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Foreword

This book offers a contemporary major case study showing comprehensively and in
detail how a forward looking institution in the field of food, tourism, hospitality and
events gradually develops and secures new practices and programs which effec-
tively cater for student needs and industry priorities in changing times. The many
contributors from within the institution demonstrate, from their quite varied per-
spectives and roles, how a well-regarded and established vocational institute can
reinvent itself in staged and progressive steps to respond to three big challenges: a
shift in the balance in student preferences towards higher education and away from,
or alongside, traditional vocational courses; the need for a responsive institution to
focus more on the needs of learners by carefully measuring, documenting and
researching their achievements; and in a world where employment opportunities are
changing rapidly, ensuring staff and students is increasingly connected with
industry, aware of the changing circumstances and actively participating in
work-integrated learning.

These three challenges form the basis of moving what was the first Australian
trade college for the food industry, the William Angliss Food Trade School of the
1940s, through its evolution as Australia’s largest provider of vocational and higher
education for the foods, tourism and hospitality industry, to grappling today with
harmonising its VET and higher education programs into a cohesive set of offerings
based on unified principles and philosophy across the entire institute, gaining the
authority to self-accredit its courses and so in time to become recognised as a
specialist university in its defined field of study.

Looking at the many widely drawn separate contributions from institute staff
which constitute the four major sections of the book gives me confidence that the
goal is achievable and that the institute will succeed in the turnaround it has set
itself, but due to the scale and complexity of the external challenges, the road ahead
is unlikely to be simple and straightforward. My confidence stems also from the
Introduction and Conclusion chapters which bookend these central specific detailed
chapters.
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In the beginning and end chapters, the corporate and strategic leaders show they
respect their institution’s own evolving history and they build on this rather than
dismantle it, they have anticipated the changes in both the education landscape and
the industry landscape and so have sought to best position the institution through
seizing opportunities as well as coping with the downsides, and importantly, they
have chosen well in bringing to the daily leadership of the institute knowledgeable
and future-oriented people who will sustain the strategic direction and not be
deterred by the inevitable roadblocks that will arise.

But leaders alone are not enough. As more than 20 individual staff contributors
show across different and diverse topics, there exists a cohesive level of shared
understanding that should result in confident resolve and collaborative effort when
needed for the attaining of major goals.

Thanks also to the key design role of the editors who are associated with the
institute in advisory capacities, the completion of this book is a significant mile-
stone on the road ahead. I hope the book excites interest and is read in parallel
institutions around the world. It describes an institution honestly and openly taking
a confident stand to create its own future in the midst of local and global changes of
context.

Melbourne, Australia Professor Kwong Lee Dow
University of Melbourne

kwong.leedow@unimelb.edu.au

Kwong Lee Dow AO has run two universities and conducted at least 17 education-related
reviews. He has advised governments and chaired or contributed to more than a dozen councils
and boards in Australia, Hong Kong, Singapore, New Zealand and Saudi Arabia. Among others,
he is a member of the Academic Board of William Angliss Institute.
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Chapter 1
Introduction

Alison Morrison and Sue Beeton

Abstract This chapter sets the scene for the content of the book. It places itwithin the
international vocational and higher education environment, examines key drivers of
change generally and within the context of the food, tourism, hospitality and events
fields of study. Macro trends are identified and discussed including the changing
nature of the world of education, the pervasive nature of technology both in the
educational and professional arenas, transformations in the workplace, and global
citizenry for a sustainable future. Conclusions are drawn relative to the future of
education in the respective fields of study, and appropriate 21st century approaches
for teaching, research, scholarship.

Keywords Pedagogies · Vocational education · Higher education · Scholarship
The content of this book is an amalgam of contributions authored by educa-

tors, and eminent experts involved in the food, tourism, hospitality and events fields
of study. The key objective is to push the boundaries of understanding relative to
scholarly and innovative ways to teach trades, craft skills, and applied knowledge.
Further, it embraces strong engagement with industry, and civil society in the co-
creation of learning and knowledge. The context is a specialist educational centre for
food, tourism, hospitality and events which has a 75-year history of offering trades
qualifications, and in more recent times has moved to offer Bachelor level qualifica-
tions. Its ambition is to become Australia’s University of Specialisation for Tourism,
Hospitality, Foods and Events. Thus, the content of this book represents one strand
of activity in transforming an organisational culture and workforce towards realis-
ing that ambition, as Chapter 23 elaborates. It has engaged authors in discussing,
reflecting and critiquing 21st century approaches to scholarship and research in the
trades and applied professions using case examples of innovative practise from across
William Angliss Institute. Importantly in a dual vocational education and training
(VET) and higher education (HE) environment, it drew together a representative and
supported community as outlined in Chapter 2. The following provides a 21st century

A. Morrison (B) · S. Beeton
William Angliss Institute, Melbourne, Australia
e-mail: alison@hamlethill.co.uk

© Springer Nature Singapore Pte Ltd. 2019
S. Beeton and A. Morrison (eds.), The Study of Food, Tourism, Hospitality, and Events,
Tourism, Hospitality & Event Management,
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4 A. Morrison and S. Beeton

context within which to locate the chapter contributions, discussion of VET and HE
in general, and specific to the food, tourism, hospitality and events fields of study.

The first two decades of this century have been characterised by rapidity in terms
of turbulence, creative destruction, and renewal that confront, blur boundaries, and
impact local, national and global environments. Such transformational forces raise
the question of how universities and other institutions concerned with VET and
HE are evolving and addressing contemporary challenges and positioning within
an unknowable future. Furthermore, as the respective domains become increasingly
seamless, discourse and practice need to embrace the opportunities of the VET/HE
nexus, reconceptualising research and scholarship strategies fit for the 21st century.
This is supported Davis (2017) who advocates that Universities, colleges, TAFEs,
and on-line providers all have much to share with students, and it should be possible
for consumers to move seamlessly through different modes of institution. Further,
Barnett (2005) hints of new relationships between research, scholarship, and teach-
ing. He questions if there are spaces for present activities to be practised anew, or
even for new activities. However, Barnett also ponders as to the extent these activities
are pulling apart from each other, or whether they might be brought together in more
illuminating ways. This observation is all the more pertinent within the context of
VET and HE domains that may offer opportunities of new spaces at their intersec-
tions. However, a key challenge is recognised as to how best to nurture appropriate
organisational cultures and behaviours. For example, Simmons and Lea (2013) pro-
vide some insight from a research perspective, proposing that it is unlikely in the
foreseeable future that dominantly VET institutes would make much headway in
competing with HE on the production of original research. They advocate that it
may be preferable to engage in a wide range of scholarship more suited to the VET
context. Furthermore, they found a clear pattern of engagement in scholarly activity
within a mixed VET/HE context that contributed to strengthening links with employ-
ers, and its ability to enhance the curriculum offer to students. In addition, a growing
confidence was identified in not wishing to emulate the type of research being under-
taken bymany university academics, but to staymore focused on producing scholarly
outputs, which will have more immediate and local impacts. These findings empha-
sise the importance of ‘provider context’ and how it offers scope to promote forms
of scholarly activity more suited to the strategic position of an institute in its’ given
policy context.

So how may VET and HE intersect? According to the Australian Government,
VET is designed to deliver workplace-specific skills and knowledge; it covers a wide
range of careers and industries, including trade and officework, retail, hospitality and
technology. In terms of HE, there appears to be a consensual vision of it as the pursuit
of higher order cognitive capabilities in the context of disciplinary knowledge, and
that the nature and scope will be determined by the economic and political concerns
of current decades (British Council 2012; Gibb and Haskins 2013). Furthermore,
according to Barnett (1990: 155) a genuine higher learning is: subversive in the
sense of subverting the student’s taken-for-granted world; unsettling and disturbing
as the student comes to see that things could always be other than they are, and there
are no final answers.
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Thus, it can be suggested that the VET/HE intersection is the symbiotic relation-
ship between professional technical skills and knowledge, alongside the pursuit of
higher order cognitive capabilities in the context of disciplinary knowledge. This
transcends traditional boundaries with the aim to educate and future proof students
in a rapidly changing world. Furthermore, the intersections are not just about the con-
tent of curricula space, it also encompasses VET/HE positioning in society. Thus,
Gibb and Haskins (2013) suggest that the hybridisation of elements from educational
institutes, industry and government will generate new organisational and social for-
mats of production, transfer, and application of knowledge. Moreover, this vision
encompasses not only the creative destruction that appears as a natural innovation
dynamic (Schumpeter 1942), but also the creative renewal that arises within each of
institution, industry and government, as well as at their intersections. Thus, across
the tertiary educational sector, key impacts are driving organisational and work-
force transformations as identified and examined in works, such as, Ernst and Young
(2012), Lacy et al. (2017), Davis (2017), Arnett (2018). Mention is made of funding
driven by accountability and performance metrics, adoption of marketing manage-
ment principles, alignment to broader national political and economic objectives, and
application of neoliberal economic management principles. They sit alongside other
dynamic drivers of change, many of which are triggered by technological develop-
ment, that impact on: organisational structures and business models; pedagogies and
student engagement; the evolving role and skill set of academic teachers; and macro
trends within the industries represented in the food, tourism, hospitality and events
fields of study.

Organisational Structures and Business Models

A move towards blended hybrid business models of collaboration is evident (Ernst
and Young 2012). This has been stimulated by the massification, digitisation, and
commodification of education through the prevalence of platform based Massive
Open Online Course (MOOC) provision (King and Sen 2013). Many take the form
of organisational structures that involve strategic partnerships between non-profit,
for-profit, and traditional entities. For example, pioneers in the fields of tourism
and hospitality are Cornell University, University of Queensland, and Hong Kong
Poly University, in partnership with edX an online learning destination and MOOC
provider founded by Harvard University and MIT. The stated vision is to offer all
students a personalised learning experience with premium digital engagement. Infor-
mation technologies and social media are supporting these new business models, and
innovative approaches to enhance teaching and learning (Benckendorff and Zehrer
2017).
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This alters both the interaction with students and the nature of the education
system, requiring significant rethinking of roles and the ways in which knowledge is
generated, disseminated and applied (Lacy et al 2017). Further, Hundrieser (2017)
talks of the ‘unbundling’ of education, as students compile their own learning at their
own pace, gaining a portfolio of micro-credentials, from more than one provider.

Pedagogies and Student Engagement

Thus, student access to VET and HE education has broadened, drawing in multi-
cultural participants located around the globe, as well as those residing within the
home educational institution (Universities UK 2017). This emphasises the impor-
tance of understanding the diversity of student profile, biographies, ‘unorthodox’
behaviours and motivations in engaging with the educational experience across life-
times (Ernst and Young 2012). The challenge for educators is sustaining engagement
of the ‘modern’ student, shaped by technology, Internet access, mobile devices, and
socially mediated communications. It requires them to ‘step into’ and connect with
the student’s world, contextualising learning in their lived experience, and immersing
them in real-life, augmented and virtual reality pedagogies.

Traditional forms of such experiential learning, for example, learning laboratories,
study abroad tours, internships, and communities of learning are now joined by
the likes of virtual work integrated learning, computerised ‘games’, and digitised
business simulations (Wiltshire and Rawlinson 2017). Starks and Carroll (2018)
summarise that three enduring challenges for educators remain how to: intertwine
traditional learning related to theories and concepts with an appreciation for the
complexities of applying them in today’s real world; convey the current use and
application of performance metrics in today’s business environment; and capture and
keep learner engagement. This includes classroom and remote, outside the classroom
for education in the classroom, the flipped classroom model, and remote learning
where knowledge is gained online and interactively with a mix of internet-based
content. It represents a transformation from classroom-based knowledge reporting;
to students themselves directly experience having a hand in co-creating knowledge
(King and Sen 2013).

Academics and Teachers Role and Skill Sets

Other trends impacting traditional teaching, research and scholarship roles include:
increasing managerial pressures on delivery against performance metrics expecta-
tions and culture; curricula reform to achieve pedagogic ‘efficiencies’ and economies
of scale through deployment of technologies; and the growing role of contingent
workers particularly in teaching students, replacing the originator of knowledge inter-
face (Nelson and Strohl 2013; Lugosi and Jamieson 2017; Benckendorff and Zehrer
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2017). These are influencing VET and HE workforce transformations. In particular,
it suggests a redefinition of competencies, processes, and activities within a techno-
context, as organisations re-shape and renew (Gibb and Haskins 2013). For instance,
social media is embedded in activities to increase research impact or course delivery,
reaching out to wider audiences through YouTube clips or podcasts of lectures, with
today’s students preferring to access their information via internet-connected mobile
platforms. This moves beyond the concept of student/lecturer interaction in a shared
and static physical space, with curated knowledge being translated into the commu-
nication media of the day for audiences that are perhaps less skilled in listening than
previous generations (Lugosi and Jamieson 2017). However, Hackley (2014) coun-
ters that, while there is no turning back the tide of education digitisation, the integrity
of the process demands the presence and authority of the academic. He argues that
themedia will obliterate themessage, unless there is room in the digital university for
the reassuring voice of the academic author and their skills of argument, inspiration,
content curation and creation.

Trends Within Fields of Study

The fields of study represented in this book have been the subject of study and ped-
agogical consideration in a range of recent publications informed by mainly Aus-
tralian, European, New Zealand, and United States perspectives (for example, Chon
et al. 2013; Prebezac et al. 2014; Dredge et al. 2014; Benckendorff and Zehrer 2017;
Lashley 2017; Oskam et al. 2018; Mair 2018). In their respective texts, they iden-
tify macro trends in educational change, innovation and renewal. Many of these live
within the institutional walls, while the habitat for others is the external environment.
Of significance is the exponential speed and complexity of change that is creating
discontinuities, volatility, ambiguity, and complexity. It demands for students to be
educated to be spontaneous, imaginative, and creative in an increasingly unknow-
able future world of work, and society (Hindley and Wilson-Wunsch 2018). Further,
it requires education and commerce redefinition to adopt innovative and disruptive
approaches to continuous improvement and relevance within a 21st century profes-
sional context (Oskam et al. 2018). This emphasises that education is broader than
training professional proficiency, to include understanding of how the profession is
evolving in the changing macro environment, and what may warrant embedding in
curricula. For example, some of the dominant, and intrinsically intertwined, macro
trends impacting the industries associated with the food, tourism, hospitality and
events fields of study are technology, workforce profile, and global citizenship.

• The profession is being profoundly transformed by technological advancements,
pervading every aspect of contemporary industry operation and management
(facial recognition, biometrics, digital payment platforms, big data analytics),
employee and customer social behaviours (multiple social media platforms,
service-service, privacy issues, photograph mediated experience), service pro-
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cesses (add value to customer experience, efficiencies, convenience), business
models (gig economy, peer-to-peer, platform based), and culinary production
(molecular gastronomy, 3D food printers).

• Workforce profile is changing as technology increasingly enables the automation
of production and service (artificial intelligence, robotics, drones) that replaces
humanoids with androids. Back of house repetitive, and customer-facing roles
can function efficiently without human presence, delivered by ‘robotic service
employees’. As a consequence, the space for hospitableness, as defined by direct
guest/host interaction, narrows. Thus, some job profiles will become redundant,
while new roles will evolve to include, for example, technology engineers, data
analysts, chief technology officer, as new technology embeds in the value chain.

• Global citizenship is concerned with social responsibility, global awareness, and
civic engagement. It aims to nurture understanding, cultural competencies, and
engagement with the ‘wicked problems’ in the world, many of which exhibit
strong links to food, tourism, hospitality, and events activities. These include the
likes of climate change and global warming, sustainability, carbon offsetting, food
miles, social justice, modern slavery labour, social responsibility, inequalities in
the distribution of resources. This line of thought is reflected within the work of the
Tourism Education Futures Initiative (Sheldon and Fesenmaier 2015), arguing for
responsible stewardship of tourism destinations that calls out for a new paradigm
of values based tourism education. In this respect, there has been support for
incorporation of a blended liberal, professional, vocational education to ensure
students are intellectually able to engage in complex issues and their solution, and
develop broader view as global citizens (Stoner et al. 2014). This has been referred
to as a philosophic turn to multiple ways of knowing subject matter (Tribe 2002;
Dredge et al. 2012).

The foregoing provides illustrative example of the need for a fundamental re-
think and redesign of curricula. From a technology perspective, by the time students
graduate they will be applying for jobs that do not even exist today, and much of
what they are currently taught will be obsolete (Sheldon and Fesenmaier 2015).
Furthermore, since technology is poised to take the place of many technical tasks
in the workforce, graduates skilled in communication and innovative thinking will
become increasingly vital (Hundrieser 2017). In addition, it challenges traditional
disciplinary boundaries as students are educated to solve post-disciplinary scenarios,
building their competencies through ablendof the liberal andvocational, exegesis and
praxis. As Benckendorff and Zehrer (2017) emphasise it is not a position of polarity,
for as educators continue to develop the curriculum, many hybrid models are likely
to emerge. Also of import, in an increasingly globalised knowledge economy it is
important to attend to the competencies, dispositions and different cultural contexts
of learners (Oxford University 2015). Further, management of cultural diversity in
professional and personal contexts, abroad and at home, is a required competency
in a globalised industry, involving soft skills, such as, inter-cultural communication
(Hoefnagels and Schoemakers 2018).
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In termsof the future,Dredge et al. (2013) identify significant scope for institutions
to create a competitive advantage in the marketplace through program differentiation
and quality, within a framework agreed by the subject community (Quality Assur-
ance Agency, 2016; Whitelaw et al., 2015), and national regulators. Furthermore,
Airey and Benckendorff (2017) emphasise that standards and benchmarking activ-
ities should balance the need for quality assurance, and the need for differentiation
and innovation, empowering educators to innovate and improve the outcomes of
teaching and learning. Finally, Dredge et al. (2014: 547) conclude:

We must allow ourselves to dream of new possibilities in a post-industrial age, where there
is high student and educator mobility, the education experience can be bundled in different
ways, and artificial boundaries imposed on learning are dissolved. In this future, curricu-
lum content will still matter, but the experience of learning, the deep, intimate connections
between knowledge and daily life, and the capacity to develop critical, mindful and reflex-
ive practice must be foregrounded if tourism, hospitality and events education is to make a
difference.

Book Structure

Against this ‘big picture’ backdrop confronting all stakeholders involved in VET and
HE education globally stands the contributions in this book. They represent honest,
‘raw’, critical reflections of a reality experienced by front line educators, actively
engaged in the research/teaching nexus in the specific context of food, tourism,
hospitality, and events. Furthermore, it is within the context of an institute edging
towards the distinct status of University of Specialisation.

Collectively, the individual chapters give insight into how innovative educational
21st century approaches evolve, informed by research, pedagogy, first-hand experi-
ence, technological advances, and novel ways of knowing and structuring discipline
and subject materials. In addition, the content illustrates how an education provider’s
context has been able to produce something distinctive within the regulatory and
accreditation frameworks of relevance.

The book commences with two introductory chapters relative to the changing
landscape of education and framing scholarly activities. Thereafter, it is structured
into four sub-sections that are broadly arranged in a chronological setting, from
earlier studies and approaches, through the shift from vocational to more academic
studies and research, finishing with a more forward-looking perspective, as follows:

1. The study of food, tourism, hospitality and events
2. From Vocational to Higher Education
3. Research informed teaching
4. Pushing the boundaries of scholarship.
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Each section commences with the intellectually provoking international delibera-
tions of one Eminent Professor in the field of food, tourism, hospitality and/or events,
reflecting 21st Century challenges and concerns. Respectively they address:

• Regional, sustainable food experiences as a means of tourism offering differenti-
ation and positioning;

• Ideal curricular design for a future integrated academic and vocational program
focusing on food;

• Making research ‘useful’ in terms of enhancing practical value and impact for
stakeholders; and

• How to fuel a praxis-exegesis cyclical model within the context of a life-long
learning environment.

While the sections and their concomitant chapters build on each other, presenting
a cohesive yet complex story, they also stand-alone. Each chapter can be studied
in its own right, contributing to their associated fields as well as overall scholarly
study. We trust that they inform, inspire and challenge the reader, and look forward
to further engagement with the wider scholarly community.
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Chapter 2
Framing Scholarly Practice

Melanie Williams

Abstract William Angliss Institute (WAI) is introducing a framework to guide
understandings and practices of scholarship for both vocational and higher edu-
cation teachers. This chapter explains the impetus for this initiative and outlines the
development of the institute’s approach to scholarship with reference to the liter-
ature. A case study is presented, which investigates how the WAI Framework for
Scholarly Practice was used to guide the authors in writing their chapters of this
book. Based on their monthly reflections on their research and writing processes,
the study explores how the authors engaged with the framework, how it facilitated
their awareness and learning about scholarly practice, and the role that other forms of
support played in assisting them to approach their research and writing in a scholarly
manner. The study appears to indicate evidence of development in knowledge and
practices of scholarship and a correlation between this development and the various
forms of support offered to authors. The chapter concludes with observations about
the framework’s potential for transformation in the vocational education and training
(VET) sector workforce more broadly.

Keywords Scholarship · Scholarly practice · Scholarship of teaching and
learning · Reflective practice · Co-creation

Introduction

The impetus for WAI seeking to introduce a systematic approach to scholarship is its
intention to pursue University of Specialisation status as the institutionmatures on its
journey of providing education and training in the fields of food, hospitality, tourism
and events.Under theHigherEducationStandards Framework (ThresholdStandards)
2015 legislation, the term ‘University of Specialisation’ designates a university that
offers undergraduate and postgraduate programs, including masters and doctoral
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degrees by research, in only one or two broad fields of study (Commonwealth of
Australia 2015). WAI delivers both vocational and higher education qualifications,
all of which fall under the broad fields of food and hospitality or tourism. University
of Specialisation status will pertain to the institution as a whole, embracing both
sectoral offerings.

There are no satisfactory Australian models to follow in seeking to understand
what ‘University of Specialisation’ might look like for WAI. There is currently only
one such institution in Australia, the University of Divinity, which came into being
as what may be described as a federation of previously existing Christian denomina-
tional colleges. Nor does the Australian dual-sector university model offer a suitable
template. The dual-sector public universities tend to be dominated by higher educa-
tion with a ‘hard divide’ between the sectors. The different regulatory frameworks,
industrial instruments, funding regimes, histories and missions all contribute to frus-
trating attempted convergence between the sectors.

While WAI must also wrestle with the same structural constraints as its counter-
parts, it seeks mechanisms by which to create a more unified culture that enables
students to experience learning as a sequenced continuum up the Australian Quali-
fications Framework and produces graduates who bear a common hallmark of their
study at WAI. A universal framework for scholarly practice is one such mechanism,
which can simultaneously serve to facilitate improvements in the quality of learning
and teaching across the institution.

Background to the Framework

In his seminal work Scholarship Reconsidered, Boyer (1990) advocated for broad-
ening the restricted view of basic research as the primary form of scholarly activity.
He proposed a more comprehensive and dynamic understanding of scholarship as
four separate, yet overlapping functions that account for the full range of academic
work: the scholarship of discovery (basic research), the scholarship of application
(applied research)—subsequently known as the scholarship of engagement (Boyer
1996; Rice 2002), the scholarship of integration (making cross-disciplinary and con-
textual connections) and the scholarship of teaching. For the first time, teaching was
elevated to a form of scholarship, equal in status with research.

While ground-breaking, Boyer’s conception of the scholarship of teaching is
nonetheless aligned primarily with what Barr and Tagg (1995) call the ‘instruction
paradigm’. In this paradigm, the focus is on what the teacher does as the source of
knowledge. These authors argue that learning is a much more complex activity than
simply making meaning out of transmitted knowledge and advocate for a ‘learning
paradigm’, in which learners are seen as ‘the co-creators of learning’ (Barr and Tagg
1995: 15). The expanded notion of the Scholarship of Teaching and Learning (SoTL)
captured this broadened focus. The shift in emphasis from what the teacher does to
what the learner does has only increased in subsequent years (Biggs and Tang 2011).
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Developing Boyer’s work further, Glassick et al. (1997) identified six standards
by which the quality of scholarship can be measured across all four forms of scholar-
ship. These standards were based on the analysis of hundreds of documents outlining
criteria used to guide academic hiring, tenure and promotion; evaluation of funding
grants; acceptance of manuscripts for publication in scholarly journals; and evalu-
ation of teaching by students and faculty peers. The authors claimed that any work
of scholarship is characterised by six standards of scholarship: clear goals, adequate
preparation, appropriate methods, outstanding results, effective communication and
reflective critique.

