alone, stressing the 

need for more consistent and scalable assessment tools. 

Recent advances in generative AI provide promising alternatives for addressing these challenges.  AI 

technologies can process large volumes of structured and unstructured data, extract patterns, and 

provide insights without the inherent bias present in human evaluations.  Hsieh and Fu (2023) explored 

how AI can be used to analyse educational documents, while Yan et al. (2023) demonstrated its utility 

in transforming narrative logs into performance metrics. 

This study builds on this growing body of research by applying generative AI to the analysis of 

internship reports, with the goal of enhancing fairness, consistency, and sustainability in WIL 

evaluations. 

FRAMEWORK OF STUDY 

The Work-Integrated Learning (WIL) internship program at Kaishi Professional University is structured 

into two stages, providing students with practical industry experience.  The second-year internship 

consists of 150 hours of work-based learning, allowing students to gain foundational industry exposure 

and develop essential workplace skills.  In contrast, the third-year internship extends to 450 hours, 

offering a more in-depth and immersive experience where students take on more complex tasks and 

responsibilities within their host organizations.  A detailed explanation of the internship program 

structure and assessment methods can be found in previous research (Pann Yu Mon, 2022, 2023). 

Daily Report Description 

A total of 43 internship documents, each containing multiple daily entries, were collected and used as 

the dataset for this study.  These reports were systematically recorded by students throughout their 

internship period.  Students were required to complete the daily report at the end of each workday, and 

each entry was reviewed and commented on daily by the internship supervisor from the host 

organization.  This structure ensured consistency, timely feedback, and accurate monitoring of student 

activities. 

Each daily report consisted of four standardized categories: 

• Goals: The student’s objective for the day 

• Work Tasks: A detailed account of tasks performed during the day 
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• Reflections and Challenges: Observations and difficulties encountered 

• Supervisor's Comments: Daily feedback provided by the internship supervisor 

The daily reporting system was designed to promote regular reflection and communication between 

students, faculty, and host organizations.  All reports were submitted electronically。 

AI Model Configuration and Prompt Engineering 

This study employed a transformer-based language model (ChatGPT) to analyse daily reports while 

ensuring objectivity and data privacy.  The uploaded PDF files used for AI evaluation do not contain 

personal data, student names, host company details, or any other sensitive information.  Our approach 

focused on designing prompts that accurately guide AI in identifying and scoring key performance 

indicators (KPIs) while maintaining confidentiality.  The evaluation framework includes: 

1. Rubric Categories 

2. A structured description of the 12 evaluation competencies (e.g., Technical Skills, Time 

Management) with predefined scoring criteria (-4 to 4). 

3. Evaluation Instructions 

4. Clear directives for AI to analyse text-based evidence from daily reports, ensuring alignment 

with the rubric criteria while maintaining assessment consistency. 

5. Confidentiality Assurance 

6. Since the uploaded reports are pre-processed to exclude sensitive data, the AI system evaluates 

only the content relevant to internship performance, ensuring a privacy-compliant and 

unbiased assessment process. 

By leveraging structured prompt engineering and ensuring that only anonymized reports are analysed, 

this AI-driven evaluation method provides a fair, scalable, and objective alternative to traditional 

assessment approaches.  

Ethics Considerations 

Ethical approval for this study was obtained through the internal ethics committee at Kaishi 

Professional University.  All student participants and host organizations were informed about the use 

of anonymized data for research purposes and provided consent prior to data collection.  The study 

strictly followed data protection protocols to ensure that personal and institutional privacy was 

maintained throughout the AI-driven analysis process. 

ASSESSMENT RESULTS 

This study analyses internship deliverables from 43 second-year students, specifically daily reports, 

which were used as the primary source for AI evaluation.  The evaluation framework applies 

consistently across both levels, allowing for comparisons between different training durations and 

student performance. 