Despite raising questions as to whether Glassick and his colleagues’ scholarly
standards may encourage too conservative a notion of research and scholarship,
Badley (2003) suggests that these standards may be a key mechanism for improving
the quality of teaching and learning. Despite his reservations, he concludes that their
saving grace is their emphasis on reflective critique. As he points out, it is through
reflective critique that we improve our own scholarship and contribute to the building
of a scholarly community.

However, the standards were developed in the American university context. More
recent Australian research investigated the applicability of this approach to the Aus-
tralian tertiary sector. Its particular focus was informing understandings of scholar-
ship in TAFE institutes delivering HE qualifications—in which, the authors claimed,
the norms, cultures, structures and industrial conditions that prevail in universities
do not apply (Williams et al. 2013).

This research involved Australia-wide consultation and analysis of case studies
of the Scholarship of Teaching and Learning in VET, higher education delivered in
institutes of Technical and Further Education (HE-in-TAFE) and university contexts.
It revealed significant overlap, as well as differences in understandings and practices
in the three settings. The result was to expand the original six American university
standards of scholarship. Aspects of what Australian VET and HE-in-TAFE rep-
resentatives deemed to be essential features of scholarly work were incorporated.
These did not appear explicitly in the original standards since they are tacit in uni-
versity understandings and practices of scholarship. It was felt that these additional
elements would help to tease out what is expected in the scholarly work of VET and
HE-in-TAFE practitioners (Williams et al. 2013).

The outcomes of this research were operationalised in a pilot study led by this
author at RMIT University in 2015. There, a framework was developed that was
specifically tied to the requirement of VET teachers who were delivering associate
degrees to maintain the currency of their vocational skills. The framework scaffolded
these activities to ensure that they were approached in a scholarly manner. The key
enablers of success in this pilot were found to be the framework’s guidance in how to
conduct scholarly work, institutional support in the form of mentoring, and a small
grant for paid time release from teaching (Everingham et al. 2017).

The RMIT pilot in turn informed the development ofWAI’s Framework for Schol-
arly Practice laid out in Table 2.1. The eight features of scholarly work in the WAI
framework—the indicators of scholarly quality—were synthesised from the Aus-
tralian research. However, they were broadened from RMIT’s exclusive application
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to maintaining vocational currency to guide a range of scholarly practices at WAI.
In addition, RMIT staff delivering associate degrees were degree qualified. In con-
trast, the intent at WAI was to introduce scholarship into the practices of all teaching
staff, including those with sub-degree qualifications. The language of the frame-
work—though not its intent—was modified accordingly.

The WAI Framework for Scholarly Practice is designed to guide the institute’s
understanding, approach and practices of scholarship. What is distinctive about it
is that scholarship is not understood in the conventional sense of activities (Brew
2010), such as conference attendance, engaging in professional practice or keeping
abreast of the literature. Rather, in commonwith its antecedents (Williams et al. 2013;
Glassick et al. 1997; Everingham et al. 2017), the framework identifies the features
that characterise any scholarly work. It provides guidance on how to take a schol-
arly approach to investigating any aspect of vocational, professional, pedagogical or
academic practice—with the outcomes being used to inform and improve learning
and teaching. Thus, while the framework may be applied in different contexts, the
approach is the same.

Regardless of the context, scholarship at WAI is framed as scholarly inquiry that
ultimately informs learning and teaching. In keeping with the institute’s applied and
vocational orientation, the framework focuses on the practices associated with taking
a planned, rigorous and reflective approach to investigating practice. This orientation
is captured in the term ‘scholarly practice’.

The frameworkwill be supported at an institutional level through the availability of
mentoring by the Associate Dean (Scholarship), small grants to defray any incidental
costs associated with engaging in scholarship and by the introduction of an awards
schemewhich recognises and rewards scholarly practice. The awards are based on the
submission of a teaching portfolio accompanied by a brief exegesis explaining how
the portfolio addresses the indicators of scholarly practice set out in the framework.

The WAI Framework for Scholarly Practice is set out in Table 2.1. The left-hand
column articulates the features that characterise scholarly work—the indicators of
scholarly practice. The prompt questions in the right-hand column guide the scholar-
practitioner in how to demonstrate those features.

Piloting the Framework

An opportunity arose to pilot the use of the framework to guide WAI staff who
volunteered to contribute to the writing of this book. The intention of the book was
to capture a broad spectrum of good practice across the Institute in the practitioners’
own voices. Hence, an invitation was extended to all staff to contribute to the book,
to which 24 staff responded. Although highly experienced and competent teachers,
the challenge lay in how to produce a research-informed, scholarly book when some
of its contributing authors were neither trained nor experienced in scholarly research
and writing.
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Table 2.1 Framework for scholarly practice

Features of scholarly work (Indicators of
scholarly practice)

In your investigation, do you …

Clear goals—outlining at the start what you
plan to achieve

• Explain the project clearly and identify
important questions in the field?

• Define a clear purpose and achievable
objectives for your work?

Adequate preparation—relating your work to
what is already known about the topic and
gathering the resources needed for the job

• Locate your work in the context of current
and emerging
industry/disciplinary/pedagogical
knowledge/practice/research in your field?

• Bring together the resources and skills
necessary to move the work forward?

Appropriate methods—choosing and applying
the best way to achieve your goals and keeping
records of progress

• Use a systematic and planned approach that
is appropriate to the goals?
• Apply the methods selected in a rigorous and
ethical manner that is responsive to changing
circumstances?
•Maintain records of process and outcomes?

Collaboration – working and learning with
others

• Engage with a range of stakeholders?
• Draw on specialist expertise and advice?
• Engage in shared reflection?

Critical analysis and synthesis—questioning
what is going on and bringing things together
to make sense of them

• Challenge existing knowledge, assumptions
and ideas?

• Bring together your findings to draw
conclusions within a theoretical framework?

• Support your claims with evidence and sound
argument?

Significant results—making a difference • Contribute new knowledge, the new
application of knowledge or improved
practice in the field?

• Offer students the opportunity for innovative
engagement with their future profession?

• Open up additional areas for further
exploration?

Making knowledge public—sharing new
knowledge with others so that it can be
critiqued, built upon and improved

• Open your practice to peer review and
stakeholder feedback?

• Communicate your message clearly through
teaching, presentation, publication or
exhibition?

Reflective critique—reflecting on the strengths,
weaknesses and limits of your work in order to
do better next time

• Identify the influences and assumptions that
you bring to the work?

• Reflect on both the processes and outcomes?
• Bring a breadth of evidence to the review of
your work?

• Use critical evaluation to improve the quality
of future work?
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The editors of this publication and senior staff believed that this would be possi-
ble with the aid of appropriate support and guidance. The Framework for Scholarly
Practice would provide the scholarly scaffolding; author guidelines would provide a
template for the structure of the chapters and case studies therein; a ‘Book Club’, run
as an Action Learning Set would provide a forum for group reflection, discussion of
issues, peer learning and collaboration; and the Institute’s College of Eminent Pro-
fessors would provide individual mentor support to each author. Collaboration and
co-authorship between higher education and vocational teaching staff was encour-
aged.

The Framework for Scholarly Practice was customised to provide specific guid-
ance on the task of researching and writing for the book. For example, the prompt
questions for the ‘Clear Goals’ were: ‘What specific area of innovative train-
ing/industry practice, technology or issue do you plan to write about? What key
questions or issues do you seek to address?’ The questions for ‘Adequate Prepara-
tion’ read: ‘What is already known about your topic—i.e. what have other people
already written about it? What theories or pedagogical approaches did they use?
What are the gaps that you plan to address in your piece? Are there any particular
resources and skills that you will need to complete your piece successfully—e.g.
do you need to ask a liaison librarian for help in finding appropriate literature?’
The prompt questions for the remainder of the indicators of scholarly practice were
modified in a similar way.

The Book Club met monthly over a seven-month period, following the action
learning cycles of planning, action and reflection. The same online reflective ques-
tions were posted each month prior to the meetings to guide reflection and prompt
discussion. These online questions tracked writing progress, feelings, issues and
support needs and invited reflection on the development of scholarly skills. Partic-
ipation in the meetings and the online questions was voluntary and fluid over the
seven-month writing period.

The Study

While the online questions were primarily intended to encourage the authors’ reflec-
tive practice, ethics approval was sought and granted to use the responses from con-
senting authors for this study. This provided some basis for evaluating how effective
the model was in fostering scholarly practice.

The specific aims of the study were to explore: (1) how the authors used the
Framework for Scholarly Practice; (2) how the framework facilitated authors’ learn-
ing and awareness of scholarly practice; and (3) what role the other forms of support
played in assisting authors to approach their research and writing tasks in a scholarly
way. The findings of this pilot were intended to inform the implementation of the
framework across the Institute.

There were seven opportunities to record reflections. While 24 responses were
received from ten authors, only five agreed to allow their data to be used. Of these
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Table 2.2 Distribution of responses to questions for reflection

Respondent Gender Research/publication
experience

No. of responses

R1 Female Yes 3

R2 Male Yes 4

R3 Female Yes 3

R4 Male No 3

R5 Male No 3

Total responses 16

five, three had previous research and publication experience, while two did not. A
total of 16 responses were received from these five respondents. The distribution of
responses is shown in Table 2.2.

The responses were analysed using grounded theory. They were coded and cat-
egorised to identify common themes of relevance to the research aims. The broad
themes included use of the framework; learning about scholarship, under which a
strong sub-theme of feelings emerged; and other forms of support.

Findings and Discussion

The primary use of the scholarly framework was to structure thinking and to plan
the research and writing. Some treated the framework as a template to ‘expand
upon’ (R4). Others used the framework to gain overall perspective. For instance, R1
commented:

The questions made me really think about what I want to do in this project, why the research
is needed and how I’m going to go about it. It made me think about my strengths (e.g. what
I can do with confidence) but also the limitations (e.g. the skills that I don’t have or the
resources that I will need).

Similarly, with R3: ‘I started with the clear goals, using this to focus on what I
wanted to say in my chapter and understand the approach to the methods’. Reflecting
back on her use of the framework at the end of the project, R3 went on to say, ‘I
found using the indicators of scholarly practice provided a foundation to use and
reflect upon. Getting started and having the clear goals gave me the direction to start
with a positive process in my writing.’

Indeed, clear goals were the most frequently cited indicator, providing both initial
direction andongoing focus.However, for some the goals changed as theyprogressed.
For instance, R1 had initially intended to extend the boundaries of her usual area of
research but was unable to source a valid and credible tool to measure the new topic
of interest. Based on her literature review, she decided to set new goals and returned
to the framework to redesign her research accordingly. For R4 also, the clarity of
the goals was refined as he progressed. These examples resonate with the literature.
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Glassick et al. (1997) suggest that selecting appropriate methods entails adapting as
circumstances change, while Badley (2003: 308) critiqued the insistence on starting
with clear goals as possibly resulting in scholarship that is ‘too bounded, too closed,
too pat, too measured’.

Reflective critiquewas also in evidence. For example,R3 reported using the frame-
work to reflect upon and critique her work, in particular considering the strengths
and weaknesses of her writing and reviewing the cohesion of her argument. This
reflective critique was forward-looking as well: ‘I will reflect on this experience as
building blocks to a larger project. It has given me thoughts to consider completing
a larger piece of academic scholarly work.’ Similarly, R1 planned to ‘reflect on the
different stages of the writing process and aim to do everything better the next time’.

In addition to singling out how particular indicators of scholarly practice guided
her work, R1 also brought the framework together in an integrated way: ‘As I was
reviewing the literature and writing it up I needed to think carefully about how I
could use the same information (theories andmodels) later on to support our findings,
conclusion and recommendations’. She went on to comment on how much easier it
made the writing process when the ‘big picture’ is clear and there is an understanding
of how the different ideas fit together.

Concerns and learning about academic writing were commonly expressed, not
only amongst those who had no prior publication experience. For instance, R2
observed that he had learnt that academic writing is ‘drier and needs to be stripped of
most adjectives’. R3 expanded on this theme. Initially she was aware that she needed
to remove emotive comments from her writing, saying that she found this hard to
do because she felt that vocational culinary training is about senses and emotion. R4
also expressed concern that his topic would be difficult to write about in a scholarly
manner. It is unclear whether these ideas about what constitutes academic writing
were the authors’ own expectations or whether they arose from feedback on their
work from their mentors.

R2’s doubts about her writing persisted. In a later response she wrote, ‘I feel my
writing style may not be as academic as I would like it to be, I sometimes write as
I speak and this can be long winded at times. It can be challenging trying to refine
information into a clear dialogue.’ However, she recognised improvements in her
writing over the course of the project. In her penultimate response she felt that she
was able to write more succinctly, providing greater clarity through continuing to
reflect on the purpose and outcomes of the chapter.

While several of the respondents reported some degree of apprehension about
their capacity to write academically, R5 experienced strong feelings, about which he
wrote very candidly. He reported initially ‘freaking out’ and making every excuse to
avoid the task, including avoiding attending the BookClubmeeting. He then reported
feeling guilt and shame about this behaviour, feeling intimidated by being around
others whom he perceived to be more skilful in this field of endeavour, feeling self-
doubt about doing something he had never done before and a sense of ‘who am I to be
writing an such a book, what do I have to offer that is of worth?’ He worked through
his anxieties, with help from his mentor to become more organised and focused. He
reported using his fear of ‘wasting other people’s time’ and ‘letting people down’ as
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his motivation to start. R5 next reported feeling surprised by the feedback from his
mentor that what he had produced was on track. This triggered deep reflection: ‘…a
feeling of sadness also came over me as I have all this doubt and negative self-talk
that can really bring me down when it does not need to. I then think what other areas
of my life am I giving negative self-talk that I’m not aware of yet?’

Others also recognised the self-development opportunity presented by participat-
ing in the project. For instance, R3 observed that the writing process helped her to
acknowledge her weaknesses in her writing ‘but provides a wonderful experience
allowing me to grow and develop’—and further, ‘the learning allows me to question
and reflect’.

Some authors recognised their skill development over the course of the project
and how they might apply it in the future. R1 observed, ‘I think my scholarly skills
are of a basic nature. However, as I’m currently completing my [doctorate] I do
seem to have a good idea of what I need to do first and what I have to do then.
I’ve developed some tricks and knowledge that I can build on here.’ Similarly, R5
recognised that the opportunity to reflect and analyse his teaching practice would
lead to improvements in his class delivery. And R3 commented on how much she
enjoyed broadening her thoughts and considering alternative understandings through
exploring others’ research, observing that the foundation of professional knowledge
that she built through her research can be used in practical vocational kitchens.
However, she acknowledged that it is hard to develop scholarly skills in a vocational
context.

Yet others reported learning about their own needs and processes in undertaking
scholarly work. Learning to build a regular time into the week worked best for
some while for others, setting a daily word count target was helpful. Identifying the
need for feedback to spur action was a revelation for one respondent, while another
recognised the necessity for tackling unknowns head on instead of allowing himself to
be distracted. Feelings of excitement, enjoyment, confidence, relief and satisfaction
were reported as authors were able to meet the challenges they encountered, be they
personal or logistical.

These feelings, attributes and the journey of self-discovery itself are impor-
tant because, while the Framework for Scholarly Practice focuses on the processes
involved in scholarly practice, there is also an affective and attitudinal dimension to
scholarship. For instance, Kreber (2013: 72) suggests that scholarship is underpinned
by the scholarly dispositions of being curious, reflective and having a desire to con-
tinually deepen one’s knowledge base. Support is needed for novice scholars, not
just in developing their scholarly knowledge and skills, but also to encourage them
through the challenges they face and to help them develop a scholarly disposition.
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As already mentioned, several forms of support were made available to authors.
The first of these was the monthly Book Club meetings. Authors reported finding
these to be helpful in providing guidance, support and motivation, both in terms of
peer learning andmentor advice. For instance, R4 used themeetings to help to clarify
his goals, to fine tune the direction of his chapter and to seek advice about how to
analyse his data. In the course of this latter discussion it became apparent that others
were also struggling in this area, so a workshop on qualitative data analysis was
arranged. This just-in-time training was reportedly very useful.

All five authors made mention of the value of the mentor support from the WAI
Eminent Professors. As the majority of the professors are located internationally,
feedback was given via email and online meetings, although face to face meetings
were also arranged with those mentors who happened to be visiting the campus
during the writing of the book.

Receiving feedback on their writing was sufficient for some authors to gain con-
fidence that they were on the right track, while for others, the mentor played a more
crucial role. As R5 commented, ‘…with the right mentor I can move through my
belief that I cannot write anything meaningful’. The mentors were variously reported
as assisting in the refinement of the topics and approach, opening up ideas not pre-
viously considered, assisting with alignment of assumptions using a clear evidence
base, helping to reframe the work when the author was stuck, triggering the author’s
own critique of their approach and style, and clarifying the next steps.

Other support was provided by library staff who assisted authors with finding
appropriate literature and providing training in the referencing system. Transcription
services for interviews were also made available, which greatly assisted authors to
meet the tight timelines of the project.

Thus, within the limitations of self-reporting, the study does appear to show
evidence of development in the authors’ knowledge and practices of scholarship and
scholarly writing. There seems to be a correlation between this development and the
various forms of support offered to assist in the writing of the book: in particular, the
guidance of the scholarly framework, the Book Club meetings, the mentor support,
the just-in-time training and the assistance from library staff. Ultimately the evidence
of the extent to which the authors were able to execute a piece of scholarly research
and writing is contained in the chapters of this book.

Conclusion

The WAI Framework for Scholarly Practice is innovative in that it is an eminently
practical approach that can be applied to transform any aspect of the work of teaching
staff into scholarship. This elevates scholarship into the heart of the everyday prac-
tices of teachers, instead of its conventional standing as a discrete activity which all
too often takes a low priority for overworked educators. Through its application to
vocational and professional practice, the framework creates a nexus between practice,
theory and reflection, generating a praxis that is robust and evidence informed.
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Furthermore, with appropriate support, the framework can enable VET teachers
and others who are not research trained to participate in scholarship, providing an
entrée into a set of cultural practices and self-concept which have not formerly been
available without going through the rigours of attaining higher education qualifica-
tions. The transformative potential of this for individuals is evident in this study.

While the approach set out in the framework is not new, its application in the
VET sector is nascent. Australia’s VET sector Training Packages with their atom-
ised and highly contextualised competency-based training leave little room for the
development and expression of scholarship, as attested by one of the respondents in
the current study. While Training Packages are a fixed feature of the current VET
landscape, the way that the training is approached can be opened up to scholarly
reflection and inquiry. These are the capabilities that are needed to participate in
an increasingly complex and uncertain 21st Century. The routine application of the
Framework for Scholarly Practice, with appropriate attendant support at individ-
ual, institutional and sectoral levels, holds forth the possibility of transforming the
practices and culture of the VET teaching workforce over the longer term.
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Chapter 3
Tourism and Food: Necessity or
Experience?

Oswin Maurer

Abstract The relationship between tourism and food is explored relative to oppor-
tunities for experiencing food are used as points of differentiation in tourism des-
tinations world-wide. It focuses on the concept of food tourism, investigating the
relationship between touristic activities and food consumption, along with trends
that are driving sustained and growing interest in this concept. In addition, the con-
struct of authenticity is examined, as is its application to food tourism as a means
of gaining a competitive advantage in the contemporary market place. From an edu-
cational perspective, it is argued that a closer curricular combination of academic
learning and food and tourism practical trainingwould be beneficial, especially given
societal developments and trends. It calls for a holistic education that acknowledges
the value of knowledge and skills ‘beyond the plate’.

Keywords Food tourism · Authenticity · Differentiation · Sustainability

Introduction

Over the last decades, tourism markets have been constantly growing as well as
maturing. Despite the fact, that new and additional groups of tourists have appeared
on the global landscape, touristic destinations are under permanent pressure to dif-
ferentiate products, services and experiences in order to escape the commoditisation
trap.

Regional food, gastronomic offerings, culinary experiences, tastings, and many
other formats and opportunities of experiencing food are being increasingly intro-
duced as differentiation points in destinations world-wide. There are various terms
used to describe the phenomenon of food tourism, including the terms gastronomic
tourism, culinary tourism, agritourism, food experiences, etc. According to McK-
ercher et al. (2008), the term food tourism is used in the following to describe any
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touristic activity in which food is a vital component of the overall tourism experi-
ence. Hence, it refers to travel in which local food and cuisine play an important
role and can be viewed as ‘the pursuit of enjoyment of unique and memorable food
experiences, far and near’ (World Food Travel Association 2018: 7).

Nowadays, substantial efforts are undertaken by national governments, regional
enterprises, cities, local Destination Management Organisations, and specialised
associations to promote food tourism. Some recent examples are Thailand’s Gov-
ernment sponsored ‘Thai Fest’, Tourism Australia’s ‘Restaurant Australia’ initia-
tive which has focused on the country’s food scene and agriculture, Croatia’s ‘Full
of Passion’ strategy, the European Commission’s EDEN (European Destinations
of Excellence) project which supports rural, cultural and gastronomy tourism, the
World Food Travel Association, or The Ontario Culinary TourismAlliance. All those
initiatives attempt to differentiate and position tourism offerings based on regional,
sustainable food experiences, but also aim at bridging the gap between the travel,
food, entertainment and leisure industries.

Chicken or Egg Travelling?

Touristic activities and food consumption have always been connected to each other
due to their complimentary nature. However, following the literature on food and
tourism (for example, Robinson and Getz 2016; Sidali et al. 2015; Ontario Culinary
Tourism Alliance 2015), it appears that food tourism is something new and deserves
to be developed by all means. That may hold true from an individual business and
a consumer point of view, but touristic activities have always been accompanied by
more or less enjoyable food consumption. It is undisputed that travellers need to eat,
but the decisive question whether food consumption is a result of tourism, or is travel
resulting from the interest in food experiences, has not been asked nor answered in
most contributions. In many aspects, the discussion about food tourism appears to
be artificial. As McKercher et al. (2008: 137) note: ‘food tourism seems to be the
latest special interest (SI) tourism fad … the true significance of food tourism is still
to be determined’.

In practice, the food tourismagenda is to someextent drivenby tourismconsultants
and associations who rather often find a grateful audience in (tourism) policymakers.
The critique of McKercher et al. (2008) on the deficiencies of research into food
tourism, characterised by a wrong calibration of the magnitude of this kind of special
interest tourism and a biased interpretation of the underlying phenomena, is still
valid. These shortcomings appear to be hampering the development of practical and
sustainable approaches to capture opportunities in this market.

World Food Traveller (2017) estimates that travellers approximately spend 25%
of their travel budget on food and beverages and it can get as high as 35% in expensive
destinations. Similarly, Robinson and Getz (2016) report that 25–35% of tourists’
total expenditure can be attributed to food consumption during travel. Interpreting
all food consumption during travel as a potential for food tourism is certainly not
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a reasonable approach and the figures found in the literature seem to be grossly
overestimated. However, the general interest in food, its specific attributes, origins,
preparation methods, tastes, textures and flavours has risen substantially over the last
years and is best documented in the huge number of television formats, social media
content, specialised magazines, books, public show-cooking on offer. Accordingly,
destination choice based on food experience offerings is growing, and it is becoming
a tourism trend which opens new niche market opportunities that could be valorised
for the benefit of tourists, the tourism industry and local communities.

Apart from media, the growth in food tourism is currently driven by a number of
factors, including:

• The consistent growth of international travel, as for instance the 7% growth in
2017, resulting in a total of 1.32 billion tourists in 2017, and expected to continue
at a 4% rate in the next 10 years (UNWTO 2018);

• Changing demographics, with millennials being the group tourism experts need to
focus on. Within the next 10 years, they will be the core customers when it comes
to travel and experiences. ‘While millennials are on the rise, baby boomers are
actually the most travelled generation to date and have more disposable income to
be able to travel’ (World Economic Forum 2017: 25). However, age and gender
of tourists are becoming less important for tourism and food consumption than
income, behavioural and attitudinal aspects;

• Growth of disposable income, particularly in Asia and Africa, which drives the
rise of a new middle-class and hence the emergence of ‘a new traveller class
that will spend a growing portion of its household income on cross-border travel
(Forestell and Best 2017: 51). World Economic Forum (2017) estimates the global
growth of the middle-class at about one billion people until 2030, mainly people
from emerging markets such as China and India, who will increasingly engage in
international travel and seeking new experiences;

• Increasedmobility of people around theworld, due to lower travel cost, the removal
of travel restrictions in many countries and the improved connectivity achieved by
the expansion of airline networks around the world;

• The digital revolution which provides advantages for tourists, destinations and
products. The widespread access to the internet and the surge of social media and
innovative online travel tools have made it much easier for a local product to have
a regional or global impact (De la Madrid Cordero 2017). Instagram, Facebook,
WhatsApp and other social platforms have significantly changed the way people
communicate and share their experiences. They are able to do this on a peer-to-
peer and real time basis, and hence increasingly influence opinions and attitudes
about places, activities and experiences;

• Food and beverages are widely perceived as valuable and desirable experiences,
not just products, and this is even much more the case when food consumption is
part of a holiday experience;

• Seeking experiences has become mainstream and in tourism, ranging from experi-
encing adventure to experiencing solitude, but increasingly also the experiencing
sensory moments (taste, smell, texture, sight). According to Food Alert (2013),
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“eating out is not only about the way food tastes, but a wider experience bringing
together one’s different senses”;

• Tourists, as consumers in general, are more concerning and more discriminating
than in the past, they extend their lifestyle to their holidays and ‘me’ is at the
forefront of many leisure activities;

• Many sectors in tourism, from airlines to hotels, from tour operators to restaurants
are increasingly viewing food quality and experiences as a principal component
of their offering. These experiences are often not built on quality traits that are
physically attached to the product or meal, but on so called “credence” attributes
(Darby and Karny 1973) which are intangible food and product properties such
as organic, locally sourced, harvested at a certain point in time, prepared by a
particular chef, etc.;

• Storytelling is human and in many industries stories behind or about a product
have become as important as the product itself. This applies to a large extend to
food and beverages, since food can always tell a story, it allows for experiences and
is hence a reflection of peoples’ lifestyles and history (Ontario Culinary Tourism
Alliance 2015).

All those trends are driving the sustained and growing interest in food tourism.
As a result, new and highly differentiated food experience formats are constantly
developing on a local, regional and international scale, providing for a great variety
of experience spaces for tourists.

Authenticity: Reloaded with Food

As discussed, food tourism refers to travel activities in which local food and gastron-
omy plays a pivotal role. Cohen and Avieli (2004) were the first to point at the fact
that local food may be more than just a tourist attraction. According to CBI (2017),
‘most culinary travellers are interested in food culture, rather than gourmet’, and
‘local cuisine gives travellers a direct and authentic connection with their destina-
tion, they experience local heritage, culture and people through food and drink. Most
of the recent academic and applied literature on food and tourism is in agreement
with this statement (see for example World Food Travel Association 2018; UNWTO
2017; Robinson andGetz 2016; Ontario Culinary TourismAlliance 2015; Sidali et al.
2015).

Regional, local, speciality, gourmet food offerings are numerous and can be found
in any city, in the countryside, in hotels, at farms, on the streets, etc.Modern examples
of providing opportunities for the creation of authentic and direct connections with
the destination, or to be at the essence of local food culture, are the internet platforms
Eatwith and Withlocals which are by now operating on a global scale promoting the
‘eat with locals at their place’ idea. Probably the first commercial peer to peer food
and travel concept of that kind was Homefood, now trading as Cesarine, established
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in Italy in 2004. Initially it was launched as a project to preserve Italian food culture
and heritage and has now become a tourism attraction.

All food producers, chefs, gourmets and food travellers do have one thing in
common: the search for authenticity. Food is often termed to be authentic, if it is
specific to a region, is prepared in a certain way, makes use of traditional preparation
methods, combines and/or recombines new with traditional ingredients, is prepared
by a certain person. Consequently, destination managers and scholars have made
attempts to profile and group food tourists into standardised clusters to be able to
develop and market offerings for “calibrated food tourists”.

Since not all travellers, and particularly not all food travellers, are alike, the most
recent approach used in practice to identify specific segments of food travellers
is PsychoCulinary profiling, promoted by the World Food Traveller (2017) as an
essential tool to explain how people make food purchase decisions while travelling.
This type of profiling follows the rationale that specific food tourist sub-segments
can be identified and targeted according to the behaviour and attitudes of travellers.
With 13 major categories of food travellers assumed to be relevant for profiling
food travellers, the approach appears to be rather overcomplicated for the use in
businesses. The practical use and benefit of PsychoCulinary profiling may further
be hampered by the fact that consumers can have up to 3 major profiles at the same
time (World Food Travel Association 2017) which reflects the fact that consumers
are discerning and discriminating, since they exercise variety through many options.

Some years ago, Tourism Australia (2018) has changed its approach of segment-
ing and positioning from demographic to psycho-graphic profiling, trying to capture
a global behavioural and attitudinal driven target audience of High Value Travelers
(HVT). However, with regard to food tourists, this positioning is mainly aimed at
gourmet travelers, a group that comprises only about 5–10% of travelers interested
in food world-wide (World Food Travel Association 2017). Whereas this is consis-
tent with the overall High Value Traveler strategy of Tourism Australia, positioning
Australian food travel predominantly in the gourmet segment may not be appealing
to travelers seeking authentic and local experiences, and hence may not provide for
the 90% of travelers who are interested in food, but not in a gourmet food experience,
and who particularly include many of those who travel to Australia to experience
nature, adventure and down-under lifestyle.

In comparison to the HVT strategy in food tourism, the success story of the
Australian wine industry has the potential to provide a valuable analogy. Whereas
other countries were mainly targeting wine drinkers and wine connoisseurs, with the
latter group having an important and undisputed role as ambassadors of wine, the
most essential group initially targeted by the Australian wine campaign has been the
group of non-wine drinkers. They comprised more than 80% of the world population
at the time Australian wine started its internationalisation efforts, and hence have
been the most attractive, but very overlooked target group.

Hence, for targeting food travellers, a less sophisticated and more pragmatic seg-
mentation approach than PsychoCulinary profiling may provide for the essential
insights needed to position for travellers seeking authentic food experiences. CBI
(2017) suggests segmenting the market along three types of food travellers only: the
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deliberate, the opportunistic and the accidental culinary tourist. Deliberate culinary
tourists comprise about 50% of all travellers who are interested in food. Food culture
is a main attraction to them, they are characterised by a high propensity to learn
about and to experience local food and cuisine. Opportunistic culinary tourists, who
comprise approximately one quarter of food travellers, also actively seek and enjoy
local and authentic food experiences. However, their primary reason to travel is not
motivated by food. The accidental culinary tourist does not actively seek food experi-
ences but takes part in them because such offerings are available. All three segments
require different targeting and positioning strategies, whereas the first segment is
obviously the most attractive one for providers of authentic food experiences.

Over the last years, authenticity has rapidly gained importance in any industry
sector world-wide and there is merely no product/service sector which is not trying
to exploit this construct to gain advantages in the market. Consequently, as a basis for
achieving comparative, and more considerably competitive advantage, authenticity
has also earned significant attention from tourism managers and tourism scholars
(see for example Mac Cannel 2018; Osti 2017; Paulauskaite et al. 2017; Kirillova
et al. 2017; Brida et al. 2012).

This is due to substantial shifts in consumer perceptions and behaviour, all of
which are determined by post-modernism and which are currently portrayed as a
highly sophisticated experience economy, with its conflicting sets of values and
diverse modes of value assessment as concrete and business relevant representations
of post-modern lifestyles (Maurer 2017). Hence, authenticity is a complex concept,
reflecting its multiform history and societal embeddedness and is often misunder-
stood.

In tourism, authenticity has now undoubtedly become mainstream, particularly
with regard to food experiences of travellers. UNWTO (2017), in its Second Global
Report on Gastronomy Tourism, has documented a variety of successful cases and
initiatives in many parts of the world, from regional initiatives to individual busi-
ness cases and reports authenticity as the common and most important baseline for
developing and sustaining a successful food tourism agenda.

According to Wang (1999: 351), ‘the complex nature of authenticity in tourism is
exhibited in the fact that it can be classified into objective, constructive, and existential
authenticity’. Objective authenticity depends on an act of (re-) production and it is the
past that must be adopted as a model of the original. Authenticity in the present must
therefore pay tribute to the origins. Thus, the past preserves the original version and
the current model, to be considered authentic, must live up to the past. This concept
fits very well with historical artefacts, works of art, and historical and archaeological
sites, but poses difficultieswith the tourism phenomenon,which includes interactions
between tourists and residents and a priority by residents to keep their cultural identity
unrevealed in the intercultural exchange with tourists (Wang 1999). However, with
regard to food tourism, objective authentic food would need to be prepared in a
region, according to traditional recipes and products of that region.

Consequently, constructive authenticity, or more popularly known as ‘staged
authenticity’ has been introduced by Mac Cannel (2018) into the discussion of
authenticity in tourism. He points at the fact that host communities do not allow
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tourists to live an authentic experience, as they protect their culture, their customs
and traditions through a double identity: there exists a frontstage interpretation of
their culture to satisfy the tourists’ needs and expectations, and a backstage culture
that is protected by and shared only among the members of the community. With
food, staged authenticity can hardly be achieved, since it does usually not allow for
double identity. However, the adjustment of original flavours and ingredients (down-
spicing, substituting certain meats, etc.) to better suit the palates of foreign tourists
may fall into that category.

Existential authenticity as a concept that has only been introduced into the tourism
discussion recently. It is closely linked to philosophical backgrounds. Existential
authenticity is not centred around associations with an object but is based on the
search for the ‘(inner-) self’. It refers to a potential existential state of being, that is
activated by tourism activities, ‘and can have nothing to do with the authenticity of
toured objects’ (Wang 1999). The search of travellers for the inner-self (existential
authenticity) is an important part of post-modern life and lifestyles. Hence, it has
become an essential driver shaping opportunities for the creation of authentic food
offerings in connection with travel.

Educating for Experience Markets

The travel and tourism sector accounts for 30% of export services world-wide, for
10% of global employment, and ‘for every 30 tourists a new job is created’ (World
Economic Forum 2017: 26). Changes in the way how people travel and increasingly
augment their holidays with special experiences allowing for the development of
their ‘inner-self’, has a direct and growing impact on the tourism and travel sector
and requires new talent sufficiently prepared and competent to make the most out of
these opportunities.

Tourism is a massive generator of employment, but the sector is inefficient in
attracting top talent for either, technical or managerial positions. According to recent
studies this is due to inadequate education supply and a lack of practice and training
on the job (UNWTO 2017; WTTC 2015). The problem has mainly been treated in
quantitative terms, as expected talent gaps and structural deficiencies.However, quan-
titative evaluations do not address the real issue. Societal, attitudinal, behavioural and
lifestyle changes which are taking place on a global scale are leading to an increased
and continued growth of demand for unique and authentic experiences in tourism and
food consumption. In turn, this requires new competence levels from tourism and
gastronomic entrepreneurs and employees, since catering to a discerning and dis-
criminating audience in search for authenticity differs substantially from traditional
tourism products and service approaches.

Capturing authenticity, and particularly creating offerings in the sphere of exis-
tential authenticity, requires knowledge, skills, capabilities and competences. This
includes technical and managerial skills, or even better a combination of both, but
also creativity, foresight, enthusiasm and knowledge about societal developments
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and, in the area of food, awareness and understanding of agricultural and indus-
trial production processes, of raw materials and food products. This calls for a ‘new
roadmap in tourism and food’. Currently, most universities and technical colleges are
mainly focusing on either education (academic), or skills development and training
(practical). Considering the societal developments and the tourism trends outlined
above, it appears to be reasonable to move forward to a combined curriculum inte-
grating academic education and practical training in tourism and food. Experiential
education may be a way to shape new talent for the new lifestyle economy and the
creation of authentic experiences.

Achieving learning and experience across institutional, societal and industry
boundaries along a pathway of holistic education that acknowledges the importance
of knowledge and skills ‘beyond the plate’,may call for a specific institutional setting,
a university of specialisation in tourism.

Let’s call this the Age of Authenticity (Charles Taylor, A Secular Age)
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Chapter 4
Event Studies: Progression and Future
in the Field

Leonie Lockstone-Binney and Faith Ong

Abstract Interest in events is unquestionably at an all-time high, fueled by the
profile ofmajor cultural, religious and sporting occasions that are subject to increased
commodification and, consequently, growing media coverage. Capitalising on this
interest, event studies has emerged in recent decades as the new kid on the block,
an addition to the leisure, tourism and hospitality fields of study. The growth path of
event studies has been documented in a number of reviews and summations of the
extant literature (Harris et al. 2001; Getz 2000, 2008, 2010, 2012; Kim et al. 2013;
Lee and Back 2005; Mair 2012; Mair and Whitford 2013; Yoo and Weber 2005).
These reviews, whilst invaluable in identifying the scope of event studies and gaps in
current knowledge, have yet to be explored in relation to their contribution to future
event studies and education. With greater freedom to test the waters compared to
an empirical paper, this conceptual piece provides an opportunity for some much
needed critical introspection (Thomas and Bowdin 2012) as to progress in the field.

Keywords Events · Future · Critical studies · Events education

Introduction

Spurred by unprecedented global growth in events and global media coverage, event
studies has increasingly become a popular field of study. Since its introduction as
a field of study in the mid-2000s, owing to its conceptualisation by Getz (2008) as
the study of planned events, event studies has undergone a decade of rapid growth
in exploration and understanding. As a result of its relative youth compared to other
related areas of study such as tourism and leisure, the interest in and growth of
event studies heralds a promising era. However, as interest increases, so does the
need for more holistic and critical examinations of the functions and legacies of
planned events and their impact on events education. A number of publications have
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summated and reviewed the extant literature in event studies (Harris et al. 2001; Getz
2000, 2008, 2010, 2012; Kim et al. 2013; Lee and Back 2005; Mair 2012; Mair and
Whitford 2013; Yoo and Weber 2005), identifying scope and gaps in relation to the
field. However, far fewer have cast a critical eye on this literature to progress the
future of this field (Baum et al. 2013), especially not in relation to their implications
for future studies and education.

This chapter discusses some of the key developments within the event studies
field over the past 5 years, discussing thematic foci and areas of growth. It will draw
upon the most recent reviews of the area, environmental scans and other secondary
data in forming an informative overview of event studies thus far.

Developments in Event Studies

Since its development as an area of study in the early 2000s, the surge of popularity
enjoyed by events studies has been noticeable. Owing to Getz’s (2007) seminal
work, education in this area has taken on three key forms. Forming the basis of
this trio is event design and production, primarily concerned with applied, practical
knowledge. This is followed by event management, which incorporates the concerns
of event design and production while also encompassing the broader perspectives
of experience and cohesion. At the pinnacle of these three levels is event studies,
which Getz considers to be the highest level of event education, and concerned with
theoretical and conceptual discourses incorporating social, cultural, environmental
and economic phenomena.

While this rapid growth suggests event studies is on a similar trajectory to the
expansion of tourism research and education during the 1980s and 1990s (Getz
and Page 2016), it is helped by the everyday relatability of events to the general
populace. Events are, by their nature, short-term. They generallymake use of existing
infrastructure, and are often boosted by temporary, purpose-built structures. With
planned events forming an increasingly frequent part of everyday life while utilising
public space and structures, the importance of proper management is emphasised.
This familiarity and emphasis on effectivemanagement has facilitated bridging of the
gap between applied event knowledge and event studies. Nevertheless, event studies
and its more applied counterparts suffer from less savoury outcomes regarding their
youth: the lack of acceptance as a recognised field of study (Baum et al. 2013).

The study of planned events initially grew with impact assessments relating to
economics and finance (Kim et al. 2013). These facilitated interest in the organisa-
tional aspects of eventmanagement, encouraging studies to extend beyond examining
financial impact to exploration into marketing, operations, trends and forecasts (Park
and Park 2016). Later on, the focus shifted to examine attendees and their experi-
ences, particularly in the areas of motivation, expectations, satisfaction and other
behavioural and experiential dimensions (Kim et al. 2013).
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The increased academic interest in the area is evidenced by the growth of event
related publications. Not only are there an increased number of event-related journals
publishing a greater number of articles, so too, are the number of events-related
articles published in leisure, sport and tourism journals (Park and Park 2016). In
their thematic analysis of event management research published between 1998 and
2013, Park and Park (2017) found several themes that dominated the field in both
events and tourism journals. Destination, management and marketing themes were
the focus of an overwhelming majority of these publications, totalling nearly 70% of
all publications in their sample. The total number of event publications in selected
journals also rose from 150 in the 5-year period between 1998 and 2003 to 337 papers
between 2008 and 2013 (Park and Park 2017).

With increased interest and an ever-broadening range of topicswithin the area to be
explored, the remainder of this chapter will eschew detailed discussion of established
topics in favour of developing topics within the event studies field that may address
previous research gaps and also provide an agenda for future study. This discussion
will include the aspects of event studies that are garnering increasing interest, the
growth in critical event studies in response to early positive claims, and theoretical
developments that may contribute to its status as a field of its own standing.

Situating Event Studies

The instrumentality of events has always been a focus for research in this area (Kim
et al. 2013). These have usually involved discussion of the roles events play in
destination marketing (Knott et al. 2017; Sant et al. 2013; Werner et al. 2016),
providing memorable experiences (Beard and Russ 2017) and its impacts (Michelini
et al. 2017; Testa andMetter 2017). These continue to be discussed within the events
literature as a broader range of events become subjects for study. Other areas have
also gained prominence, extending the breadth and depth of event studies.

In particular, an area that has attracted particular researcher attention in recent
years has been the study of sport and mega-events. As established mega-events such
as the Summer and Winter Olympic Games continue to attract live spectators and
home viewers alike, the significance and impacts of such events have come under
increasing scrutiny (Sant et al. 2013). While such mega-events were once considered
a prestige for host cities, the pursuit of one-upmanship is increasing the onus on host
cities to provide evermore unique experiences, which has resulted in greater criticism
of mega-events as a significant waste of resources. This has led to community action
blocking cities’ bids for sporting mega-events, such as in the case of Hamburg and its
withdrawal from the 2024 Olympic host bid, and merely two candidate cities left in
contention for hosting the 2024 and 2028OlympicGames (Bender 2017). In response
to this scrutiny, researchers have explored other means of assessing event impacts as
justification.Amongst these justifications is the leveraging of events, positioning such
events as seed capital that can be used to support and develop longer-term initiatives
for the benefit of host cities and countries (Smith 2014). Indeed, event leveraging has
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moved beyond initial frameworks encompassing event visitation, trade and media
impacts (Chalip 2004) to broader model encompassing social benefits (Chalip 2006;
O’Brien and Chalip 2007).

One of themeans bywhichmega-events can be justified and leveraged are through
their legacies. Legacies are what events leave behind for the longer term, beyond
the event itself, and these have become central to the bidding process for mega
events (Leopkey and Parent 2017). This trend has been acknowledged in a number
of research publications examining different aspects of legacy, including typologies
and key definitions (Dickson et al. 2011; Preuss 2007). These have ranged from
examining legacy delivery outcomes, to ensuring equal distribution of benefits from
hosting (Lienhard and Preuss 2014; Parent and Smith-Swan 2013). Beyond descrip-
tion of legacies, other researchers have extended studies into the mechanisms and
governance systems essential to generate effective event legacies, an area which has
been rightly criticised as insufficiently developed in relation to the scale of mega-
events (Lockstone-Binney et al. 2016; Smith 2014).

This focus on legacies is also related to another area which has received greater
attention in recent years—event sustainability. As a result of this focus on sustain-
ability, local communities and other event stakeholders’ perceptions and evaluations
of events have beenmore thoroughly explored (Holmes et al. 2015). Because planned
events are often situated in spaces within or adjacent to existing communities, greater
emphasis than ever before has been placed on environmental sustainability (Heck and
Terret 2016). Aside from the physical environment, socio-cultural elements of sus-
tainability have also gained prominence (Holmes et al. 2015). Consequently, stake-
holders’ perspectives are taken into greater consideration in the research pertaining
to events (Hanrahan and Maguire 2016). In particular, the social sustainability prin-
ciples of access and inclusion has seen a rise in examinations of volunteering in the
event context. Studies such as those from Lockstone-Binney et al. (2016) and Kim
and Cuskelly (2017) examine not just the importance of volunteering as essential to
events, but also their legacies. The legacies left in events’ wakes include host com-
munities’ sense of inclusivity and transferable skills learnt from event volunteering
experiences (Holmes et al. 2015). Legacy-related studies have has also prompted the
development of a major events assessment framework, which remains descriptive
and procedural in its current iteration (Sadd et al. 2017).

With smartphones and internet access becoming ubiquitous around the world,
the role of technology in events has not been neglected. While technology may be
used to help attendees co-create their event experiences, it may also change the
means by which attendees experience events (Robertson et al. 2015). Currently, the
domination of social media as a marketing tool has enhanced event awareness and
participation, but can also be flipped to become a tool for event and festival organisers
to enhance their suite of services with attendees’ social media posts (Pasanen and
Konu 2016). Other, more futuristic, means may include concepts such as wearable
technology, virtual reality enhancements, visual and physiological enhancement, and
personalised content (Robertson et al. 2015). The use of technology is not merely
restricted to that of attendees’ experience; it has also been proposed as a tool for
education institutions to train future event managers (Fotiadis and Sigala 2015).
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Such education tools are intended to provide students with a simulated experi-
ence assuming the responsibilities as event managers, barring opportunities to work
in the industry. This focus on practical skills has also been highlighted in terms of the
body of scholarship relating to event management education.While higher education
eventmanagement courses represent amix of practical and theoretical knowledge, the
industry that employs event management graduates have often expressed preference
for those who possess practical experience relating to particular types of event (Ryan
2016). This has led event educators to consciously incorporate industry contact and
elements into their design of events management curriculum (Robertson et al. 2012).
Such initiatives have taken the form of industry immersion or internships, incorpo-
ration of industry speakers into lecture sessions, engagement with event industry
associations, and development of technical skills, especially in software commonly
used by practitioners (Robertson et al. 2012). The incorporation of industry players
into events education serves multiple purposes: allowing industry input into how
future employees are educated, providing students with an idea of what is required
of them in the industry, while serving as a stage for the most up-to-date industry
knowledge to be impressed upon students (Junek et al. 2009).

Event management education has also been supported by the publication of books
aimed at different qualification levels and focused on different aspects of event stud-
ies. Those that are more industry-focused were presented in the form of guides to
terminology andmarket segmentation (Page and Connell 2012; Schwägermann et al.
2016). There are also others that present in-depth information on particular typolo-
gies or aspects of events, such as managing sport events (Greenwell et al. 2014),
winning events from a venue perspective (Davidson and Hade 2014), sustainable
event management (Jones and Jones 2014) and events sponsorship (McDonnell and
Moir 2013).

Previous Criticism

Two key criticisms of event studies that have persisted throughout its surge in pop-
ularity have been the lack of theoretical standing and critical examination (Baum
et al. 2013; Kim et al. 2013). It is timely to re-examine these criticisms in light of the
number of book and journal publications in this area since Baum et al.’s last critical
review.

The development of basic theories grounded in the event experience have yet
to eventuate, despite cognisance that such development would be instrumental in
cementing event studies’s status as a disciplinary field (Baum et al. 2013; Getz 2000;
Getz and Page 2016). This lack of development, however, has not been for want of
trying. While no basic theories have yet to gain precedence, researchers have devel-
oped frameworks that could lay the foundation for future theories. Notably, Holmes
andAli-Knight (2017) have developed an event and festival life cyclemodel based on
Butler’s (1980) Tourism Area Life Cycle (TALC). Holmes and Ali-Knight’s model
extends the TALC to the temporal context of festival and events to provide a template
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for evaluating the failings and future developments of events. While potentially use-
ful for event managers as a framework for identification of development, it remains
empirically untested (Holmes and Ali-Knight 2017).