To further examine the alignment between AI and human assessments, a cosine similarity analysis was 

conducted on evaluation results across 22 host companies.  Cosine similarity measures the cosine of the 

angle between two vectors, indicating how similar two sets of scores are.  
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The formula used in this study is: 

 
Where: 

Ai represents the AI-generated score for category i. 

Bi represents the host evaluation score for category i. 

N = 12 the number of competency categories used in evaluation. 

 

Using this formula, the cosine similarity was computed for each host company to assess how closely 

AI-generated scores align with human evaluations.  

FIGURE 1: Cosine Similarity Vector Graph 

 

 

 

Figure 1 shows the alignment between AI-generated evaluations and human assessments.  Green 

vectors indicate strong agreement, while red vectors highlight discrepancies due to subjective biases or 

incomplete reports.  Longer vectors represent higher similarity, reinforcing the need for structured 

reporting to improve AI evaluation accuracy.  This analysis quantifies how closely AI-generated scores 

match human assessments, revealing three key patterns: 

1. High Similarity Scores (Strong AI-Human Agreement) 

1. Several organizations exhibited strong alignment, indicating that AI assessments closely 

matched supervisor evaluations.  This suggests that students’ daily reports were sufficiently 

detailed, allowing AI to generate evaluations that accurately reflect their performance. 

2. Low Similarity Scores (Noticeable Discrepancies) 

A few organizations demonstrated lower similarity scores, indicating a significant gap between AI and 

human evaluations.  The primary reasons for this misalignment could be: 

• Insufficiently detailed daily reports, leading to lower AI-generated scores despite positive 

human feedback. 

• Subjective bias in human evaluations, where supervisors assigned higher scores based on 

qualitative factors not explicitly documented in reports. 

Despite these discrepancies, the overall correlation between AI evaluations and host organization 

assessments supports the reliability of this AI-driven approach.  These findings emphasize the 



 

C. Dannenberg, P. Lucas and K. E. Zegwaard (Eds.) 

 Work-Integrated Learning New Zealand 2025 Refereed Conference Proceedings  47 

Eastern Institute of Technology, Napier, 15-16 April, 2025 

importance of comprehensive and structured daily reporting, ensuring that AI assessments fully 

capture student contributions. 

Ensuring that students document their work thoroughly allows the AI system to better capture their 

actual contributions, bridging the gap between AI and human evaluations.  While AI-driven 

assessments have proven reliable, future improvements in reporting structure and AI processing 

techniques could further enhance fairness, accuracy, and consistency in internship evaluations. 

CONCLUSION AND FUTURE WORK 

This study demonstrates that AI-driven evaluations can provide a reliable and objective alternative to 

traditional subjective assessments in Work-Integrated Learning (WIL) programs.  By applying a 

structured rubric and leveraging generative AI for analysing daily reports, we successfully reduced 

biases commonly found in student self-assessments and host company evaluations.  The AI-generated 

scores closely align with host organization assessments, validating the effectiveness of this approach in 

ensuring consistent and transparent internship evaluations.  Furthermore, the findings highlight the 

importance of comprehensive daily reporting, as discrepancies in AI and human assessments often 

stem from incomplete or insufficient documentation by students. 

This AI-driven evaluation framework benefits all stakeholders in WIL programs. 

• For students, structured AI evaluations encourage thorough documentation of daily tasks, 

fostering self-reflection and performance improvement.  Maintaining detailed records enhances 

their ability to demonstrate learning outcomes effectively. 

• For host organizations, AI-generated evaluations provide a benchmark for assessing student 

performance, promoting more accurate and objective scoring in future internship evaluations.  

Organizations will be more mindful of their assessments, knowing they are compared against 

AI-analysed reports. 

• For academic institutions, systematically recorded daily reports offer verifiable evidence of 

student engagement, enabling curriculum enhancement and syllabus upgrades.  These records 

serve as references for future students and contribute to further research on optimizing 

internship evaluation methodologies. 