Getz (2012) conceptualised a framework for types and functions of planned events
based on convergence and exchange theories, on the basis that all planned events are
predicated on some form of exchange—economic, social, cultural or familial. He
made use of personal and symbolic dimensions to ascribe the value of meanings in
events, while convergence within the framework signified levels of personal partici-
pation; this model also remains empirically untested.

Therefore even as event studies advance towards event-specific theory develop-
ment, the existing frameworks are small steps towards this goal. Perhaps in referenc-
ing the related field of hospitality, which has seen a largely fruitless 30-year search
for theoretical development (Baum et al. 2013), the field of event studies may yet
have a long wait to achieve this goal.

Another key critique of event studies has been its lack of critical examination,
particularly in the early stages of its ascent as a field of study (Baum et al. 2013).
It is evident from Park and Park (2016), who evaluated the topic trends of event
management research from 1998 to 2013, that instrumentality dominates the study
of events. Often, such studies are concerned with the immediate value of events to its
allied sectors (Baum et al. 2013; Getz 2012), rather than the study of event’s intrinsic
value. In addition, much of this instrumentality has been viewed positively, without
sufficient reflection and critical study (Rojek 2014). Recent publications in the field
have, however, indicated the rise of critical event studies. It follows the urgings of
Tribe (2008) to resist the positivist agenda in tourism by engaging in critical research
to set an agenda for ethical management, governance and co-existence with the wider
world.

At least twobooks have been published recently in the area of critical event studies.
While Lamond and Platt (2016) edited a collection of research studies applying
critical approaches to various types of planned events, Spracklen and Lamond (2016)
adopt a conceptual exploration of criticality in events, discussing various forms of
critical study in relation to events. The timeliness of critical event studies is also
exemplified by an upcoming special issue in Events Management journal, which
received abstract submissions from researchers covering a diversity of topics within
event management, and spread across a wide geographical area. The interest in this
area is a direction that promises growth, challenging the established positivism in the
field. It also signifies a move towards creating evaluation and governance structures
that will be better equipped to advocate for ethical practices in event management.
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Conclusion

In light of global growth in events, event managers have to create ever more enticing
experiences to remain both relevant and competitive. In this chapter, we reviewed
the current research foci in the field of events, identifying the areas that are widely
explored and those that could bear greater scrutiny. This review contributes to under-
standing of the current landscape in regard to event studies, which has implications
for the future of events education.

As technologybecomes increasingly embeddedwithin the event experience (Pasa-
nen and Konu 2016), it creates a feedback loop that informs greater expectations
for event attendees while allowing event managers to create more relevant events
through attendees’ interactions with event technologies. It underscores the impor-
tance of incorporating technological aids into events education, so as to become
comfortable with technological advancements while encouraging innovation. While
theoretical competence is encouraged, as with any field of higher education, the need
for practical experience is expected from both employers and students. Hence, the
integration of practical, hands-on experiences must constitute an important part of
events education.

This chapter also emphasised the importance of sustainability, vis-à-vis legacies
and other temporally extended frames of impact that must be considered for future
events. In light of criticisms of the functions and resource use of mega-events, con-
sideration of sustainability has never been more important. Events education must
therefore take into account these concerns while striking a balance with innovation
that would ensure positive relationships between planned events and their stakehold-
ers, especially host communities. As the spotlight turns to sustainability, so too, must
the knowledge event educators impart to students, who will be the future leaders of
the industry. The continued development of critical event studies will provide the
knowledge base to advance this cause, while events education must complement it
with encouragement for students to become critical practitioners.
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Chapter 5
The Australian Qualifications
Framework and Lifelong Learning: An
Educator’s Perspective

Robert Broggian

Abstract This chapter explores the role of the Australian Qualifications framework
(AQF) in Australian society. It provides the framework for qualifications within
the various Australian education sectors. It identifies the learning outcomes and
supports and provides a structure to foster and promote lifelong learning in formal
education. Lifelong learning is a journey we all undertake.Whether it is the skills and
knowledgewegather by participating in our communities andworkplaces or formally
through accredited training and education. There are many factors that shape this
engagement which will be explored in this chapter. Citizenship and community is
the cornerstone of any society. It encompasses making a positive contribution to the
world we live in. It embraces respect and value for not only other people but also the
planet. William Angliss Institute as a Specialist Centre for hospitality, tourism and
culinary arts training and education is well positioned to provide a valuable service
and contribution to society through the various qualifications it offers.

Keywords AQF · Lifelong learning

Introduction

Lifelong learning is an activity that we all inevitably do as individuals. It assists us
to navigate through the myriad of challenges we face as humans. Many individuals
engage in lifelong learning through formal education. Kiel (1999) exploresMaslow’s
hierarchy of needs and the need for self-actualisation as being never ending, with
research indicating that non-traditional aged students place real importance on con-
tinuing to evolve and flourish through measurable achievements.

This auto ethnographywill explore a journey through theAustralianQualifications
Framework (AQF) of a hospitality professional and educator working within the
vocational education and training sector (VET). It will explore the motivation and
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drivers of lifelong learning especially within the formal structure of the AQF and
explore if the AQF is embraced as a cosmology or viewed as a static paradigm.
Are the various levels of the AQF viewed as silos to gain the skills and knowledge
required at a specific point in time, or as a continuing pathway for personal growth
and accessing better employment opportunities?

TheAQF (Appendix) is the national policy for qualifications within theAustralian
education sector (Australian Qualification Framework Council 2013). It was estab-
lished in 1995 and provides a framework of 10 AQF levels detailing qualifications
from Certificate 1 to Doctoral Degree. The AQF is designed to “improve student
pathways both within and between the education sectors and the workplace, enhance
the mobility of graduates through increase recognition of the value of Australian
qualifications and enable Australian qualifications to be mapped against those of
other countries” (Dawkins 2010:17).

The AQF is not promoted as a pathway. More can be done to promote life-long
learning or lifelong education, with the qualification levels existing as silos and
focused on developing competence rather than capability (Fraser and Greenhalgh
2001). This may serve the immediate need of industry but with an ageing population
innovation can be born from formal learning. The nature of work is constantly chang-
ing, and many will embark and engage in many different careers that will require
new skills. Rolland (2005) identifies that the skills and learning gathered prior to
engagement in the workforce will no longer sustain an individual’s engagement in
continuing employment without the uptake of further education.

Education can provide a catalyst for transformational change. The AQF provides
the framework if considered by the prospective student in its entirety rather than the
achievement of a specific level. Life-long learning now becomes life-long education.
Life-long education becomes systemic and intentional and the learning, as defined
by Findsen and Formosa (2011) having the following 3 dimensions—the cognitive,
emotional and social terrains. The three dimensions support the transformation from
deriving outcomes that reflect competence to outcomes that build on capability. If the
AQF is embraced, then as highlighted by Fraser and Greenhalgh (2001) we develop
“the ability to adapt to change, generate new knowledge and continuously improve
performance”.

Review of Literature

TheAQF (Appendix) was established in 1995 to embody the range of post-secondary
qualifications from the VET and HE sectors. Wheelahan (2011) describes it as a
weak framework which has been the focus of continuing reform to ensure Australia
positions itself as a nation of well-educated individuals. Keating (2003) concurs
but further states that a weaker framework may be an advantage that allows for the
customisation of courses and qualifications clients from industry or specific enter-
prises. Dawkins (2010) considers the AQF as world class because of the pathway
and connectivity between qualifications.
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The AQF is structured around learning outcomes. “The learning outcomes are
constructed as a taxonomy of what graduates are expected to know, understand and
be able to do as a result of learning” (Australian Qualification Framework Council
2013). This systematic arrangement identifies a hierarchy or progression through
levels commencing at AQF level 1 up to 10. Wheelahan (2015) identifies that the
AQF has many strengths and weaknesses. “It is often portrayed as a good example
of a relatively ‘weak’ or ‘loose’ qualifications framework because it does not have
a direct role in accrediting qualifications or in quality assurance” (Wheelahan 2011:
323).

The AQF can be viewed as a static paradigm. Although it provides for a pathway
for lifelong learning in formal education, this journey is not entrenched in the student
mindset. Of greatest concern is identified by Stanwick (2005). The majority of stu-
dents completing lower level qualifications at Certificate I and Certificate II are less
likely to continue with further study. Of those aged between 20 and 24, only 20%
engage in further education. A proportion also highlight to the fact that there was no
perceivable job outcome after 6 months. This supports the findings that a motivation
for undertaking these qualifications was self interest. That being the case, does the
AQF fail this cohort by not ‘lighting a fire in their belly’? Should qualifications at this
lower level serve to motivate and inspire students to consider a journey of lifelong
learning?

McNaught (2013: 234) explores the absence of specific AQF policy guidelines to
assist any pedagogical (general teaching and learning approaches) or andragogical
(adult learning approaches) review. His research that some universities allow entry
into undergraduate programs with the completion of AQF level 4 qualification is
concerning in that at this level the student is not prepared for the rigour of reading
and writing tasks associated at AQF level 7. At AQF level 7 the student must build
capacity to undertake functions that include the ability to critically review and syn-
thesise knowledge, apply critical thinking and judgement and clearly present and
communicate knowledge and ideas (Australian Qualifications Framework Council
2013).

The importance of the AQF as a progression over a lifetime should not be over-
looked. It can serve to support us as globalisation forces rapid change. Connell
et al. (2013) highlights that due to the lack of entry level jobs for secondary school
leavers, engagement with formal education, particularly Higher Education becomes
more palatable. Hinton-Smith (2012: 3) acknowledges that widening participation
in higher education is a key contemporary social issue. Perhaps participation can be
widened if the VET and HE sectors collaborated to promote students undertaking a
pathway from VET to HE.

Lifelong Learning

Lifelong learning can often fall into many categories and include: adult education,
lifelong education, vocational education, higher education and continuing profes-
sional development (O’Grady 2013). Tuijnman (1996) detailed that the Organisation
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for Economic Co-operation and Development (OECD) proposed a framework for
lifelong learning that encompassed a systemic view of learning, the centrality of the
learner, themotivation to learn and themultiple objectives of education policy. Hodg-
son (2012) identifies that the term ‘lifelong education’ first appeared in literature in
the 1920s’ yet most of the categories previously cited gave way to the term ‘adult
education’ in the 1980s.

What is a clear definition of learning?Learning is a processwhich can bemeasured
by an output, that is, the application of a knowledge or skill. Smith and Spurling
(1999: 4) define that “this can take the form of the ability to do something which
could not be done before; or a new understanding about the world or about something
of spiritual, emotional or aesthetic significance”.

Ingleby et al. (2010) explore the work of humanist theorists to explain how learn-
ing best occurs. In particular, the work of Benjamin Bloom is explored that focuses
on higher order learning rather than the dissemination of information often assessed
by the ability of the student to recall information. Bloom’s taxonomy identifies six
levels learners need to master in order to achieve a higher level of thinking; knowl-
edge, comprehension, application, analysis, synthesis and evaluation. Jarvis (2001)
explores the progression from rote learning to ‘learning as reflection’. “Knowledge
has now become the narrative and even discourse and it has to be treated as such;
it has to be considered, criticised, reflected upon in order to ascertain the extent to
which it contains any truth” (Jarvis 2001: 9).

Engaging in formal education is all about making a contribution to society.Within
the VET sector training packages outline the national curriculum that dictate the
learning outcomes successful candidates must be able to demonstrate within the
workforce. The ‘core skills for work’ (previously known as employability skills) fur-
ther define the personal attributes candidates must have to fully engage in the work-
place; communication, team work, problem solving, initiative and enterprise, plan-
ning and organising, self-management, learning skills and technology skills (Smith
and Keating 2003). These are characteristics that are transferable between any job
role and lead to making a positive contribution to society.

Citizenship and Community

Usher et al. (1997) discuss the role of adult learning for citizenship. Political, cultural
and economic elements affect this narrative, yet in the post-modern moment experi-
ential learning can situate one in the social self. Approaches to adult leaning must not
only address the individual needs but instil a sense of citizenship to make the learn-
ing more meaningful. It needs to link wider social aspects with the self and lead to
ongoing critical reflection. Over the last few decades Hinton-Smith (2012) highlights
that increasing participation in higher education has been a focus for many govern-
ments over many decades to support economic and social stability and growth. At
the highest level engaging with a research degree as a professional can lead to mak-
ing a positive impact on the workplace or organisation, and in making a significant
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contribution to a body of knowledge. The skills and practices form the workplace
can be adapted to an educational setting that engages with other researchers in the
same field (Powell 2008).

The studies of foods, tourism, hospitality and events can cross many boundaries
and is interdisciplinary—it can include geography, anthropology, history and sociol-
ogy. Flowers and Swan (2012) highlight the studies of food transcends learning from
the classroom or lecture theatre into everyday existence which embellished lifelong
learning. Cecil (2012) explores the role of tourism and hospitality management pro-
grams in creating socially responsible citizens who can make a positive contribution
to society. The nature of these vocations, their interaction with people and the envi-
ronment serves to address the needs of community. I believe tapping into this psyche
can foster lifelong learning in this space, and an awareness of the pathways in formal
education can lead to being ‘situated’ in the role of citizenship and community.

“Knowing who made your food and where it hails from is seen as a political and
moral citizenship imperative” (Flowers and Swan 2012: 422). This awareness in the
study of food can represent a lifelong journey in formal education. From cookery
student in a vocational setting to undergraduate studies in HE to researcher making a
positive contribution to society and adding to a body of knowledge. Lashley (2007)
describes hospitality studies as a social phenomenon and a complex set of interac-
tions creating obligations from all stakeholders. The foods, tourism, hospitality and
events industry provides an engaging environment for experiential learning. This
encourages a more meaningful experience for the learner leading to a deeper under-
standing and ability for immersive reflection (Ruhanen 2005). An examination of
the programs offered by WAI presents an outstanding example of a specialist centre
engaged in the studies of foods, tourism, hospitality and events. It delivers programs
within the VET and HE sectors, but also engages in delivering VET programs within
senior secondary schools. It offers programs nationally and internationally, specifi-
cally in its engagement with the Association of South East Asian nations (ASEAN).
It also provides trades recognition services for cookery professionals approved by
Trades Recognition Australia. Qualification levels being delivered from the AQF
range from lower level certificates in hospitality to Master level programs (William
Angliss Institute 2016). The study of foods, hospitality and events has the power to
engage with varied organisations and individuals. In the case of the Bachelor of Food
Studies program at WAI ‘the career pathways it offers are diverse—research, media,
policy, business and entrepreneurship, tourism, hospitality, events, the community
food sector or in a professional setting” (Mitchell 2016). Lashley (2007) explores the
varied dimensions that studying hospitality effect, in particular community engage-
ment and social imperatives.
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Case Study

An Autoethnographic Approach

My perspective (as a student and subsequently an educator) in the studies of foods,
tourism, hospitality and events is based on a journey spanning 25 years. The com-
pletion of an Advanced Diploma in Hospitality Management at William Angliss
Institute (WAI) was pivotal as a springboard from VET to Higher Education (HE).
Recognition of this qualification allowed for the pathway intoHE that led to the attain-
ment of a degree and post graduate qualifications leading to secure employment and
higher rates of pay (Dawson 2010). My engagement in a Bachelor of Hospitality
Management developed a greater understanding of the workplace dynamics, and an
appreciation that many workplace problems can be solved by examining the research
of others. As an educator, the completion of a Certificate IV in Training and Assess-
ment led to yearning for a deeper understandingwithin this setting and I subsequently
completed a Post Graduate Certificate in VET and am currently engaging in aMaster
of Education. At the completion of my various qualifications there has never been
any follow up by the respective education providers to coax me with options for
continuing study. Rather I have had to take the initiative and research and consider
possible pathways.

My personal and professional experiences have led to the view that engaging
in lifelong learning is not embraced as extensively as it should be. Discussions and
mentoring roles I have undertaken with my peer’s leads me to conclude that although
value is perceived in engaging in lifelong learning through formal avenues the uptake
is low. Instilling in individuals that learning is a journey and engaging with them at
the end of a course of study to continue does not occur. This has been the case with
my experience as an adult learner, that once the product had been consumed the
respective educational institution did not do any follow up to entice me to continue
with further study.

“Neoliberalism is a policy model of social studies and economics that transfers
control of economic factors to the private sector from the public sector” (Investope-
dia 2017). Neoliberalism in Australia has shaped the educational landscape. Connell
et al. (2013) defines neo-liberalism as “a philosophy in which social policy is domi-
nated by market principles, privatisation, free trade and deregulation, and individu-
alism (individual responsibility)”. This has led to increased participation within the
vocational education and training (VET) sector and higher education by local and
International students, but it has come at an economic and social cost. Unscrupulous
providers ‘chasing the dollar’ has led to the recent exploitation of students (Leahy
2015). Reform should have created a vibrant sector for students to engage with in
lifelong learning.

According to Smith and Keating (2003) a more competitive marketplace lead-
ing to greater user choice would result in improved quality and increased engage-
ment. Within the VET sector training packages (of which there are about 80) provide
the standards industry expects of its workforce. The focus on competency-based
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training as an outcome rather than a process serves to view AQF qualifications as
standalone products rather than being considered or promoted as a pathway. Leahy
(2015:1) contends “outcomes-based education that does not recognise development
and growth and is stripped of the knowledge we need for employment and citizen-
ship”.

Stanwick (2005) identifies that those engaging with lower level qualifications
only do so for employment outcomes rather than as a pathway for further education.
Could this be as a result of teachingmethods? Ingleby and Joyce (Ingleby et al. 2010)
explore the work of Carl Rogers (1902–1987) that focuses on a humanistic approach
to education whereby the learning is experiential. This empowers the learner to take
responsibility for their learning with the teacher facilitating this journey. The work
of Knowles (leading humanist theorist) also highlights andragogy (adult learning
principles) that reorients “adult educators from ‘educating people’ to ‘helping them
learn’…with the structure of learning experiences” (Ingleby et al. 2010: 73).

WAI delivers qualifications that fall within both the VET and HE realm and
recently celebrated its 75th year of operation. It is on a path towards becoming
a ‘university of specialisation’ due to its consolidated offerings and its extensive
engagement with industry. It has an opportunity to coax the student from higher
level VET qualifications into HE programs in foods, tourism, hospitality and events.
Dawkins (2010) highlights that Diploma and Advanced diploma level qualifications
are imperative in being the connection between VET and HE.

I have worked as a trainer and assessor in the VET sector delivering qualifications
up to an Advanced Diploma level. I have embraced lifelong learning through formal
education using the AQF as a pathway to completing various qualifications that
supported my vocational and educational competencies. I have engaged in formal
education as a formof ongoingprofessional development althoughTyler andDymock
(2017) identify that the most preferred professional development activities VET
practitioners engage with are trade events, reading trade periodicals and engaging in
networks.

The VET and higher education space has endured many years of turmoil. A
decrease in government funding and greater emphasis on fee for service clients
has transformed the education landscape as previously highlighted. A competitive
training and education market pits providers against each other for short term results.
Perhaps industry can drive lifelong learning. “Investing into employee’s education on
average is five times better than investing in equipment” (Nikolic as cited Rakicevik
et al. 2008: 108). The benefits to a lifelong learner can also be realised. “Postgraduate
study leading to formal qualifications is a pathway to not only increase knowledge, but
also opportunities for promotion and careers in education beyond schools” (Churchill
et al. 2011: 523).
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Conclusion

The benefit of lifelong learning in formal education impacts an individual’s personal
development and citizenship (Tuijnman 1996). The AQF as a framework supports
lifelong learning in formal education, but further awareness of embedding the prop-
erties of the AQF into this journey is required. Foster et al. (2007) explore a range
of industries where higher level VET qualifications lead to engagement with further
study into HE programs.

Lifelong learning and continuing formal education at a higher level is met with
many challenges by prospective students. Watson (2008) identifies work and family
commitments can impinge on ones resolve.A combination of blended learning can be
a solution. Fraser and Ryan (2013) suggest a ‘massive open online course’ (MOOC)
can guide and nurture engagement with HE courses and be a vehicle for lifelong
learning. Someuniversities are active in this online space, and consideringWAI reach,
further consideration of these platforms is warranted. Anecdotal evidence suggests
that younger learners today actively engage with their mobile devices in learning,
and therefore an approach that entwines the technology into lifelong learning needs
to be further explored.

William Angliss Institute is on a continuing journey towards becoming a ‘Uni-
versity of Specialisation’. Its unique position in the marketplace and its engagement
with industry leading to the development of specialist degrees creates a beautiful
cosmology of discovery (Moodie et al. 2009) for its practitioners and students. It is
an environment that can engage with professionals in the foods, tourism, hospitality
and events industries throughout a lifetime. How it chooses to engage and marry
the various level of the AQF with a student’s journey requires further consideration.
Tyler and Dymock (2017: 8) highlight the challenge is in “finding ways to better inte-
grate continuing education…into the ongoing individual and collective practice of
individuals”. Embracing lifelong learning through formal education leads to a soci-
ety of engaged individuals who possess sense of community and citizenship—the
cornerstone of a world we want our future generations to live in.

Appendix

The following identifies the 10 AQF levels, covering qualifications from Certificate
1 to Doctoral Degree, the volume of learning requirements for each qualification
and the particular education sector the qualifications are delivered in (Studies in
Australia, 2017):
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Ten AQF levels
AQF level Qualification type

Level 1 Certificate I

Level 2 Certificate II

Level 3 Certificate III

Level 4 Certificate IV

Level 5 Diploma

Level 6 Advanced diploma
Associate degree

Level 7 Bachelor degree

Level 8 Bachelor honours degree
Vocational graduate certificate
Vocational graduate diploma
Graduate certificate
Graduate diploma

Level 9 Masters degree

Level 10 Doctoral degree

AQF qualifications by education sector

Schools sector Vocational education and
Training (VET) sector

Higher education sector

Senior Secondary Certificate
of Education (2 years)

Vocational graduate diploma
(1–2 years)

Doctoral degree (3–4 years)

Vocational graduate certificate
(0.5–1 year)

Masters degree (1–2 years)

Advanced
diploma (1.5–2 years)

Graduate diploma (1–2 years)

Diploma (1–2 years) Graduate certificate
(0.5–1 year)

Certificate IV (0.5–2 years) Bachelor degree
(honours) (1 year)

Certificate III (1–2 years) Bachelor degree (3–4 years)

Certificate II (0.5–1 year) Associate degree (1.5–2 years)

Certificate I (0.5–1 year) Diploma (1–2 years)
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Chapter 6
Cooking the Books

David Gilligan

Abstract This chapter provides unique insight into the workings of a cookery
department in a leading Australian institute that has been at the forefront of culinary
education for over 75 years. In addition, it explores Australia’s vocational education
and training system which is built on a strong relationship with industry who play a
crucial role in guiding the system’s curriculum. Successes and challenges of deliver-
ing contemporary culinary education are examined. The chapter also reflects on the
importance of building relationships with industry, and considers the possibilities for
culinary education in the future. The author has included extracts from interviews
with current culinary teachers, industry based alumni and culinary department man-
agement. The importance of setting down a strong foundation in classical cooking
technique is discussed, along with examining the benefits of teaching contemporary
techniques and methods such as molecular gastronomy. The Chapter also includes a
case study which investigates the Institute’s highly successful Great Chefs Program.

Keywords Culinary education · Culinary · Gastronomy

Introduction

This chapter provides unique insight into the workings of a cookery department in
a leading Australian institute that has been at the forefront of culinary education for
over 75 years. In addition, it explores Australia’s vocational education and training
system which is built on a strong relationship with industry who play a crucial
role in guiding the system’s curriculum. Successes and challenges of delivering
contemporary culinary education are examined. The chapter also reflects on the
importance of building relationships with industry, and considers the possibilities
for culinary education in the future.
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The author used qualitative research methodology. It draws on participant obser-
vation during a 30-year relationship with his host Institute as a student, instructor,
international culinary team member, guest speaker and guest chef. After 30 years
in industry he returned to work as a Chef Instructor in 2013. Furthermore, data was
gathered through interviews with current students, current faculty, the head of foods
department, and industry-based alumni.

The Faculty and Delivery

During the past 70 years theMelbourne foodscape has blossomed fromwithin a con-
servative Anglo—Saxon society that has grown to be open, thoughtful and creative.
Immigrants from all over the world have also stamped their cultural influences on the
food of the city. William Angliss Institute (WAI) has provided training for the chefs
who have played an integral part in the development of a vibrant, world renowned,
food community.

In 1945, a youngmannamed JohnMiller became thefirstWAI cookery apprentice,
John was employed by the Commercial Travellers Club in Melbourne (Nunn 1990).
He spent each Tuesday completing his formal training and went on to become the
first dux of the cookery department. On the completion of his training, he travelled
and worked in London, Hong Kong and Egypt, finally returning to Melbourne to
play an important role in the development of the cookery department at what was
then known as William Angliss College. Now, over 70 years later, John’s name still
resounds strongly through the corridors of WAI where one of the main teaching
kitchens has been named in his honour.

Chefs are often journeymen and women (Chefpedia 2011). It is expected that
you move around and work with different chefs to broaden your experience; this
often involves travel to new countries. The 1956 Olympic Games attracted many
European chefs to Australia. The Melbourne food scene and WAI have benefitted
from this travelling tradition. Chefs from all over the world have passed through the
department over the years and left their mark with recipes, techniques and resources,
some ofwhich are still a part of the department curriculum. The cookery department’s
culture is built around pride in the cookery profession and a desire to pass on the
knowledge the department has developed over its 75-year history.

In 1984, Ael Bailey one of the founding members of the Australian Guild of
Professional Cooks wrote a letter to his friend British chef Keith Byron (Chefpedia
2011). Ael talked about an early meeting he held with other founding members
Cyril Butler, Anton Surwald, Dave Sanders and Alex Chenevier. At this meeting, the
setting up of the first guild of professional Chefs in Australia was discussed.

It was agreed that it would be difficult (to set up the guild) with little help from outside and
there would be a measure of prejudice from both inside and outside the trade. However, they
supported the idea of forming a guild.
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I couldn’t understand - why prejudice? From outside the trade it was to be expected. In those
days, the Australian professional cook’s image (quite erroneously) was that of a cranky,
booze artist, tucker basher. But prejudice from within the trade?

It was explained to me that in Australia, which was still a young country, many professional
cooks did not have the opportunity to serve an apprenticeship, nor had there been trade
schools available for them to attend. The William Angliss College had not been founded
until 1940 and no cookery students attended until quite some time later. Thus, it was felt
that the formation of a “professional” organisation for members where formal qualifications
would be an advantage could cause anti-feeling and even insecurity. This proved to be quite
correct during the first year of the guild’s existence.

In 1960, the combined enrolments in cookery, pastry cooking and bakery were
781 students (Chefpedia 2011). In 2016, total enrolments for the WAI were 20,605
(William Angliss Institute 2016). The attitude to chefs has changed significantly
during that period and the training provided by the cookery department has been
fundamental in the recognition of cooking as a trade in Australia.

When asked “what makes a good cookery teacher?” a senior long-term WAI
cookery teacher had this to say,

You can be the best chef in the world but if you can’t share that information with your
students and engage them it counts for nothing.

During the interviews to gather the data for this chapter, one strong theme has
been the quality of the teaching. This theme is particularly prominent in the feedback
fromoverseas students.Manyof these students are separating themselves from family
and friends for up to two years to study at WAI, English in most cases is a second
language—it is a courageous step. The students feelwelcomedby the cooking faculty.
The disciplines of the kitchen such as hygiene, food safety and knife skills are instilled
from the first day, but the teachers also provide a supportive environment for growth
and learning. Balancing the discipline and focus required in the management of a
busy kitchenwith the human needs of students is a constant challenge for the teaching
team.

The faculty has a broad range of Australian and international experience. This
experience is reflected in the skills, recipes and techniques taught. The current team
have experience in France, Germany, Switzerland, England, India and Japan to name
just a few countries. The breadth of experience ranges from Michelin starred restau-
rants to Convention and Event catering. This broad range of experience ensures that
WAI students are exposed to learning from every aspect of the industry.

Student chefs receive a solid grounding in classical cooking technique. These
basic techniques have a long history and tradition and many are still broadly used
throughout the industry. This knowledge creates a platform for graduates to move
out into industry and explore more complex techniques and preparations.

This is highlighted by a graduate who is now a successful chef/restaurateur.

I think across the three years of the schooling, the other positive is that I did feel that I
was schooled in all the basic principles of cooking in a sequential manner; that made actual
learning on the job better. I could always refer back to that basic education that I got at
William Angliss that stood me in very good stead.
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The cooking curriculum in Australia is national and its direction is set by the
Australian Industry and Skills Committee who are advised by Industry Reference
Committees. The format for training is competency based. Students work through a
range of units of competency to achieve a final qualification. WAI cookery students
are working toward a Certificate 3 or 4 in Commercial Cookery. Students may choose
a 3-year apprenticeship, attending school one day a week while employed, or study
full time at the Institute completing Certificate 3 in 2 semesters or Certificate 4 in 3
semesters.

In 2017 the implementation of the SITH 16 training packages for cookery has
led to a complete review of the curriculum to meet standards set by industry (ASQA
2015). Compliance with these guidelines is closely regulated by the Australian Skills
Quality Authority. The role of ASQA is to ensure that graduates are completing their
training with the promised skill set and that standards are maintained throughout the
Vocational Education Training sector.

Although there are compliant training templates available, the cookery department
has taken on the development of its own templates. WAI has appointed ‘compliance
champions’ who are responsible for the development of guidelines for each depart-
ment. This has been, and continues to be, a significant undertaking. However, the
pride the department takes in being seen as a leading cookery education provider
guides its desire to provide the best quality training possible while reflecting the
department values built over 75 years of history. The completion of this work in
2018 will be a significant achievement.

The department still maintains strong culinary traditions, such as, the chefs uni-
form. Crisp white jackets, aprons, white skull caps, and check trousers are still
expected of chefs in training. Chef instructors wear the traditional tall white toque.
In 1972, the head of the cookery department, Dave Sanders, introduced the black
necktie for Chef instructors so that management could differentiate between staff
and students (Nunn 1990).

The classical basics of cooking are important but it is also important that students
are exposed to innovations in the workplace. In recent years techniques such as, sous
vide, andmany of the techniques that have developed with molecular gastronomy are
now common in the workplace. The cookery department faculty, particularly those
in the training restaurants, has championed the use of these specialist ingredients
and techniques. In many cases, these new innovations have been introduced to WAI
through guest chefs visiting for the Great Chefs Program which is outlined in the
case study that follows.

Case Study—The Great Chefs Program

One of WAI’s greatest successes in building industry relationships has been the
‘Great Chefs’ program. The program has been running for over 20 years, and has
also developed into an outstanding learning experience for the students. For example,
a current Certificate Three cookery student said, “one of the main factors that I chose
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this school is that you have the Great Chef’s program, that you allow students to
participate with the Chef ”.

The program brings many of Melbourne’s most successful chefs into the WAI
kitchens. Initially, in advance of their restaurant service, the chefs hold a demonstra-
tion and explain the dishes they will be presenting, this is an important session as the
students are introduced to the guest chefs’ philosophy, recipes and the techniques
involved. The chefs then spend one or two services in the Angliss restaurant with
the students, working on menus which reflect their own personal style and the style
of their establishment. Students are not only exposed to their cooking styles but also
their kitchen management styles. Requests for more speed or a certain ingredient are
sometimes laced with choice expletives aimed at developing the sense of urgency
required to survive in busy professional kitchens.

A great sense of camaraderie also develops between the students and guest chefs.
The author, reflecting on his experience as a great chef in 1996, and also working on
the program as an instructor in 2016, had this to say:

For the chefs, the title of Great Chef bringswith it a certain amount of pressure. This pressure,
married with the task of working with a young, inexperienced team creates a challenging
environment - a teamneeds to be built quickly.With the help of theWAI restaurant instructors,
the enthusiasm of the students and the innate pride these industry leaders bring to their work,
this sense of camaraderie is quickly created. Often at the end of service the guest chefs and
the students can be seen gathering, talking, laughing, eating and celebrating the success of
their team effort.

Up to 20 industry chefs a year are involved in the program. They bring with them
a focus and edge that is crucial in the student’s development. The faculty also benefit
from constant exposure to different cooking styles and techniques. Many of the
dishes from the program find more permanent places on the WAI restaurant menus.
The success of this program stems from a commitment to building and maintaining
relationships with industry leaders and also the generosity of the chefs who give their
time and energy to work with the students. The common aim of the current faculty is
to deliver culinary training that respects classical techniques while at the same time
exploring contemporary recipes, ingredients and cooking methods. Recently, with
the help of Victorian State Government funding, WAI has purchased a range of new
equipment. These include a wood fired pizza oven, combination steam convection
ovens, provers, blast chillers, circulators and dehydrators. Along with the purchase
of this new equipment, funding has also been made available for the re-fitting of
some of the demonstration kitchens. This injection of new technology and equipment
re-invigorates the faculty and students and keeps WAI at the forefront of culinary
education in Victoria, and indeed in Australia.



64 D. Gilligan

Industry Connections

Although current VET training packages are directed by industry, WAI has always
maintained strong industry connections. These connections have ensured both parties
understand and appreciate the role they play in the development of the students who
will be the industry’s future (Nunn 1990). Graduates need to be able to hit the ground
runningwhen theymove out into their working lives. For trainee cooks, it is important
that they are exposed to the equipment, recipes and techniques their employers will
expect them to understand when they arrive in their kitchens. Equally, it is important
for industry to understand that a strong grounding in the practical basics, and a solid
understanding of the important theory subjects, builds a solid foundation for the
students and the future of the industry.

In the midst of the pressure of running a business, the development of this knowl-
edge can seem unimportant, but vocational training is assisting industry in providing
the knowledge it has less and less time to impart. Unfortunately, skills are being lost
in the workplace as it is cheaper to buy many ingredients pre-prepared.

Working in liaison with a number of Melbourne’s leading hospitality operators
theWAI industry placement program also gives students the opportunity to complete
their restaurant training working in a successful hospitality operation. As a part of
their stage two training non-apprentice students must complete a semester working
in an actual restaurant situation. Most will do their training in the Institutes’ restau-
rants but each semester 15 industry positions are released. There are many more
applicants than positions and these placements are highly prized. The opportunity
to experience a real-life kitchen situation is invaluable for the students and helps to
further strengthen the bond between the industry and WAI.

The importance of gaining as much ‘hands on’ experience as possible during
schooling and post schooling is emphasised by a recent Indonesian Certificate IV
graduate. “I think if I want to run my business (in Indonesia) more effectively, I still
have to have experience in a real kitchen” The graduate also embraced the ‘real-
life’ experience of being asked to manage the food for an internal institute function
“when we did the function, we had to sit and plan it by ourselves. We have full control
but we also have the full responsibility for what we are doing. We can build more
confidence.”

The head of the Foods Department is a chef by trade who believes in maintaining
strong industry connections. He sees the WAI as not only being aware of industries
needs but helping to set the standards for the industry in the future. “I think from a
training point of view, we’re not only teaching students how to cook, we’re teaching
them how to be good role models within the industry, becoming that next generation of
chefs and leaders”.He also seesmore opportunity to expose the students to successful
industry chefs during training, and that they can become strong role models for the
students.

It is also argued that industry must take responsibility for training. The earlier
quoted chef/restaurateur had this to say on the subject, “I think that one of the down
sides of what’s happening with training at the moment is that we’re giving a lot of
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people a lot of certificates but there’s not people out there to look after them and
train them in the workplace. I think it is a problem”. WAI seems to have weathered
the storm brought on by changes in government legislation over recent years but the
effects still remain. Balancing funding and delivery needs is an enduring challenge.
In industry, it is a constant battle for a decreasing share of themarket; wages are every
operator’s largest expense. Finding the funds and time for training is difficult. The
chef/restaurateur again, “It’s got to come back to finances and government support.
It’s the Holy Grail really, isn’t it? More money from the government and more support
from the government to encourage training, and then we shift the employment focus
as well.”

The Future

The head of the Foods Department is confident about the future. He would like to
see the cookery department continue to forge and maintain its industry connections.
He would also like to see WAI continue to expand its international reputation and
overseas training network. It currently delivers international training programs and
operates joint venture campuses in China, Singapore, Kuala Lumpur, Bangkok and
Sri Lanka. He also sits on the scholarships committee and is keen to see this area con-
tinue to expand. Currently, there are two formerWAI cookery apprentices working at
the renowned St. John’s restaurant in London. This scholarship developed as a result
of a relationship that has grownbetweenWAI and the restaurant. TheWilliamAngliss
foundation currently manages a number of scholarships which provide support for a
diverse range of cookery students (William Angliss Institute 2017).

The need for a strong focus on the teaching of the important basics will never
change. All of the interviewees for this chapter saw the continued quality delivery of
the basic cookery skills as fundamental to future success. The ideal is that students
leave their training as industry relevant as possible, with skills, values and knowl-
edge that hold strong as they come up against the difficulties they will face in their
workplace. A current senior teacher believes that teaching the basics well plays an
important role in setting standards for industry.

The ideas in the industry kitchens are changing rapidly and we have to try and keep up
with that and watch what’s happening. But also, we’ve got to continue to teach the basics of
cooking and give those students a good grounding in cookery and not just be influenced by
what’s happening in industry.

Furthermore, not all graduates pursue careers in fine dining restaurants. Graduates
also find their way into hotels, cafes, hospitals, convention centres and institutional
catering. Aged care is a growing industry and the demands of this area are becoming
more sophisticated. Large scale catering for venues and convention centres is also
increasing in complexity as customer needs become more demanding. All of these
streams have a different focus but the foundation skills remain common.
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Linkedwith this is the importance of developing a newwave of culinary instructors
with fresh ideas. Ideally, they will be building on the wisdom and experience of the
current faculty, many of whom have played an important role in the development of
the department. Students are looking for well organised teachers with strong cooking
and communication skills. Over its history, the department has developed a style of
delivery which is underpinned by these skills. It is vital that they are maintained and
built upon. Culinary teaching is an important role for the future of the industry. It is
crucial that chefs with a strong industry background and an interest in education are
encouraged to pursue teaching as a career path.

Related to this, the Institute is about to embark on a scholarly practice program
which will encourage all faculty to analyse and report on specific aspects of their
teaching. Mastering the two very different roles of tradesperson and professional
teacher is a juggling act but the ability to spend time reflecting on how to manage
these two roles and thrive in them will improve the quality of teaching.

One of the interesting aspects of the food industry is that even with technological
developments in equipment, storage, transporting and cooking techniques, the job
of the chef does not become simpler, but more complex. The pressures on chefs
are increasing. Today’s restaurant customers have a voracious appetite for the food
media, and rapidly growing food knowledge. Social media can affect a restaurants
business overnight, both positively and negatively (Cody 2017). The plethora of food
photographs available sets high standards for chefs but also increases pressure. There
is a constant awareness of what the competition is doing. Today, the Melbourne food
industry is fiercely competitive. This inspires creativity and innovation but also places
pressures on chefs as they fight for ever shrinking portions of the pie. It is no longer
good enough to simply produce good food.

There are opportunities to teach students how tomanage the pressures of industry;
this is most obvious with apprentice chefs. The author sees the results of long kitchen
hours with students often barely being able to stay awake in the classroom. Diet and
health also suffer. These comments again from the interviewed chef/restaurateur,

I also think in this modern day and age there does need to be at least part of the course, and
most of them won’t listen, but somebody who’s in trouble may listen, about the effect of
working these sort of hours, working antisocial hours, what can happen in kitchens, what’s
right, what’s wrong.

The increasing awareness in the community of the connection between food pro-
duction and the environment increases the pressures on chefs to be able to reflect
these changing values in their food, and in how they run their kitchens. Ethically
produced ingredients, sustainability, and provenance are all areas chefs will need to
be aware of as they move into their careers. The WAI higher education department
currently offers a Bachelor of Culinary Management and a Bachelor of Food Studies
which address many of these areas. In the future, there may be opportunities to link
this knowledge more directly with the cookery department.

During 2015–2017 there have been significant increases in state government fund-
ing which have flowed through to the department in the form of new equipment. This
brings with it the opportunity to explore new techniques. Chef David Campbell from
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the State University of New York says, (American Culinary Federation 2017) “I
find that using molecular gastronomy and technology is a great hook. They (the
students) are absolutely fascinated by the subject matter. The credibility gained by
demonstrating modern techniques pays dividends when discussing more traditional
techniques later.” The goal for the cookery department is to stay in close touch with
new developments and where possible lead the way in the use of new technology in
the kitchen.

In this respect, every teacher, as a part of government compliance, must be able to
demonstrate industry currency. To quote from the VET teacher’s qualifications and
competency policy (ASQA 2015): “to ensure that their training and assessment is
based on current industry practices and meets the needs of industry.” The previously
mentioned funding increases will also provide opportunities for cookery department
faculty to spend time in practical professional development to keep abreast of current
industry trends.

The study of Gastronomy is defined as the art of choosing, cooking and eating
good food. Technique and skill are crucial in the development of a chef but they are
lessened if the chef does not understand gastronomy. The art of the table is crucial
in the training of chefs. They need to understand what happens when their food
leaves the kitchen - how will it affect the senses, is the portion size correct for the
situation? Tasting a dish in the heat and rush of a kitchen situation is very different to
sitting in a comfortable dining room. A small taste of a dish may be a very different
experience to eating a whole portion. Teaching our future cooks how to eat is as
crucial as teaching them how to cook, they will then be able to better understand the
needs of their customers and adjust their cooking to a variety of situations, guests
and budgets.

The author spent a short time working as a volunteer with the Kitchen Garden
Foundation in Melbourne “There is an opportunity to learn from this program. Pri-
mary school students pick the food from a garden they have helped to manage and
then prepare a meal from the ingredients they have chosen. Finally, they sit together
and enjoy their meal discussing what they have learned.” In the future, perhaps there
is an opportunity to give WAI students the opportunity to grow and manage some of
their own produce? The connection between farm and table has become a significant
part of food culture in Australia and internationally.

Conclusion

The role of culinary education in the 21st century is complex. Food has become a
vehicle for self-expression in a world where we are told to follow our passion. The
preparation of good food is innately positive. It is connected with nature, creative
and challenging. These things speak to the culinary students of today. The role of
the culinary educator is to instil strong foundation cooking skills, but at the same
time, the challenge is to keep culinary teaching fresh and relevant, and create an
environment that stimulates and appeals to the needs of the next generation of chefs.
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Technology, communication, ease of travel and a community focused on all
aspects of food make this an exciting time to be a chef. Professional chefs play
an increasingly important role in directing the attitude of our community to food.
Culinary students need to be able to cook well but they also need to be taught to
respect food, its provenance and the importance of their role in the direction of food
culture globally.

The future success of professional culinary training relies on mutual understand-
ing and co-operation between industry and education. A vital and effective culinary
education system offers the opportunity to build sound technical skills and deeper
theory knowledge. Graduates entering industry with a strong set of skills and values
immediately raise standards. Industry involvement in education ensures that educa-
tion remains current and relevant; it also ensures chefs in training are exposed to
positive role models, current thinking and contemporary techniques.

Appendix

Stage 1: certificate III & IV cookery subjects

Unit code Unit name

SITHCCC001 Use food preparation equipment

SITHCCC005 Prepare dishes using basic methods of cookery

SITHCCC007 Prepare stocks, sauces and soups

SITHCCC006 Prepare appetisers and salads

SITHCCC008 Prepare vegetable, fruit, egg and farinaceous
dishes

SITHCCC019 Produce cakes, pastries and breads

SITHCCC012 Prepare poultry dishes

SITHCCC013 Prepare seafood dishes

SITHCCC014 Prepare meat dishes

SITXFSA001 Use hygienic practices for food safety

SITXWHS001 Participate in safe work practices

BSBWOR203 Work effectively with others

SITHKOP001 Clean kitchen premises and equipment

SITXHRM001 Coach others in job skills

SITXINV002 Maintain the quality of perishable items

SITXCOM005 Manage conflict
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Stage 2: certificate III & IV cookery subjects

Unit code Unit name

SITHCCC018 Prepare food to meet special dietary
requirements

SITHKOP002 Plan and cost basic menus

SITHPAT006 Produce desserts

BSBSUS201 Participate in environmentally sustainable
work practices

SITXFSA002 Participate in safe food handling practices

SITHCCC020 Work effectively as a cook

SITHCCC021 Prepare specialised food items

FDFFST4010A Apply sensory analysis to food processing

SITHCCC015 Produce and serve food for buffets

Stage 3: certificate IV only cookery subjects

Unit code Unit name

SITXFIN003 Manage finances within a budget

BSBDIV501 Manage diversity in the workplace

SITHCCC018 Develop menus for special dietary needs

SITXHRM003 Lead and manage people

SITXMGT001 Monitor work operations

BSBSUS401 Implement and monitor environmentally
sustainable work practices

SITHKOP005 Coordinate cooking operations

SITXWHS003 Implement and monitor work health and safety
practices

SITHCCC009 Produce cook-chill and cook-freeze foods
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Chapter 7
An Indigenous Journey

Karon Hepner and Liz Lotter

Abstract Indigenous peoples’ participation in vocational education and training
(VET) is explored, along with employability outcomes. Cultural aspects are dis-
cussed conveying the challenges in merging societal and Indigenous norms in order
to more effectively engage learners. This is determined by acknowledging complex-
ities, formulating a critical evaluation of learning strategies, reflecting, reviewing
and amending curriculum to include Indigenous Standpoint Theory, and Indigenous
Standpoint Pedagogy in the delivery of VET. A case study is presented to highlight
challenges, pedagogical practices, within the context of William Angliss Institute’s
implementation of training programs toAboriginal andTorres Strait Islander peoples.
Traineeships resulting in qualifications and employment are achieved at Australia’s
most iconic remote tourist destinationUluru, in partnership with Voyages Indigenous
Tourism Australia, the management group for Ayers Rock Resort.

Keywords Indigenous peoples · Pedagogy · Indigenous standpoint theory

Introduction

In 2011 William Angliss Institute was provided the opportunity to implement train-
ing programs to Aboriginal and Torres Strait Islander (ABTSI) peoples; offering a
traineeship resulting in a qualification and employment to be achieved at Ayers Rock
Resort, which welcomes global visitors by the mass each day of the year. The Indige-
nous traineeship program is built from the experience since its conception six years
ago; the training model has varied over this time, according to complex intrinsic
challenges that have also been culturally inspirational. An

¯
angu people from the local

community; theAn
¯
angu Pitjantjatjara Yankunytjatjara (APY) landswelcome Indige-

nous learners to come together nationally to unify ABTSI peoples from all mobs or
tribes of Australia. It was our job to work with these complexities and incorporate
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them into the curriculum. At the same time students face a new way of life, leaving
family to live in the most remote tourism and hospitality operational destination, be
expected to follow routine and strict guidelines, attend class and work varying shifts
with people from all over the world.

The objective of this chapter is to demonstrate how Indigenous participation in
vocational education and training (VET) and outcomes have changed over the last
decade. Miller (2005) published a comprehensive, systematic review seeking VET
policy-makers and practitioners to act and move forward in developing training that
meets the aspirations and needs of Indigenous Australians. While employability and
employment outcomes are often a priority, other benefits of education and training
relate to skill development and building confidence and identity, all of which can be
transformational. These include improving literacy and numeracy skills and com-
munication skills; local community ownership of courses; connection to aspects of
culture and local knowledge; respect from others in the community; developing self-
confidence and a stronger sense of identity; and transitioning into higher levels of
study (Guenther et al. 2017; McRae-Williams et al. 2016).

The case study in this chapter conveys the difficulties in merging societal and
Indigenous norms. It manifests the importance of delivering training effectively to
Indigenous learners in the VET system. In order to do so, we must consider funda-
mental differences, such as ‘Law’ and ‘Lore’; Law sets out “the principles and reg-
ulations established in a community by some authority and applicable to its people,
whether in the form of legislation or of custom and policies recognized and enforced
by judicial decision” (http://www.dictionary.com/browse/lawdictionary.com, ‘law’,
2017). Lore on the other hand is founded on evolution (see Diagram 7.1). A genetic
study has found Aboriginal Australians are descendants of the first people to leave
Africa up to 75,000 years ago. (AG staff with AAP, 2011 Australia Geographic).