Future work will focus on refining AI prompt engineering to improve scoring accuracy, expanding 

datasets for validation, and developing an AI-assisted feedback system to provide real-time evaluation 

insights for students.  Additionally, exploring the adaptability of this framework across various 

disciplines and internship structures will further enhance its scalability and impact. 
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INTRODUCTION 

Artificial Intelligence (AI) is reshaping the enterprise, offering significant opportunities alongside 

inherent risks.  The debate between integrating AI as a ‘bolt-on’ solution versus embedding it within 

enterprise socio-technical systems is an important strategic concern.  This short paper explores the 

disruptive nature of AI, some benefits and risks, and how businesses must align its adoption with 

human values, ethics, and agency and capability development.  While ‘bolt-on’ AI provides quick 

technological advantages with lower upfront costs, it often fails to align with long-term organisational 

sustainability.  Embedding AI processes and practices through continuous work-integrated and work-

based learning to evolve professional practice, ensures deep integration of AI’s principles, ethics, and 

values but demands higher investment in training and leadership alignment.  By investing in work-

based learning and work-integrated learning, organisations can cultivate an AI-literate workforce, 

ensuring that AI serves as an augmentation rather than a replacement of human capabilities.  

Ultimately, the decision to bolt on or embed AI is a question of long-term strategic vision, ethical societal 

responsibility, and organisational resilience. 

BACKGROUND AND CONTEXT 

Modern AI traces back to pioneering work by MacCarthy, Rosenblatt, and Widrow and Hoff in the 

1950s and 1960s (Engelbrecht, 2007).  In the 1980s and early 1990s, the rise of neural networks revitalised 

AI, shifting the focus from predefined rules to data-driven learning (Aggarwal, 2018).  Backpropagation 

enabled neural networks to learn iteratively, departing from symbolic AI (Cath et al., 2018; Díaz-

Rodríguez et al., 2023; Morley et al., 2020; Pollard, 2024).  Advances in graphics processor technology 

and storage further propelled deep learning, culminating in large language models (LLMs) and 

ubiquitous Generative Pre-trained Transformers (GPTs).  As professionals we now face the reality of AI 

being seen as a competitive edge in the enterprise.  How does business respond and what does that 

mean for Work-Integrated Learning (WIL) and Work-Based Learning (WBL)? 

MOTIVATION FOR THIS SHORT STUDY 

As learning facilitators at Otago Polytechnic CapableNZ (OP), we navigate a unique professional space.  

We support work-based learners while maintaining our own industry engagement and researching 

learning facilitation, arguably applicable to WIL approaches and WBL.  Working across disciplines and 

fields, we encounter diverse work practices and procedures.  Academically, we uphold rigour, cultural 

appropriateness, and ethical standards (Andrew, 2024). The rapid rise of modern technologies under 

Industry 4.0 (The Second Machine Age is also known as The Fourth Industrial Revolution, a concept 

introduced by Germany at the Hannover Fair in 2011) is changing the landscape constantly, and modern 
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AI emerged as one of the most disruptive elements of this revolution (How to Survive the AI Revolution, 

2022; Roodt & Koen, 2020; Selenko et al., 2022; Shneiderman, 2020).   

How might we deal with this rapidly unfolding reality, what is the appropriate way to respond to the 

challenges to support our learners? With our work in human agency development (Henry et al., 2024), 

capability frameworks and models (Harrison, 2021),  agile teaching methods (Taylor et al., 2024) and 

considering human centred design and innovation (Simon, 1988) under complexity and ethical 

imperatives (Nicolescu, 2014; Woermann & Cilliers, 2012), it was clear that we had to develop a 

framework to bring these aspects into the fold of leadership (Donohoo et al., 2018; Rodgers, 2010) and 

organisational decision making.   

Similarly, it aligns with Jacoby et al. (2024) pointing out the need for AI assisted environments for 

remote WIL.  Their multi-national study focused on leveraging AI to improve WIL opportunities for 

remote and nontraditional learners, particularly in indigenous communities.  As learning mentors and 

facilitators, we fully agree with the stance of Popenici that it is time to re-introduce imagination into 

higher education and “demonstrate respect for students’ agency and embrace a pedagogy of 

compassion” (2022, p. 195). 

METHODOLOGY 

A brief scan of current literature on the adoption and use of AI related technologies yielded interesting 

results.  At a high level several themes emerged: 

• Ethics and human values in AI adoption and use 

• Human agency and empowerment by AI 

• Leadership towards innovation in the AI age 

Our research and practice clearly connect to these issues.  For example, how an organisation adopts 

change directly affects our learners, their projects, professional practice, and personal agency.  Similarly, 

the use of AI tools in our organisation raised questions about academic integrity and the way we model 

use of these technologies for our learners.  We had to consider our internal policy developments and 

potential conflicts with learner organisations' policies. 

Our approach was to review the literature and build a basic framework from our insights, guided by 

the question: how might we adopt AI technologies in our practice with a human-centred focus? In the 

next section we unpack the themes and give concise arguments around adoption of AI in the enterprise.   

DISCUSSION 

Ethics 

AI’s broad impact demands careful ethical scrutiny (Popenici, 2022).  With long-term effects unclear, 

regulation is challenging.  Ethical principles like beneficence must be upheld, ensuring AI genuinely 

serves people’s interests (Floridi & Cowls, 2022).  When integrating AI into learning and enterprise 

contexts, protecting human values, learning modes, and personal agency is vital.  Explicability—

encompassing intelligibility (understanding AI’s decisions) and accountability (assigning 

responsibility)—remains central.  Europe’s regulatory initiatives aim to establish trustworthy AI 

standards for societal benefit.   
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A key concern is potential exploitation of vulnerable groups, including individuals with cognitive 

disabilities.  Trust is crucial for AI adoption and sustainable business practice; without a strong ethical 

foundation, public confidence may erode, limiting AI’s benefits (Shneiderman, 2020; Smuha, 2021).  

Global frameworks, including the IEEE’s ethical AI guidelines, outline principles for responsible 

development (Floridi et al., 2018).  

AGENCY 

AI affects personal agency in complex ways, particularly in the workplace.  While AI can enhance 

human skills and efficiency, it can also replace certain jobs, reducing workers’ sense of control and 

ownership, resulting in a diminishing sense of worth (Krzywdzinski et al., 2023).  To address this, 

workplaces should support continuous learning so employees can adapt to new roles created by AI. 

The broader impact of AI on personal agency includes ethical concerns about fairness and inclusion.  

Workplace culture shapes how AI is used.  In transparent and collaborative environments, AI is more 

likely to complement human workers and enhance their value and contribution, while respecting 

cultural (Adie et al., 2024).  In hierarchical workplaces, AI may primarily cut costs and streamline 

operations, which can lead to different outcomes. 

Leadership plays a key role in managing these cultural differences.  Leaders who understand their 

employees’ values and engage with diverse perspectives can ensure AI is integrated ethically and 

inclusively.  This means implementing AI systems that respect and support human agency rather than 

undermining it. 

LEADERSHIP AND INNOVATION 

Leadership style significantly shapes AI adoption in organisations, influencing short-term results and 

long-term sustainability.  Transformational and servant leadership promote innovation by inspiring 

employees with a compelling vision for the future, fostering adaptability crucial for AI integration 

where continuous learning is required.  They prioritise employees’ growth and well-being, creating a 

supportive environment where staff feel valued and empowered to explore AI’s potential. 

Transactional leadership, which focuses on routine tasks and performance-based rewards, may be less 

effective for AI adoption.  While it ensures efficiency, it might not support the creative thinking 

necessary for AI-driven change.  It may preference the use of AI over the richness of the human 

contribution (Cath et al., 2018). 