Indigenous people lived in natural environments despite the difficulties and
adapted to their surroundings. Aboriginal oral tradition tells of a formless and empty
world that was brought to light by great ancestral beings in ancient times. These
sacred stories continue to be carried through from generation to generation. How we
engagewith Indigenous learners effectively is by determining and acknowledging the
complexities of whiteness and blackness, formulating a critical evaluation of learn-
ing strategies, reflecting, reviewing and amending curriculum to include Indigenous
Standpoint Theory (IST) and Indigenous Standpoint Pedagogy (ISP) in the delivery
of Vocational Education Training (VET).

The VET sector relies heavily on non-Indigenous trainers and staff to work
with Indigenous learners. Although trainers are required to attend Indigenous cul-
tural awareness programs prior to delivering training, little cultural understanding is
gained, and few have experienced interactions with Indigenous people and their com-
munities. It is crucial forVETstaff to appreciate the concept of Indigenous knowledge
to further progress the implementation of IST and ISP. Semali and Kincheloe (1999:
3) define Indigenous knowledge as “the dynamic way in which the residents of an
area have come to understand themselves in relationship to their natural environ-
ment and how they organise that folk knowledge of flora and fauna, cultural beliefs,
and history to enhance their lives”. What makes Indigenous knowledge complex

http://www.dictionary.com/browse/law
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Fig. 7.1 Lore, Dreaming and Creation a governing system in Aboriginal society and filters out into
all aspects of society and culture (Kangan Institute, 2010: 21)

is explained as being “different things in different places to different people”. It is
perceived as complex by most cultural outsiders because such knowledge does not
easily fit into the scientific logic or western concept’ (Nakata 2004: 22). Therefore,
concepts of access and management, ownership and protection, nature and defini-
tions are often incongruent and unfamiliar to Western philosophies. Such as, the
Indigenous belief is that the land owns us, we don’t own the land. Nakata (2004: 26)
advocated the integration of Indigenous knowledge in the curriculum, arguing that
“inclusion” of Indigenous knowledge in educational curriculum promotes the visi-
bility of Indigenous knowledge and helps raise self-esteem and interest in schooling.

Trainers and teachers must also become the learner and are encouraged to also
learn some foundations of Indigenous knowledge and contextualise cultural complex
sets of beliefs, values, systems, practices and tradition into the curriculum forming an
essential part to the lives of Indigenous Australians. McLoughlin and Oliver (2000:
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70) explained that: “by recognising that learning is culturally and socially contex-
tualised, the design process becomes grounded and located within the communities
and individuals for whom the learning materials are intended”. Non-Indigenous peo-
ple must also come to understand that limitations apply and respect the fact that
many aspects of Indigenous culture are protected as sacred knowledge and only
shared and passed on through elders from generation to generation in the appropriate
environment and circumstance. Pedagogical practices, the function or instructional
methods used by teachers for engaging learners differs to ‘critical pedagogy’ as it is
more complex and draws on the research and studies of social, political, economic
and cognitive dynamics of teaching and learning. The following explores various
learning theories to engage Indigenous learners.

Teaching ABTSI peoples’ curriculum effectively requires one to build relation-
ships and engage with the learner. In exploring credible theories on how people
learn and develop, establishing ABTSI perspectives demands a holistic approach and
involves a reframing of both curriculum and pedagogical practices. Gibson (1993:
43) clarifies: “An additional barrier appeared to be a fundamental mismatch between
competing logic systems (school logic and home logic), resulting in an inability to
‘see’ Aboriginal perspectives in schooling contexts, and possibly even an inability to
cope with complex or non-linear logic in the school setting. This may be due to the
serial and sequential logic required of teachers in much of their day-to-day repro-
duction of verbal information”. Curriculum that offers learners an understanding of
Indigenous knowledge enables learners to gain a greater appreciation of Indigenous
people and their own personal relationships with them. Accessing a diverse range of
people from the community and their resources in the planning, delivery and eval-
uation of students’ work will provide rich capabilities, broaden and solidify ABTSI
peoples’ perspectives and viewpoints on issues, content and processes.

Whilst cultural understanding is important, it is imperative that such studies are
not seen as the only way to incorporate ABTSI perspectives within the curriculum. A
planned course delivery should ensure a balance between the content and processes
developed within the curriculum and pedagogical approaches.

The Tender and Stand Point Theory

In 2011 the Indigenous Land Corporation (ILC) invited William Angliss Institute
(VIC), Charles Darwin University (NT), Regency TAFE (SA) and Ryde TAFE
(NSW) to submit a training proposal to support the identified training goals of the
National Indigenous Training Academy (NITA) located at Ayers Rock Resort—Yu-
lara NT. The education institutions were required to demonstrate their capabilities
in providing best practice with a proven track record in training and assessment
outcomes.

WilliamAngliss Institute (WAI)was chosen to take on the challenge of developing
a training model suitable for ABTSI peoples. The initial approach was looking at the
IndigenousStandpointTheory (IST)—acontemporary theoryproposing that teachers
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and trainers integrate Indigenous knowledge into the curriculum tomake learning and
its application more relevant to Indigenous people (Foley 2003). According to Foley
(2003), IST provides a promising pathway for Indigenous epistemology, the study of
knowledge and justified belief, and forms the basis for Indigenous Standpoint Peda-
gogy (ISP). Building and gaining trust and rapport with Indigenous individuals and
communities take time and patience. VET training is essentially designed to develop
skills in forming, developing and improving relationships with those from Indige-
nous cultures. Research shows that Indigenous people benefit from VET in several
ways. O’Callaghan (2005) reported that Indigenous participants (91%) experienced
personal benefits such as improved self-esteem, self-confidence andworkplace skills.

Registered Training Organisations, such as WAI are required to comply with reg-
ulations of the Australian Skills Quality Authority (ASQA); that includes complex
documentation and data entry required for program delivery, training and assess-
ment for each student. ASQA uses the Standards to ensure nationally consistent,
high-quality training and assessment across Australia’s VET system. The standards
requirements are somewhat rigid when applied to Indigenous learners at a Certificate
III level. Additional support and resources are therefore required to assist this cohort
of learners which is a costly exercise.

The Training Facility and Learning Resources

The collaboration of WAI and NITA was established at Ayres Rock Resort (ARR) to
provide enterprise-based accredited training programs, offering pathways for Indige-
nous people into long term sustainable employment. This approach supports the For-
est Review, Creating Parity report which was undertaken by Andrew Forrest (former
CEO of Fortescue Metals Group) for the Federal Government regarding Indige-
nous training and employment programmes. The report proposes: “the creation of a
demand-driven approach to job serviceswhere training and support are only provided
to get people into jobs that have been guaranteed by the employer” (2014: 118). As
the traineeship program is planned to be a long term on-going program,ARR invested
and converted an existing lodging house to a trainee accommodation complex due
to its location; across from the Adult Education Centre where NITA—The Academy
resides offering a flexible learning environment including classrooms, purpose built
front office and restaurant desks replicating that of the Resorts facilities.

Action Learning and Eight Aboriginal Ways of Learning

In developing the programs, WAI understood the traditional classroom-based train-
ing delivery was often not effective for Indigenous learners. As a result, the delivery
model developed for the programs were based on “Action Learning” initiatives.
The term action learning is commonly accepted to mean learning from action or
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concrete experience, and taking action as a result of this learning (Zuber-Skerritt
2001). A definition of action learning which highlights the value of the methodol-
ogy is provided by Skippington (2002: 25). “Action learning is a systematic process
through which individuals learn by doing. Through the process, people increase
their self-awareness and develop new knowledge, attitudes and behaviours as well as
skills for making changes and redefining their roles and responsibilities within new
or changing workplace contexts”. ABTSI peoples’ have a distinctive cultural her-
itage whether they come from urban, rural or traditional – oriented families. Action
learning approaches focus on learner-centred delivery and assessment strategies to
optimise engagement and course completion, while also respecting cultural diver-
sity and need, and maintaining the rigour of competency-based vocational education
and training. Such action delivery driven methods include role plays by simulat-
ing workplace procedures potentially captured on video and stored as evidence of
assessment, resort-wide site visits where learners can engage with staff members
and create their own interview surveys to promote interaction and feedback from
the Resort’s patrons. WAI continue to improve, update and comply with required
changes, tailoring learning resources for ARR which familiarises trainees with their
workplace effectively.

A specific pedagogical framework that allows teachers to include Aboriginal
perspectives by using Aboriginal learning techniques is The 8 Aboriginal Ways of
Learning. Yunkaporta (2009) identifies the eight ways in teaching, to support the
Indigenous ways of knowing, being, doing, valuing and learning as they remain in
an ancestral framework of knowledge that is still strong. This model provides Abo-
riginal and non-Aboriginal learners the opportunity to learn through narrative, plan
and visualise explicit processes, work non-verbally with self-reflective, kinaesthetic,
hands-on methods, learn through images, symbols and metaphors, using indirect,
innovative and interdisciplinary approaches, modelling and scaffolding by working
from wholes to parts and connecting learning to local values, needs and knowledge.
WAI have designed a portfolio assessment structured to include the 8 Aboriginal
Ways of Learning and is ideally delivered at Voyages property in far north Queens-
land,MossmanGorge Training Centre. The apt unit of competency, Interpret aspects
of local Australian Indigenous culture enables students to explore Aboriginal proto-
cols, values, processes and systems appropriately.

e-Learning

During the second year of the program, laptops were provided for use by trainees
in the classroom, and an eLearning platform was developed through ‘Articulate’
software to deliver interactive learning. These resources were designed and tailored
similarly to the hard-copy learner guides and included material based on units of
competency such as; Use hygienic practices for food safety, Participate in safe work
practices, Work effectively with others, and Provide service to customers, giving the
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trainees the opportunity to familiarise, explore and understand unit content specific
to their workplace and allocated positions.

Whilst eLearning is based around self-paced learning, each student would com-
plete work at different times, a task trainers’ may find challenging to adapt to. There-
fore, offering both styles of delivery can also positively impact learners’ responsive
contribution to completing non-assessable and assessable activities and tasks.

Indigenous Knowledge Versus Program Delivery

WAI has gained considerable expertise in engaging with Indigenous learners and
enabling them to stay focused and motivated, and gain employment. This collabo-
ration has also provided the traditional owners of Uluru, the An

¯
angu community,

with training opportunities. There have been five An
¯
angu trainees graduate from the

Certificate III program. Some have returned to their communities and continue to
address their learned skills. The An

¯
angu community is an important component of

the program. Elders welcome and take each new intake of trainees on a day tour to
Uluru Kata-Tjuta National Park (UKTNP) and Cultural Centre, providing them with
an invaluable insight into the cultural history of land. In addition, the An

¯
angu Elders

provide a mentoring role to the trainees when required.

Recruitment

Trainees for the programs are recruited through Jobactive providers set up by the
Department of Employment. They connect job seekers with employers from across
Australia. All applicants’ learning, language and numeracy (LLN) capabilities are
assessed prior to commencement using a tool known as LLN ROBOT which offers
a complete LLN analysis based on the Australian Core Skills Framework (ACSF)
levels. It assists in determining a person’s performance in the core skills of learning,
reading, writing, oral communication and numeracy. For those who score lower than
ACSF level 3, additional training is organised and a support plan is prepared to
monitor and record their ongoing progress.

Once the trainees are enrolled into the program they are provided with support
from The Academy and Voyages People and Culture Team (VPCT) throughout the
duration of their learning and employment journey. Voyages assists with the recruit-
ment process, together with overseeing the logistics of the workplace positions,
assigning accommodation and providing welfare support, which ultimately assists
trainees in completing their chosen qualification. Windley’s (2017) key messages
found that this support approach leads to higher-level skills and successful employ-
ment outcomes.
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Levels of Attainment

Certificate II in Hospitality and Certificate II in Tourism were the initial qualifica-
tions delivered until research indicated that Indigenous students were more likely
to be enrolled in certificate I & II level qualifications than non-Indigenous people.
However, now Indigenous people are more likely to be enrolled in higher level quali-
fications (Certificate III and above). This change can be partly attributed to the notion
that low-level certificates are not so relevant and a waste of public funding (Forrest
2014: 158–159). In line with this shift, and as a response to the needs of the Voy-
ages Indigenous Tourism Australia, WAI commenced delivery of Certificate III in
Hospitality and Certificate III in Tourism for Indigenous learners in 2014. Wind-
ley’s (2017) key findings for employment outcomes indicate that Indigenous VET
graduates are consistent across Indigenous and non-Indigenous graduates; however
Indigenous employment rates have plateaued since 2008 (Figs. 7.2 and 7.3).

Fig. 7.2 F&B traineeswithCEONicholasHunt, Trainer Liz Lotter andManagerNational Training,
Karon Hepner
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Fig. 7.3 Senator for the Northern Territory and Federal Indigenous Affairs Minister Nigel Scullion
with trainees

Federal Minister of Indigenous Affairs—Nigel Scullion with
NITA Students

Since WAI’s collaboration with the Resort, and the commencement of the programs,
several graduation ceremonies have taken place where both partners have sponsored
Student Awards. This provides the opportunity to acknowledge outstanding students,
and to highlight their individual contributions to the success of the program. The fol-
lowing table indicates the number of trainee commencements, graduated students
and graduates continuing employment with Voyages since the program’s inaugura-
tion in 2011. As of May 2018, 300 graduates from the program were employed at
the resort (Table 7.1 and Figs. 7.4, 7.5, and 7.6).

Candidates Who Do not Complete the Program

The challenges faced by this specific cohort of Indigenous trainees are many and
varied. Some have faced breaches of social justice and human rights, while other
students have come from areas of high unemployment, high drug and alcohol con-
sumption and/or domestic violence which has sometimes resulted in behaviour and
health concerns. The Australian Institute of Health andWelfare (2015: 42) noted ‘the
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Table 7.1 This table identifies the number of trainees who commenced since 2011, howmany have
graduated and approximate numbers of those continuing employment

Year Trainee
commencements

Graduates Number of graduates continuing
employment with Voyages

2011 15 4 (2012)

2012 97 4 4

2013 89 June—34 25

2014 94 March—34
Nov—42

25
20 (20 others went to other
employment, 1 to University and 4 to
National Parks)

2015 93 May—29
Nov—31

20 (7 others went to other
employment)
26 (1 other working a Yulara
Childcare)

2016 95 April—24
Dec - 32

19
22

2017 65 (by end June) July—40 25

Total 548 274 187—approximate estimate

Fig. 7.4 Group photo: VIP and 2016 graduands

rate of substantiated child protection notifications for Indigenous children was about
7 times the rate for non-Indigenous children (38.1 and 5.7 per 1000 children, respec-
tively)’. Other issues, such as, segregation, racism or humbugging, which may entail
family or community members to make “unreasonable or excessive” demands, for
example, cash allowances can be challenging, or simply adapting into current soci-
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Fig. 7.5 WilliamAngliss institute award for academic excellence recipient PiperWoodwith Karon
Hepner, Manager National Training and Nicholas Hunt, CEO

Fig. 7.6 William Angliss institute award—home Valley Station trainee of the season recipient
Jovina James with Deb Combe, Trainer William Angliss Institute
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ety and workability expectations are also issues both trainees and trainers face in
the program. Additional support is provided by NITA through counselling, learning
support officers and ongoing support from the Resort’s Indigenous Engagement or
Indigenous Retention Teams. The later specifically supports trainees identified with
low learning, language and numeracy levels to ensure they stay engaged with the
training program.

One of the most purposeful aspects of training hospitality through VET is the
opportunity to deliver essential skills required to work effectively in the Hospitality
Industry. WAI learners can embrace and utilise their learned knowledge and skills
successfully and add value to their workplace needs and their own life skills. Unfor-
tunately, not all candidates are able to follow policies and procedures required as a
trainee or commit to the necessary requirements of a trainee to complete the qualifica-
tion. For those trainees who do not complete the full qualification, they are awarded a
certificate of attainment for completed units. Hopefully, for the time such candidates
experience varied learning methods, we can only hope they may take with them a
message of empowerment as Rappaport (1981: 15) expresses, ‘that our aim should
be to enhance the possibility for people to control their own lives’ and that they may
have another understanding of the interactions learned and achieved to contribute to
employment pathways that can improve their lifestyle, career endeavours and work
toward achieving their dreams.

Skill Set Programs for Leadership Roles

Since January 2016, Voyages Indigenous Tourism Australia increased its focus on
building representation of Indigenous employees in supervisory and leadership roles.
To facilitate thisWAI developed and delivered aCustomer ServiceManagement Skill
Set of the following three units: Enhance the customer service experience, Manage
quality customer service, andManage conflict. The skill set was chosen from Certifi-
cate IV inHospitality to develop their customer service skills and leadership potential.
All units focus on quality customer service, identifying customer needs, communi-
cation techniques, managing difficult service situations, customer complaints and
conflict (Fig. 7.7).

To continue the learning pathway, graduates from Certificate III programs who
remain employed at the Resort are given the opportunity to participate in ‘Step-
Up Skill Sets programs’. Indigenous employees apply and go through an interview
process to be selected to participate. The programs are designed to develop future
Indigenous leaders for the ARR. All participants of the program have nominated
mentors selected from various areas throughout the resort. They provide support to
the participants and ensure they stay engaged in the learning to complete the program.
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Fig. 7.7 Indigenous leadership skill set program—participants in the inaugural program visit to
William Angliss Institute, Melbourne campus

Commitment to Social Responsibility

Voyages Indigenous TourismAustralia (VITA), has a strong commitment to its social
responsibility; the support of local communities and protecting and enhancing the
culture and environment of the location it operates in. Its vision clearly states its aim to
behave ethically and operate in a sustainablemanner that enhances economic, societal
and environment values. At the same time, the organisation promotes economic
development whilst also improving the quality of life of its staff, the local community
and society at large. The collaboration has worked to embed these values throughout
the training program to ensure the behaviour of the participants clearly reflects this
vision.

This is evident in the support and mentorship all trainees are offered. To con-
tinue to positively impact Aboriginal and Torres Strait Islander peoples’ progress,
WAI is currently developing a Reconciliation Action Plan (RAP). This is an initia-
tive to connect and further engage people and organisations such as VITA, to build
frameworks for action, provide resources and policy advice and continue to promote
the many stories of success. The 2016 RAP Impact Measurement Report revealed
in organisations, employees and their non-Indigenous colleagues relate more pos-
itively with each other in areas of trust, less prejudice, more frequent interaction,
and more understanding of Indigenous cultures and relationships. Since 2006, 767
organisations have created a RAP; 1,579,916 Australians were working or studying
in an organisation with a current RAP, 46,446 employees have completed face-to-
face cultural awareness training. By committing to a RAP, WAI can contribute to
build on relationships, respect and drive to help foster more meaningful interactions
between Indigenous students’, employees and colleagues to form a better Australia
for all.
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Maintaining Standards

The traineeship program based at ARR has created a positive climate for learning and
development for both trainees and trainers. WAI is required to report to the Depart-
ment of Trade, Business and Innovation as the relevant Territory training authority,
and is diligent in its efforts to ensure it complies with all ASQA and Australian
Vocational Education and Training Management Information Statistical Standard
requirements. Graduates from this program acquire employment skills in various
occupations, which are in high demand in the Northern Territory. This provides a
direct benefit to the Territories economic, social and cultural development.

Conclusion

In 2011, it was reported that there were two Indigenous employees at the resort and
Voyages Indigenous Tourism Australia announced their vision to have 50% Indige-
nous employment at ARR by 2018. As of April 2018, around 45% of Ayers Rock
Resort’s Aboriginal and Torres Strait employee base are William Angliss Institute
graduates and are employed at ARR reinforcing their training practically in various
positions and departments including food and beverage, accommodation services;
front office, porter service, housekeeping and public areas, retail and administration.
WAI has awarded over 270 qualifications to traineeswho have contributed toVoyages
Indigenous Tourism Australia’s vision and providing direction for ARR, while other
graduates are continuing their careers in the wider tourism and hospitality industry.

Despite the achievements gained in the delivery of the Indigenous traineeship pro-
gramwhich operates atARR,CentralAustralia andMossmanGorgeTrainingCentre,
Far North Queensland, as a nation we still face many challenges for our Indigenous
cohort of learners to meet ‘society norms’ and standards without embedding Indige-
nous knowledges, therefore disregarding ‘blackness and whiteness’ principles or the
concept of learning “different things in different places to different people”. Now that
we have explored such cultural complexities of Indigenous peoples learning needs
we can view teaching pedagogies and theories such as ‘Indigenous Standpoint The-
ory’, ‘Action Learning’ and ‘8 Aboriginal Ways of Learning’ as beneficial training
approaches for ABTSI learners. Such notions can be applied to Vocational Education
Training delivery via modelling or demonstrating, limit dense dialogue, investing in
student activities through mind mapping, enable them to share stories of what they
already know about the topic or related topics and link content back to land and place.
The dilemma of capturing this type of flexible learning approach may not adequately
tick off rigid VET Quality Framework assessment requirements which is predom-
inately based on providing written evidence which is aimed at achieving greater
national consistency in the way RTOs are monitored, audited and how standards in
the vocational education and training sector are enforced.
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The collaboration is extremely proud of the contribution the program has made
to social equity, particularly in providing training and employment to a group of
people who, in the past, were greatly under-represented in the hospitality and tourism
industry.The training experience forABSTI trainees is an intensive change embedded
with fundamental life skills necessary to work and open pathways that will forever
impact their way of life. The William Angliss Institute and Voyages Indigenous
Tourism Australia Indigenous traineeship program has been recognised by various
tourismawards since its implementation in 2011.Eachyear at least 60ABTSI trainees
graduate, the moment they feel a true sense of achievement providing a vision for a
fulfilling life ahead.
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Chapter 8
Curricular Reform in Food Programs

Ken Albala

Abstract The academic/vocational nexus is the focus of this chapter. It recognises
the manner in which the nature of work is rapidly changing, food related issues
confronting society, and a future which is increasingly unimaginable. The content
reflects on the curricula and pedagogic approaches of current programs which tend
to separate theory from practice. It is argued that student learning of food professions
needs to start from an understanding of food and its interaction with humans, rather
than fromwithin a framework of traditional academic disciplines.A novel curriculum
is imagined and illuminated, commencing with ethics as related to food systems. It
challenges traditional disciplinary boundaries, combines vocational and professional
education in a logical, but nevertheless creative, way, and introduces the concepts of
the ‘aproned academic’ and ‘scholarly chef’.

Keywords Food systems · Curricula reform · Vocational · Professional
What follows is an expository essay outlining the ideal curricular design for a future
integrated academic and vocational program focusing on food. It is based on the
fundamental premise that the more well-rounded an education, the better prepared
students will be to succeed in a number of different professional settings in a work
marketplace that is not only rapidly changing, but one inwhichwe can barely imagine
the jobs that do not yet exist. It is also structured so as to address what are perceived
to be shortcomings in existing programs which while they often nod to idea that there
should not be a radical separation of theoretical and practical education, nonetheless
have roots firmly planted in one or another set of goals for professional training
(Cargill 2005; Nestle and McIntosh 2010; Weissman 2012; Hamada et al. 2015;
Flowers and Swan 2016).

That is, there existmany food studies programs that primarily seek to address prob-
lems in food within the framework of traditional academic disciplines, and most of
these are intentionally multidisciplinary. But they are not usually designed to prepare
professionals who would be able to work in the food industries and entrepreneurship,
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marketing, food science, let alone a professional kitchen. On the other hand, cook-
ing schools and hospitality programs often include classes or whole components to
acquaint students with what is broadly designated food culture that might include
anthropology, sociology and even some history under the assumption that this will
make them better equipped to cook and serve customers. Likewise, there are pro-
grams that include basic farming and animal husbandry or perhaps courses on food
design, gastronomy, food and the arts or several other foci. Indeed, one could say that
most food programs have a particular niche that sets them apart, which is perfectly
rational given that they compete for students who themselves have varied interests
and abilities.

It is also worth noting that several food scholars have been thinking precisely
along these lines and the ideas presented here have not developed in a vacuum.
Among scholars in the U.S. I could point to philosopher Heldke (2017) and her
work from the perspective of John Dewey about the practical integration of hands
on doing with thinking. The lack of practical application of skills in food studies
programs has been somethingwidely discussed and to some degree courses have even
been implemented to redress the problem. Deutsch at Drexel (2012), Alice Julier at
Chatham with its working farm (McKay 2010), and Trubeck (2009) at Vermont are
all good examples of scholars implementing practical solutions into their programs.
But few have envisioned or been able to implement an entire curricular overhaul
beyond the current disciplines. A fundamental assumption here is that students in
the food professions need to know first and foremost about food and its interaction
with humans before they need to know various disciplinary methodologies.

These thoughts are drawn partly from my own familiarity with food studies pro-
grams in the US and elsewhere, such as those at New York University, Adelaide,
Umbra Institute, SOAS in London and Boston University’s Gastronomy program
where I taught as a Visiting Professor both in person and online for a decade. It is
also drawn from my direct experience of having founded a food studies program at
the University of the Pacific that flourished for three years. That program was not
designed following the principles presented here, but lessons learned there do inform
this essay. That is to say, I am no stranger to the inner workings of a university and
the possibilities of achieving goals in an institutional setting. I am also familiar with
cooking schools ranging from the venerable Culinary Institute in New York to excit-
ing new venues like Brightwater in Arkansas and to some extent my ideas spring
from the fact that I do teach hands on cooking classes and have written cookbooks.

To start it would make sense to describe the objectives of this novel curriculum
and what skill sets a student graduating from it would have mastered. It may seem
somewhat paradoxical to expect a chef or butcher or restaurant owner to be inter-
ested or even able to benefit from academic food study. Likewise, universities are ill
equipped to put students in a test kitchen or in a garden bed, both in terms of material
resources and intellectual scope. University gardens have become a common feature
of late and of course land grant colleges routinely focus on agriculture. But these are
designed to train future farmers and food processors, just as cooking schools train
chefs and universities are really designed to train future academics. It is precisely
this disjuncture and too great a focus on a particular professional niche that will be a
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shortcoming in the future. This is simply because fewer and fewer people are able to
make a living farming. The food industries are also changing so rapidly that groceries
as they have existed in the past century may become extinct as may traditional modes
of marketing and advertising food as emergent media entirely change the playing
field. It should go without saying that few scientists can envision the innovations
that will undoubtedly emerge in the fields of nutrition, food chemistry and biology.
Other food professions are also changing so quickly that business models are having
a nearly impossible time keeping pace. Restaurants and grocery stores operate on
the slimmest of margins. Food writing or at least traditional publishing may well
become extinct. Perhaps most importantly, given the myriad problems in the food
system globally, the inequities of distribution of resources, the prevalence of junk
food, and the environmental threats posed by our mode of food production, who will
be prepared to understand and address these problems systemically?

It would have to be a graduate equally versed in the business of food, how food
is processed, distributed and prepared, and expert in analyzing how people consume
food and how they think about it as an expression of identity. In other words, some-
one with training in entrepreneurship alone will probably not really understand why
people make the food choices they do. Nor will they question why creating the next
Dorito might not be a good idea from a purely business perspective. Without under-
standing people’s intimate psychological reactions to food, how it is presented and
how they believe it will interact with their bodies, how can a restauranteur hope to
capture people’s imagination? Equally how can a sociologist claim to analyze house-
hold cooking practices and so-called deskilling without understanding physically the
daily demand of shopping and cutting up vegetables?

An immediate objection would question whether there is simply enough time
within any program to become even vaguely conversant in such a broad number
of divergent fields. How can someone take courses in science without a number of
introductory classes? The same applies to every other discipline. The demands of
training simply donot allow for suchbreadth of study.Moreover, does itmake sense to
focus exclusively on food, since someone in a business school may end up working
in a different industry and someone teaching history will certainly have to teach
courses unrelated to food. This is precisely why current curricula are too narrow and
restrictive, they pigeonhole students according to disciplines that no longer reflect the
realities of the job market. The future food professional will need an extraordinarily
broad tool kit precisely because we do not yet know the opportunities that will exist,
the way products will be sold or why people will want to purchase them. We do not
yet know the problems that will arise with global warming, how our diet might need
to change and how we will communicate information that people will need to eat
a health-promoting and aesthetically pleasing diet. Again, it is the combination of
theoretical and practical skills that a successful food program will be designed to
teach.

Aswith anywell-structured curriculum, staging levels of understanding is crucial.
It seems obvious that many people involved in the food industries have not had direct
experience with food, or have very little understanding of what people want in their
diet. It might be why so many new products fail, not to mention restaurants. The
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current strategy appears to be tossing anything against the wall and see what sticks.
Naturally profit is the sole criterion for success. It is why we have so many problems
in our food system. Ethics are rarely systematically applied to food production at any
level. When health is concerned, corporations will do whatever they can get away
with until public pressure or legal action forces them to do otherwise. The same is
true for the environment, animal welfare, let alone the just distribution of food across
social classes and globally. There are so many problems with our food system that
it seems of utmost importance that graduates of a food program should be equipped
to address them, whether in the field, kitchen, home or test lab.

I would therefore start the entire program with ethics, a basic introductory course
on what has come to be called food systems. There is an excellent literature on
this and related fields, including food justice, animal rights, and many other topics
such as waste, locavorism and seasonality, food miles, etc. Most academic programs
focus on these, but rarely do other food professions. Conversely, I think the first year
should also include a basic introduction to agriculture and animal husbandry.Without
knowing where the food comes from in the first place and without knowing what is
really involved in raising it, I don’t believe any food program can succeed. At the
center of anyone’s education in a food program, there should also be an introduction
to cooking, including basic hands-on techniques. This is not necessarily entry level
training for a chef, nor simply home cooking skills. Rather it is an explanation of
ingredients, tools and procedures so that students have a real understanding of what
is involved in food processing on the small and large scale. I would include some
basic fermentation practicums such as pickle making, bread making, brewing and
distilling, cheese making, etc. The logic behind this is that so many people today end
up in artisanal manufacturing businesses at some level that they should understand
all these basic procedures. A more advanced class would include butchery, milling
and other potentially large-scale operations of this sort. Anyone working in any food
related field should have a basic grasp of all the above.

The second tier of courses would focus on the manymore specialized professions.
A food writing course should go here, likewise foodmarketing and advertising, and a
basic course in food science and nutrition. Equally important at this level is an entire
course devoted to food communication. This would encompass not only the social
meaning of what and how food itself communicates, but how food professionals
successfully communicate their message across a broad variety of media platforms.
It is becoming increasingly clear that success today and no doubt increasingly in the
future will involve mastery of getting your message to customers and readers and
much of this involves a certain level of technical mastery of blogs, podcasts, social
media, photography and interviewing techniques. This is just as important for the
food writer as it is for the chef, small business owner and even in the larger food
industries. This program should not focus entirely on small scale artisanal operations
or it will cater only to a small and usually elite clientele. That is, our students should
infiltrate the industry to bring both ethical values and aesthetic sensibilities to initiate
reform. Obviously the past century which has focused mostly on legislative solutions
to problems in food production and food equity, animal rights and environmental
concerns has not succeeded. We need people running these corporations with values
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that will change fromwithin and that canweather the tidal changes in public policy as
administrations liberalize and tighten controls at whim. To put it anotherwaywe need
corporate activists interested in fair trade, fair prices, fair wages. These are problems
that some businesspeople recognize but we need an entire shift of sensibility that can
only be achieved when the food movement operates within the industry rather than
shouting from ivory tower.

It is actually the experience of my own food studies graduate students that has
deepened my insight into this question. While some came directly from undergrad-
uate degrees and had not yet chosen a career path, more than half were already
working in food professions. Some were former line cooks, some owned small busi-
nesses like coffee shops or knife stores. There were pastry chefs, food activists, tour
guides, writers, grocers, food bank managers, local food sourcing specialists. These
were people who realized that moving up in their current positions or shifting to
related jobs required knowledge and skills that could only be obtained in an aca-
demic setting. Conversely, I know many food scholars who crave the kinds of hands
on activism that will actually influence human behavior and improve people’s lives.
Ultimately this is why I think an educational path that begins with both will better
equip students to succeed personally and impact the world for good.

The curriculum waits until the third tier of courses to cover the theoretical side
of food studies. It is here that the traditional disciplines would come into play, but
I would not have them taught in the traditional lecture style format. Since students
began with their hands on the practical side of food, they will be conversant in a
kitchen and teaching should even at this level take place standing in front of a stove.
My only personal experience of this kind has been teaching food history courses in
a teaching kitchen with students reading recipes, interpreting and cooking them and
then of course getting a first hand experience of tasting them, which is really the
only way to understand the aesthetic sensibilities of the past. Only then do the wider
lessons of food history really get driven home. For example, you can explain the
complicated medieval trade routes that brought spices like nutmeg and cloves from
the Moluccas all the way to Europe, their expense, the social cache they lent to hosts
who could afford to serve them, the medicinal meaning of how they were combined
according to the principles of humoral physiology, and so forth. But without actually
cooking with the spices and tasting them in a medieval recipe, you really can’t
understand why they had such an enormous impact on global history.

In other traditional disciplines I think the hands-on approach is equally essen-
tial. I once accompanied a colleague, Alison Alkon in the sociology department, to
our local farmers market to see how students interviewed the vendors, charted their
origins, their customers and the produce they carried. The exercise taught method-
ology and implemented theory, but more importantly it showed that the sociology of
food is not detached from real people’s lives. Another example comes from a friend,
Willa Zhen, who teaches food and culture from an anthropological perspective at the
Culinary Institute of America. She has been devising hands on exercises for students
who will ultimately end up as chefs and her forthcoming book on this topic will
contribute to what should be a perfect melding of practical and theoretical training in
food. In the traditional disciplines of history, sociology and anthropology, but equally
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in communications, philosophy, political science as well as the arts and humanities,
breaking out of the classroom setting seems to be the most viable solution to future
curricular challenges. Implementing such a program would require rethinking tra-
ditional disciplinary boundaries but also the radical split between vocational and
professional training. The very idea of a scholar chef and aproned academic defies
the social categories and hierarchy of the professions. But until that occurs we will
continue to have cheap bad food, completely unsustainable businessmodels for every
level of the food service industries, health problems associated with a poor diet and
health care costs passed on the general public, environmental degradation, oceans
over fished, animals treated no better than parts of machine and most importantly,
people below the threshold of poverty barely getting enough to eat while others glut
themselves. These are all problems that can be solved as long as those with the power
and will to effect change are able to implement solutions drawn from their education
and practical experience.
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Chapter 9
Supporting Scholarship: Reshaping a
Vocational Educational Library for
Higher Education

Paul Kloppenborg

Abstract This research explores library support of the scholarship and research
needs of Higher Education (HE) lecturers in a Victorian TAFE (vocational college).
Its purpose is to investigate how vocational libraries, now supporting HE delivery,
can better provide information resources and services for the scholarly information
needs of HE lecturers. The study is an exploratory case study approach for William
Angliss Institute library that draws on the related literature on HE and vocational
libraries, as well as from qualitative semi-structured interviews with librarians from
Victorian TAFE institutes that deliver their ownHEqualifications. The term scholarly
can be defined in an information context, with the library having a role in support-
ing the scholarly information behaviour of lecturers. The study shows that TAFE
libraries support the scholarship of teaching and learning of HE lecturers but are
seen as immature in meeting their research needs. The challenge for the HE TAFE
library is to provide access to the range and depth of discipline specific, quality
electronic information that encourages and facilitates scholarship and research. The
study contributes to firstly, the literature on how libraries can support the transition
from a dominant vocational legacy to a hybrid model supporting both VET and HE
cohorts; and secondly, the necessary prerequisites to help build research capacity and
a HE learning culture within TAFE institute

Keywords Scholarship · Library · TAFE · Information behaviour · Information
needs

Introduction

The Australian post-secondary education sector is divided between vocational edu-
cation and training (VET) and Higher Education (HE). The epistemology of Higher
Education (HE) is based on engagement with knowledge and its pedagogy on student
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merit and grading, not the attainment of competency which is the traditional focus of
vocational education. The words “vocational” “education” and “training” reflect the
complexity and problematical nature of defining VET. According to Karmel et al.
(2008), VET is vocational in intent and instrumental in purpose with skill acquisition
its primary goal. Moodie (2008) argues that the VET sector is practically orientated,
generally encompassing less than two years study for students and based on articu-
lation pathways to the advanced study of HE. Karmel (2011) distinguished the two
sectors ofHEandVETnot byqualification levels or occupational versus career under-
standings, but through different funding, regulatory, teaching and learning styles and
arrangements.

TAFE is the publicly supported sector of VET. In 2002, the Victorian Minister
for Education and Training Lynne Kosky (2002) spoke about reinvigorating TAFE
through skill development in line with industry and a flexible approach to deliv-
ery. TAFE Institutes were encouraged to apply for accreditation of degree delivery
in niche markets on a fee-for-service basis. HE TAFE qualifications are mainly at
diploma, associate degree and degree levels. Generally, they either focus on niche
areas (for example, culinary arts, land management or forensic science), or combine
various disciplines into specific vocational areas, such as aquaculture and environ-
mental studies, or applied business in music. These high level vocationally orientated
qualifications centre on broadening and deepening graduate skills and knowledge,
creating what Tribe (2002) terms “the philosophic practitioner”.

Unlike VET’s national training packages and competency standards, HE TAFE
lecturers are the intellectual custodians of their discipline and define the learning
outcomes and graduate attributes of the curriculum. Implicit in the journey for an
institute to deliver HE in a VET or TAFE institution is the creation of an academic
culture. Academic culture relates to building scholarly capacity in a predominantly
VETenvironment that acknowledges the need for structures that support and facilitate
teaching, scholarship and research. One of those structures, the library, is a key
provider of and intermediator in the information resources and services that assist
scholarly capacity and capability building in TAFE institutions seeking to extend
their HE delivery.

Libraries in VET generally and in TAFE specifically established their informa-
tion services in the context of competency-based training, flexible delivery and work
place knowledge. Traditionally the educational role of TAFE libraries lay in sup-
porting trade or applied courses through curriculum resource-based learning. The
information resources and services of TAFE libraries were shaped through support-
ing traditional models of teaching built on the primacy of prescribed course content
and teacher industry currency.

Supporting infrastructures, such as the library, play a critical part in achieving
the mission of TAFE institutions such as William Angliss Institute in becoming a
recognised part of Australian Higher Education delivery. This research explores how
WilliamAngliss Institute library is transitioning fromVET toHEbased support of the
scholarly information needs of its HE lecturers. The study will utilize an exploratory
case study approach but draw on the researcher’s recent qualitative research data on
library support of HE lecturers in Victorian TAFE.
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Literature Review

Higher Education (HE) is defined in the literature as inquiry into knowledge and
as the development of the mind to critically think, reflect and challenge the nature
of the world (Barnett 1990; Truscot 1951). Whereas epistemologically VET can be
viewed as living in a world of received knowledge, HE lives in a world of created
and contested knowledge. The HE lecturer is constantly questioning themselves not
only about best pedagogical practice, but about the right information, knowledge and
skills to be teaching.

Economic and government policy changes have undermined the previously clear
distinction between the HE and VET sectors. The blurring of the traditional divide
between sectors is evident in the increase in the number of institutions providing
both types of education- the University providing vocational entry qualifications,
VET providers and some TAFE institutions teaching applied or practically oriented
HE programs and an increasing number of Registered TrainingOrganizations (RTO),
that do both.WilliamAngliss Institute is one of five current Victorian TAFE institutes
delivering its own HE and VET qualifications. Unlike Australia’s seven dual sector
universities, defined by Moodie (2010) as having at least 20% but less than 80%
student enrolment in each of its sectors- HE and VET, William Angliss Institute is a
mixed sector institute, delivering their own VET and HE qualifications outside their
initial establishment and the sector of the majority of their enrolments.

Scholarly Information Need

A principal institutional requirement of HE accreditation for TAFE institutions that
allows delivery of HE qualifications is teacher scholarship. Scholarship involves the
exchange and dissemination of new ideas and practices, especially in relation to
disciplinary knowledge and is central to HE.

Scholarly information refers explicitly to the role information plays in the con-
duct of research and production of scholarship (Palmer and Cragin 2008). Scholarly
information need relates to whatever information is needed to produce, create, orga-
nize, manage, preserve, disseminate, access or exchange scholarly output (Adigun
et al. 2013). Scholarly information need also highlights the data, information, and
training services that target an academics’ information need (defined by their subject
area or discipline) which is relevant and meaningful to their scholarly development
(Greenstein and Porter 1998).
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Higher Education Libraries and Information Needs

Cisse (2004) states that the academic library is the access point to the information
services and resources that support the Institute’s teaching, learning, and research
missions. Rethinasami (2009) outlines the library’s role as a facilitator between schol-
ars and their information needs in three key areas. These areas are the selection and
creation of content, organization of content to enable access, and the preservation of
content for ongoing use. Each function supports the information needs of scholarship
through facilitating interaction in an inter-disciplinary knowledge space. All three
areas inform a debate between library intentions and its specialized functions that
strategically serve institutional scholarly priorities, based on collaboration between
teachers and the library.

TAFE Libraries and the Vocational Curriculum

The TAFE sector’s constant re-structuring since the 1980s fashioned a fragmented
and localized identification of the TAFE library’s role. McIntyre and Hardy’s (1988)
seminal study of Victorian TAFE libraries placed TAFE libraries within the national
reform framework of industry focused student learning and competency based train-
ing (CBT). Booker et al.’s (1995) report Focus on Learning, similarly aligned TAFE
libraries to a service and flexible deliverymodel of information serviceswithin aVET
framework. Historically, this reinforced the TAFE library’s identity as a resource-
based and learning support focused service catering for work-ready knowledge and
skills to a predominantly diverse and part- time student cohort. This was illustrated
in non-research orientated library services such as purchasing class sets of books
for teaching, one-on-one assistance for literacy and numeracy issues and the sup-
ply of teacher centric self-paced learning packages. TAFE library resourcing and
collections were built to meet the need of relevant lower certificate level vocational
qualifications centred on classroom-based teaching practices.

The perception was that TAFE libraries occupied a service rather than educational
role. This stemmed from a number of reasons including a community attitude valuing
VET for its training emphasis and the outcome driven environment (Groenewegen
1987). TAFE libraries, established to provide non-university orientated information
services for a wide socio-economic cohort, aligned their strategic goals to support-
ing a varied clientele, often part-time and entering post-secondary education with
low levels of literacy, numeracy and computer skills (Volkoff et al. 2008; Milne
et al. 2006). Unlike the research support provided by university library services for
higher level qualifications, TAFE libraries modelled their resources towards sup-
porting vocational models of teaching. This view emphasized the TAFE library as an
information resource gatherer and distributor rather than as a contributing educative
partner to teaching departments (Leong 2007).
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HE TAFE Libraries

Responding to this global trend towards meeting workforce needs, in 2005, a num-
ber of Victorian TAFE institutions positioned themselves as HE providers of applied
degrees. This was a proactive response to national strategic education goals and rec-
ognized skill shortages. It mirrored the changing needs of individuals and businesses
and stronger pathways to knowledge and skills beyond work-based learning.

The resultant mixed sector TAFE library supported both the VET and HE teacher
and student. It catered for different learning styles based on the nature of the curricu-
lum. The critical shift fromVET asmodule and competency based, and HE as requir-
ing greater academic rigor, was reiterated in the library’s importance to a student’s
critical thinking and research skills. A shift away from simply meeting required VET
assignments towards a mix of HE assessment increasingly placed the library’s role
in terms of partnered responsibility towards supporting the well-rounded graduate.

The term scholarly has to be defined in an information context. As such, the TAFE
library has a role in supporting the scholarly information behaviour associated with
HE.AnygapbetweenHEdepartments and the library related to themeeting the schol-
arly information needs of HE staff and students. This is demonstrated in the need
for expansion of library resources, especially online databases, and direct teacher
assistance, especially in referencing, information literacy and research. The intro-
duction of HE into TAFE enabled TAFE libraries to push through cultural change,
empowering Library Managers to expand collections, facilities and services. HE in
TAFE has altered institutional teaching and learning strategies, with libraries now
a more important stakeholder and partner in the transition to a hybrid educational
institution.

Methodology

The interpretivist paradigm emphasizes a qualitative research methodology and is
congruent with field work and an exploratory research intent (Benbasat et al. 1987).
Qualitative research is used when the research question centres on the need to collect,
interpret and make judgments about data that cannot be measured, for example what
people say and do, and why (Bryman 2008; Creswell 2007; Neuman 2011; Walsham
2006). A qualitative approach was used because the focus for the study was an
empathic uncovering of the shared practices and meaning of librarians within the
scholarly information domain of library support of HE delivery in TAFE.

A case is defined as “a phenomenon of some sort occurring in a bounded context”
(Miles andHuberman 2010: 25). The phenomenon is themove of HE into TAFE. The
bounded context is William Angliss Institute which commenced delivering its own
HE qualifications in 2007. A case study method is suitable for research questions
that seek to provide rich descriptions or insightful understanding (Merriam 1988).
This study seeks to explore the views of HE TAFE librarians in the sector as well
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as the researcher’s own views of the transition of a library from a VET focus to a
hybrid VET/HE model.

This study draws on interviews conducted with twenty librarians from across the
HE TAFE sector as a principal source of data. Interviewing is a qualitative technique
that stresses the importance of human behaviour through language. It is a basic mode
of inquiry that seeks understanding via personal lived experience and the meaning
derived from that experience (Robson2002). Semi-structured interviewswithLibrary
Managers, liaison and reference librarians were conducted as part of the researcher’s
Ph.D. study between February andAugust 2015. Ethical approval (300/2014/25) was
received in August 2014. Pseudonyms were assigned to participants to protect their
anonymity. The library sample was purposefully selected by the researcher as they
represented principal conduits and facilitators for reference, information resourcing
and other library services to HE lecturers. Data analysis is the process of making
sense out of one’s data (Merriam 1988: 127) and is a continual iterative exchange
between collection and interpretation. Data analysis commenced as the data was
collected. Initial and focused coding protocols were employed to distil down key
themes. Key themes informed the discussion section and the researcher’s own case
study commentary on the William Angliss Institute library.

Findings

Library participants believed that HE lecturers appreciated librarians for the personal
element of the library service provided.While resources such as databases, textbooks,
subject guides and electronic informationwere valued and important for HE delivery,
it was the library as student space and librarians, as a link between their teaching
requirements and student access, that was most appreciated. Librarians believed that
lecturers’ use of the library related primarily to their teaching needs but that library
support of HE research was in terms of resources for teaching currency and the
updating of knowledge in their discipline area. While some participants referred to
the research needs of the lecturer,most referred to the context of sourcing information
used for the courses being delivered.

When asked by the researcher to list what resources and services were offered
to lecturers to support their scholarly information needs, the following participant
comments were typical.

EBooks, databases, streaming videos and books on the shelf DVDs (John)

The capacity to put together resources such as readings and journals and online resources
that are relevant to the curriculum (Rosemary).

Library orientation tours and database classes (Terry)

Thefindings indicated that librarians believedHE lecturers used avariety of library
information services and resources to support their scholarly information needs.
These included physical and online resources, library space, and research support for
teaching and training and information skills classes for students. Library participants
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were cognizant that the library focused on meeting HE student and teaching needs.
Interviewswith librarians described the wider research and scholarly needs of the HE
lecturer in terms of providing physical and electronic collection depth, especially in
relation to multiple textbook and level and specialized databases with less restricted
licensing.

When it came to what HE lecturers wanted from the library, the following com-
ments from librarians were indicative of the consensus to expand physical and elec-
tronic resourcing, as well as providing more one-to one student and research support.

Information service that is more expansive than it currently is …coming from in the form of
more extensive databases subscriptions (Charles)

Wanting more involvement with the Department (Bob)

What they ask for are multiple copies of any given title that students are going to use to be
made available straight away (Shonah).