Group dynamics also play a significant role in AI adoption.  A culture of collaboration and continuous 

learning helps teams see how AI can augment rather than replace human effort.  Leaders who invest in 

training and interdisciplinary teamwork stimulate innovation while aligning AI use with ethical and 

organisational aims (Cortés Ricart, 2025).  Meanwhile, a supportive environment encourages employees 

to refine their AI skills, driving impactful solutions. 

Enterprise innovation depends on how AI is embedded in sociotechnical systems or introduced as an 

external tool.  Embedded AI augments human capabilities, fostering collaboration, innovation, and the 

development of professional soft skills (Hurst et al., 2021).  Simply bolting on AI often automates tasks, 

diminishing human roles and directing benefits to technology owners. 
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The literature affirms leadership as key to AI-driven innovation.  Effective leaders understand the 

technical and ethical dimensions of AI, promoting a culture of experimentation and learning.  A human-

centric approach—where technology preserves dignity and agency—remains pivotal (How to Survive 

the A.I. Revolution, 2022).  WIL and WBL programmes should address skill mismatches and competence 

gaps to sustain ethical AI practice (Nixdorf et al., 2021). 

BOLT ON OR EMBED 

The literature distinguishes between ‘bolted-on’ AI and AI embedded through training and 

organisational integration.  Bolted-on AI is quick to deploy and cheaper initially, allowing businesses 

to test AI solutions without major restructuring.  However, it often operates in isolation, creating data 

silos and limited employee engagement, ultimately hindering efficiency and raising long-term costs 

(Floridi et al., 2018). 

In contrast, embedding AI into core business processes offers deeper, sustained benefits.  Proper 

training and adoption integrate AI into daily operations, boosting productivity, decision-making, and 

return on investment.  Employees become adept at using AI tools, increasing engagement and 

effectiveness.  Despite higher upfront costs and significant organisational changes, this approach yields 

more enduring gains (Brynjolfsson, 2022). 

Key considerations include how well AI integrates with existing systems, employee adoption, and long-

term security and scalability.  Embedded AI aligns better with business goals but demands substantial 

leadership commitment and resources (AI in Business, 2023).  Ultimately, the choice hinges on the 

organisation’s objectives, resources, and readiness for AI.  Although bolted-on AI delivers instant 

results, the structured adoption of AI often secures more sustainable outcomes.  Our learning delivery 

should thus favour socio-technical content, ensuring ethical decision-making and fostering enterprise-

wide innovation. 

A FRAMEWORK FOR FURTHER EXPLORATION 

Our work in this area is in an early stage, even though it builds on several streams of current research 

and experience.  The holistic framework for AI augmentation in higher education emerging from the 

work so far is shown in Figure 1 below.  The framework acts as our ‘discussion anchor’ for our 

professional practice research.  A recent question arose about whether embedding AI in workflows 

encourages more individualised activities—such as acting as a personal soundboard (Hurst et al., 2021) 

—rather than supporting the nuanced, informal discussions that shape professional practice.  Could AI 

use inadvertently stifle human interaction in navigating these complexities? 
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FIGURE 1: Framework for developing AI augmentation in higher education. 

 

 

CONCLUSION 

Our research indicated that ad hoc adoption offers quick gains but risks fragmentation and misuse.  

Strong leadership ensures ethical AI integration through frameworks that uphold fairness, 

transparency, and accountability.  Ultimately, structured adoption enables sustainable, ethical, and 

innovative AI use. 

Given AI’s widespread adoption in vocational and professional fields, WIL and WBL learning 

approaches must embed AI in practice development.  Our research will continue to focus on addressing 

digital inequality, coping with technology advances, and embedding AI tools in ways that are intuitive 

for non-technical users.  We believe cyclical, iterative models (Harrison and Roodt, 2022), as used in 

Capable NZ programmes, can guide this.  Following a structured approach will deepen understanding, 

support continuous learning, and foster confident AI experimentation.  
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