HE lecturers wanted current information, immediacy and speed of access to that
information as well as a greater range and depth of scholarly information available.
This higher level of academic resourcing and services referenced a university library
context but with the proviso of the TAFE library’s vocational legacy. The blend
of library resources and services, supportive both VET and HE staff and student
cohorts, was indicative of the need for greater library support in regard to resourcing,
collections and staffing to adequately cater for the wide range of clients.

According to participant discussion, the challenges for the VET based library
transitioning to support HE delivery centred on library identity, institutional recog-
nition, librarian up-skilling and the need for relationship building from the library to
both HE lecturers and HE departments. Librarians understood that the library was “a
hybrid…in transition” (Joan) or “a VET [library] supporting Higher Education and
changing to cope with … all the issues that it involves” (Cassie). Many librarians
emphasized that institutional support extended beyond the library as a requirement
for the accreditation of HE degree delivery. Re-shaping the TAFE library from its
VET heritage to a more supportive scholarly partner in HE TAFE and its applied
teaching and research focus, necessitated an expansion in electronic resources and
services.

LiaisonwithHE lecturerswas viewed asmore demanding thanwithVET teachers.
Challenges related to realizing the library’s importance as an inclusive partner and
not just an adjunct to the institute’s teaching and learning strategy. HE and its implicit
scholarly focus implied firstly, a shift in the library collection from amore operational
and generic information emphasis to the scholarly and peer reviewed focus of HE;
and secondly, accompanying changes in the knowledge base of librarians.

The findings indicated that librarians wanted to be more involved in assisting with
the scholarly information needs ofHE.Throughpositioning the library in the teaching
space andmaximizing support through “the academic rigor of the collection” (Moira),
the library could not only back up teaching and student success but supportHE staff in
their scholarship and research. The findings from this study confirmed library support
of HE lecturers in TAFE related to the library as a student space, to resourcing,
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especially database expansion and to library services, in particular the out-reach
liaison activities of librarians.

Conclusion

The findings showed that TAFE libraries supported the scholarship of teaching and
learning of HE lecturers by the variety of information resources and services they
provided. While TAFE libraries were seen by participants as “developing” and “em-
bryonic” in meeting the research needs of HE, they were appreciated and valued
for what they afforded the teaching and learning strategies of their institutes. The
transition to supporting research struggled against providing the range and depth of
information resources, particularly online, that could meet all the scholarly needs of
HE lecturers. This was because TAFE libraries now supporting HE were established
on a VET physical collection legacy and lacked the range and depth of electronic
information resources generally associated with a university library.

Nevertheless, librarians believed they could support the scholarly information
needs of HE lecturers by being targeted, proactive and nimble in response, through
the information resources and services they provided, to the scholarly information
requests they received. The principal challenge for the HETAFE library, andWilliam
Angliss Institute library in particular, was to provide access to the range and depth
of discipline specific, quality electronic information that encouraged and facilitated
scholarship and research. Librarians viewed HE lecturer scholarship as a shared
responsibility. This viewwas expressed as a commitment to providing the resourcing,
collections and staffing intent of a HE library. While aspiration of the resourcing
associated with a university library, the HE TAFE library vision reflected a hybrid
HE and VETmodel that emphasized active information services aligned to research,
teaching and student requirements. Supporting the scholarly information needs ofHE
required skilled librarians, distinct HE services and closer liaison and partnerships to
departments. Beyond the dependency of the library for HE accreditation purposes,
librarians saw their role and function in terms of expanding information resources
and services while working collegiately in the space of HE.

Institutional support is required to provide what HE lecturers need for their schol-
arly information. These needs relate primarily to improvements in library space,
information resources, mainly databases, equipment for students and finally, ser-
vices that support teaching and learning. The introduction of HE delivery in the
William Angliss Institute was a catalyst to shift library services from the print based
and teaching driven resources associated with a VET curriculum to a more open,
online and expanded information service aligned to the needs of HE. VET was asso-
ciated with a library browse culture as opposed to the more targeted needs of HE.
The opportunity of HE delivery in TAFE was reflected in pushing for increased
databases, improved research skills training and expanded liaison support with the
HE department. Doubling HE library liaison support in 2017 provided an opportu-
nity to establish relationships with HE lecturers. Expanding database suites from a
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generalist focus to specialized electronic information was indicative of the transition
to the more scholarly and peer reviewed information content required for HE teach-
ing and research. Providing “Google-like” discovery searching through the library
catalogue and off site remote access to that information, exemplified a change in the
TAFE library from a resource provider to a facilitator in information provision.

Supporting the scholarly information needs of HE required skilled librarians,
distinct HE services and closer liaison and partnerships to the faculty. This included
a desire from the library to be embedded in the curriculum and to be delivering
information literacy and research skills toHE staff and students. TheWilliamAngliss
Institute library recognized that support of the scholarly information needs of its
lecturers requires understanding of their needs. By implication, better marketing and
liaison serviceswere necessary to embed the library’s presence intoHE conversations
and relationships. Articulating a role beyond just an add-on student service requires
institutional support to provide what HE lecturers want from the library, namely
support for their teaching and students, and where possible, their research needs.
The metamorphism of the TAFE library to a HE VET hybrid library centred on
information access and improved and targeted resource provision. For the future
development of the William Angliss Institute library, the strategic HE vision was
about knowing exactly what HE students and staff wanted and then delivering the
information resources and services that met those expectations.

Future Considerations

• Demonstrating scholarly capacity is a required step towards future university
accreditation. In the study, the library’s role related to how it supported the
Institute’s research and scholarship strategies. This can be achieved through the
resources and services that support the scholarly information needs of its students
and lecturers.

• The research showed the library’s role in building scholarship and research in
VET and HE in two main ways. Firstly, by contributing to the literature on how
TAFE libraries can support the transition from a dominant vocational legacy to
a hybrid model supporting both VET and HE staff and students; and secondly,
understanding how the library is a necessary prerequisite to building research
capacity and a HE learning culture within a TAFE institute.

• Thevocational/professional nexus is embracedbydemonstratinghow the scholarly
information resources and services that a library provides for itsminorityHE sector
can influence the educational and knowledge space of its majority VET sector. The
study showed how both HE and VET staff and students can benefit from a library’s
expansion of its services, space and collections.

• HE delivery is changing and is no longer exclusive to universities. The study
revealed the library’s contribution to building a scholarly and research culture
within a non-university context. The study has relevance for similar transitioning
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libraries internationally within the Further Education, Community College and
Polytechnic sectors.

• The implication for practice relates to the institutional support required to provide
what lecturers need for their scholarship, namely improvements in library space,
information resources, equipment, and services.

• The lessons that can be drawn for the HE and VET sectors in Australia and inter-
nationally is that information resources underpin scholarship and research. The
library’s role is to provide a first choice for peer reviewed quality information for
lecturer scholarship. This requires Institute investment in information resources
and the flow on effect, namely the confidence and belief by lecturers that they
can access anywhere and anytime, the range and depth of scholarly content they
require.
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Chapter 10
Better Together: Negotiating the Tension
Between Liberal and Practical
Knowledge in Event Management
Curriculum Design

Jeffrey Wrathall and Lynn Richardson

Abstract In a rapidly changing landscape, curriculum designers are under increased
pressure to develop higher education courses that meet the needs of industry whilst
ensuring that students engage with complex issues, developing broader views as
global citizens. This chapter uses a case study approach to assess a curriculum design
model that blends broader liberal and industry relevant subjects in aBachelor of Event
Management qualification. A qualitative research method was used to collect student
and external academic feedback on the course design. Findings indicate that the
delivery of liberal subjects in each year of the course enriches students understanding
of more industry focused subjects and that the industry focused subjects provide for
deeper discussions in liberal subjects.

Keywords Higher education · Pedagogy · Event industry · Graduates

Introduction

Over recent decades,Australia’s higher education and vocational education and train-
ing (VET) sectors have been characterised by rapid change and high levels of com-
plexity (Brew 2010; Marginson 2007). At the same time, Australian industries such
as events and hospitality have experienced high levels of turbulence and rapid growth.
In the events industry, the staging of a broad range of major and mega events, culmi-
nating in the Sydney Olympics of 2000, led to the expansion of event organisations
and “ushered in a new era of sophistication and professionalism for the Australian
events industry” (Wrathall and Gee 2011: 12).

The number, size and complexity of events has expanded rapidly and led to an
increase in the demand for graduates capable of designing, developing and deliv-
ering those events, as well as a cadre of teachers and academics skilled and expe-
rienced in the relevant industries. By the early 2000s, event management programs
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and programs concerned with allied areas such as hospitality and tourism, began
to penetrate the higher education sector. Undergraduate and postgraduate programs
in events management and hospitality management have gained a particularly wide
appeal amongst domestic and international students in Australia.

The practical nature of these industries and perceptions about the required knowl-
edge, skills and expertise pose particular challenges for the pedagogy and curricu-
lum in higher education. Employers tend to value highly practical and hands-on
employees, often with a strong perceived emphasis on the application of basic project
management tools and techniques. These tools of the trade include designing and
managing event programs, timetables, schedules, run-sheets, scripts and checklists.
Prospective events students generally share this view and are attracted to event man-
agement programswhichmatch their vocational education orientation. Such require-
ments appear to be consistent with a traditional VET competency-based approach to
pedagogy and curriculum.

However, particularly for professionals in the events industry, a more thorough
examination reveals that the knowledge and attributes currently required comprise
a broader range of high-level cognitive skills that are necessary to develop event
themes and concepts, develop and negotiate event marketing strategies, provide cus-
tomer and other stakeholder services, and deal effectively with a broad range of com-
plex financial, human resource, security, risk, legal, environmental and emergency
management issues. Furthermore, there has been considerable debate in recent years
about the extent to which a vocational focus ignores the need for liberal reflection
(Belhassen and Caton 2011).

Consequently, a key question explored in this chapter is the manner in which
degree programs may be designed to meet dual objectives. The first is to satisfy the
needs of industry, the perceived need for practical and vocational, hands-on skills
and competencies. The second involves addressing the need for broader, higher level
knowledge and expertise with a focus on critical and strategic thinking, a capacity
for liberal reflection, and a capacity to create, rather than simply retain, knowledge.
Hence, after reviewing the relevant literature, this paper adopts a case study approach
to explore how, and the extent to which, these dual imperatives of vocational and
liberal education may be achieved.

Event Management as a Field of Study

Although a relatively recent field of study, people have gathered in both spontaneous
and managed events ‘throughout eternities’ (Nelson and Silvers 2009). In current
economic terms, the events industry is exclusively concerned with planned events.
A review of the literature reveals that some authors postulate that the field has yet
to achieve the level of a profession (Jiang and Wood Schmader 2014; Nelson and
Silvers 2009), however the growth of research and event management curriculum
heralds this progression. A signpost on this journey is the promulgation of the Event
Management Body of Knowledge (Silvers et al. 2006), a framework that can be used
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to guide curriculum development. In Australia, the recent development of thresh-
old learning outcomes for event management degrees has further formalised event
curriculum (Gross et al. 2017). Other indicators of increasing professionalisation
includes recognition by academia through the growth in accredited qualifications
ranging from vocational certificates through toMasters qualifications, and the devel-
oping body of research in the field. In their 2016 comprehensive review of event
tourism research, Getz and Page highlight the expanding role that planned events
have on destination attractiveness, economic growth and government policy.

The growing impact and visibility of planned events, particularlymega events such
as the Olympic games, televised music festivals and world championship sporting
events, has seen a corresponding growth in demand for event-based qualifications.
This has incited the development of new courses predominately in North America,
United Kingdom, New Zealand and Australia (Barron and Leask 2011; Getz 2002;
Junek et al. 2009). International interest in formal qualifications in the field has seen
expansion into new regions such as China and Korea (Lee et al. 2009). In concert
with the growth in these qualifications and the number of academics teaching and
researching in this field there is a broad and developing body of literature relating to
the events industry, events studies and event tourism (see for example: Bladen and
Kennell 2014; Getz 2002, 2008; Getz and Page 2016; Jiang and Wood Schmader
2014; Kashef 2015; Mair 2011; Merkel 2014).

However, the Australian Higher Education landscape, particularly in universities,
has seen dramatic change over the past five years with many universities disbanding
or subsuming faculties in the specialist areas of Tourism and Hospitality, in which
Event Management was often situated, merging many with Business or Commerce.
The Australian Good Universities Guide website currently lists 23 undergraduate
qualifications in event management, significantly nearly half of which are a Bachelor
of Business and only two a Bachelor of Arts. Given the change in faculty focus, it
is unsurprising that curriculum designers are under increased pressure to privilege
practical business skills over liberal knowledge, specifically in event studies.

Reviewing the literature dedicated to events, it soon becomes apparent that whilst
the inclusion of liberal and critical content in hospitality and tourism courses has been
discussed for some time (Morrison and O’Gorman 2006; Lashley 2004, 2006, 2008,
2009, 2015; Dredge et al. 2012; Tribe 2002; Airey 2016; Gross andManoharan 2014,
2016) there isminimal discourse in this field related specifically to eventmanagement
curriculum. Getz in his various works provides a clear narrative regarding the field of
event studies and outlines potential research agendas to progress this field but there
is little evidence that this has translated into curriculum design. Practical application,
industry relevance and graduate outcomes dominate the literature in this area, perhaps
reflecting the pressure that many universities (and the incumbent academics) feel to
provide industry ready graduates (Barron and Ali-Knight 2017) in an increasingly
marketised environment (Wheelahan 2007).

Despite this pressure several authors have noted the disparity between industry
expectations and graduate abilities. Nelson and Silvers (2009: 38) conclude that
the there is a “lack of consistency and clarity around event management courses”
which contributes to industry skepticism regarding qualifications in the field, and
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Robinson et al. (2008) raised the question of whether industry valued graduate’s
management skills and capabilities. However, whilst an increased focus on practical
skill development is advocated by industry, students and some authors (Bladen and
Kennell 2014), Gross and Manoharan (2016: 52) speculate that given the level of
skills development undertaken by employers in the Tourism, Hospitality and Events
industry an “overemphasis on skills during academic study might be a waste”. In
the related area of Hospitality Management, a growing body of academics have
raised the need for greater inclusion of liberal subjects into the curriculum to avoid
the deterioration into a purely vocational mindset (Botterill 2000; Morrison and
O’Gorman 2008;Morrison andO’Mahony 2003; Lashley 2004; Lugosi and Jameson
2017).

In his 2008 paper Getz identified that the majority of events related education
fell into one of two categories which encompassed either a hands-on (vocational)
approach or the application of genericmanagement theory to the events industry. This
echo’s his earlier work where he warned of “falling into the trade school trap and
avoiding difficult theoretical, methodological and ethical issues” (Getz 2002:13).
In the field of hospitality Lashley (2004: 414) describes this focus as the study
‘for Hospitality’ rather than ‘of Hospitality’ (2004: 414). Mirroring debates in the
Hospitality fields (Botterill 2000; Lugosi et al. 2009; Slattery 2002), events can be
considered from a purely ‘industry’ perspective focusing on management skills and
economic benefit or fromamore critical perspective.Robertson et al. (2012) highlight
the need to link theory with practice and the ability to reflect on this relationship in
order to facilitate the co-creation of new knowledge and workplace practices. Bladen
and Kennell describe events as “artefacts of human culture” (2014: 5) elevating the
field beyond a management practice. Described as multidisciplinary (Getz 2008;
Nelson and Silvers 2009; Ryan 2016) studies in events are informed by a suite of
established disciplines such as anthropology, geography, psychology, sociology and
economics. Although Robertson et al. 2012 locate event management education in
the field of business studies, given the depth of complexity of the field, Ryan (2016)
concludes that established educational practices designed for business management
are not adequate for the study of event management.

Examining the balance between liberal and vocational education, Gross and
Manoharan (2016) concluded that students preferred the practical and ‘real world’
experiences over theoretical aspects of their studies, however they raised the con-
cern that a focus on skills is often related to a particular work environment, echoing
concerns raised by Rata (2012) and Wheelahan (2007) regarding the stratification of
knowledge. Morrison and O’Gorman (2008: 220) advise that educationalists need to
achieve an “appropriate blend of the liberal, reflective and contemplative alongside
those of the vocational, pragmatic and practical educational processes”.

In contrast to vocational knowledge which is categorised as the knowable, liberal
knowledge is conceived as the unknowable (Morrison and O’Mahony 2003; Whee-
lahan 2007). Liberal knowledge deals with issues of ‘gender, identity, otherness and
place. Politics and culture, legacy and impact’ (Getz 2002: 18). These topics have
become critical to the study of event management most recently due to growing
awareness and regulatory requirements in relation to inclusion, sexual harassment,
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legacy, environmental and cultural impact. The growth in movements such as Safe
Spaces at festivals and the call for an all female major music event in highlight the
complex issues with which event management students must now engage.

Based on Tribe’s ‘Philosophic Practitioner’ (Tribe 2002), Dredge et al. (2012)
conceived a framework to map the Tourism and Hospitality curriculum space. Por-
trayed in this framework is the tension often experienced by curriculum developers
navigating the perceived divide between skills and capabilities, and (liberal) knowl-
edge. Gross and Manoharan (2016: 44) discuss ‘an optimal balance between liberal
and vocational values’, whilst Dredge et al. (2012) consider both balance and inte-
gration of liberal and vocational education to be essential. Morrison and O’Gorman
(2006) however phrase this in terms of a ‘blend’ inspiring a vision of complementary
rather than adversarial ways of knowing.

Case Study Context

An Australian mixed sector tertiary institute was selected to as the focus of this case
study. The Institute has been delivering higher education in its specialist fields of
foods, tourism and hospitality since 2007. Initially delivering two four-year bachelor
programs, in 2013 the institute commenced a program of significant growth through
the design and development of new higher education courses. Between 2014 and
2017 accredited higher education programs increased from 2 to 24 ranging from sub
bachelors through toMasters programs.Underpinning the success of the development
of these new programs was a curriculum framework centered on four strands of
learning outlined in Table 10.1.

Unlike the research undertaken by Gross and Manoharan (2014, 2016) where
graduates commence in a vocational institute and thenprogress to a university campus
to complete the latter part of the qualification, the curriculum model under review
is designed to integrate liberal education from year one with students who articulate
into the program from vocational courses still required to complete each of these
subjects (Table 10.2). This encourages students to view all their subjects through a
dual lens. Not just from an industry perspective but also developing a broader view
as a global citizen.

Delivery of the Bachelor of Event Management commenced in February 2015
and a first review of the course was undertaken at the end of 2016 at which stage all
subjects had been delivered at least once. As an addition to this review a research
project was instigated with the specific aim of determining student satisfaction with
the structure of the course and in particular the integration of liberal subjects.
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Table 10.1 Strands of learning

Strand Focus

One ‘Studies of’ Situated within the liberal/critical domain these
subjects take students beyond the current industry to
challenge ways of thinking and provide broad
perspective. Students also develop research skills
through embedded practices based on the research
skills framework

Two ‘Studies for’ Drawing on current industry practices with an applied
focus this strand encourages students to move from
‘how to’ to speculating about what is to come. Skills
to operate in the industry today are balanced with
knowledge to prepare and lead in the industry
tomorrow

Three Enabling Provides transferable management skills
contextualised for the tourism, foods, hospitality and
events industries

Four Electives Provides scope through electives for students to
customise their learning

Table 10.2 Bachelor of Event Management subject matrix
Year one—operations Year two—management Year 3—challenge and

innovate

Developmental
strand\delivery
stage

Semester one Semester two Semester one Semester two Semester one Semester two

Strand one
studies

Key concepts
in event
studies

Iconic Events Politics and
culture in
international
events

Strand two
practices

Fundamentals
of event
practices

Event design Project
management
and logistics

Marketing and
communica-
tion for
events

Business
development
in the events
industry

Event
evaluation and
innovation

The events
industry

Catering for
the events
industry

Event
stakeholders

Sustainability
for the events
industry

Strand three
enabling
subjects

Management
and communi-
cation

Financial
concepts

Introduction
to marketing

Risk and legal
issues

Revenue
management

Strand four
electives (up
to two
electives per
year)

Foundation
academic
communica-
tion
skills

Elective Elective Elective Elective Elective
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Table 10.3 Interviewee characteristics

Interviewee Type Gender Industry
Experience

Exposure to previous
tertiary study

Academic
program
design
experience

SI1 Student Female Substantial None None

SI2 Student Female Limited Commenced but failed
to complete previous
degree courses

None

SI3 Student Female 2 years Diploma in Event
Management

None

AI1 Academic Male Substantial Ph.D. Substantial

AI2 Academic Male Substantial Completing a Ph.D. Substantial

Method

As the purpose of the project was to investigate satisfaction and experiences of cur-
rent students a qualitative research (Kervin et al. 2016) approach was adopted. This
included five semi-structured interviews (Creswell 2009), three with current students
and two with Melbourne-based academics that have had broad and extensive expe-
rience with the design, development and delivery of a range of academic programs
including Event Management. Interviews were recorded and transcribed for analysis
using a grounded theory approach, allowing the meaning to emerge from the data.
Key characteristics of the interviewees are set out below in Table 10.3.

Findings

Each of the students interviewed were very positive about their experience in under-
taking the program. While the reasons varied, they all expressed the view that the
program had captured their interest, they had benefited in terms of what they were
learning, and they had gained new perspectives and insights. For example, comments
included:

I find it absolutely fascinating to look at an event from a conceptual and theoretical perspec-
tive…I’m understanding what’s the bigger picture going on here (SI1)

this one is probably the one that’s maybe taken my interest the most because the subjects
are so relevant (SI2)

I remember my first semester it surprised me how much I liked studying…I felt like I was
getting smarter (SI3)

Despite coming from quite different backgrounds, all student interviewees
expressed an appreciation of both the broad theoretical and the practical, industry-
specific elements of the program. Moreover, they identified a number of specific
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strengths that characterised the program. These included an academic focus and the
provision of academic skills that equipped students with the capacity to think and
write in a clearer, more precise and more scholarly manner, and to understand events
at a more conceptual level.

In this regard, a number of subjects were specifically designed to ensure that the
program could clearly be delivered at degree level. For example, Foundation Aca-
demicCommunication Skills seeks to provide essential academic and critical thinking
skills to prepare students for the academic demands and assessment requirements
that they need in later degree level subjects:

I found that I started to write, I guess, like an academic, in a sense. I would never have, in
TAFE, worded things the way that I now word things, and I find myself actually in my job
writing a lot better in terms of the words that I use (SI3)

Hence, this subject had been extremely useful in the transition from diploma to
degree level studies. In addition, the student not only gained the ability to write in
a more scholarly manner but also in a way that was more useful and effective in a
practical, industry context. On the other hand, key learning objectives associatedwith
Strand 1 subjects (see Table 1) seek to embed more advanced research and inquiry
skills that facilitate a sound appreciation of more theoretical concepts, frameworks
and models, as well as a more scholarly approach to learning as indicated in the
following comments:

I just remember learning so much in those (subjects), maybe because it was early on. I just
remember talking about event legacies and things like that (SI3)

I think you’ve covered the important theoretical issues that I think is necessary for students
to understand but you’ve been able to manage that with the practical side of it so you’ve got
a very good mix of theory and practice (SI1)

Strand one is the obvious one because it contains…the theoretical subjects (AI2)

While some student interviewees acknowledged the theoretical nature of these
subjects, they also appeared to value the provision of other more industry-based sub-
jects that still demonstrated a sound theoretical basis. One example is the following
comments about Project Management and Logistics:

I’ve been doing project management for myself for years and years and years, and all the
trade shows and things. But now I actually understand the words, the labels, the proper
sequencing, why the evaluation, what are all the pieces. (SI1)

Also, with regard to Catering for the Events Industry:

you’re approaching it from a more academic aspect…we did a catering plan. That was a
practical application; we had all that theory. (SI1)

Other specific strengths that student interviewees identified as characteristic of
the programwere the links that existed between various subjects, the inter-connected
nature of the degree as a whole, and the balance between theory and practice. For
example:

I do think that there’s a good balance, I think that it does lean slightly more towards more
information based than practical based, but not in a negative way (SI2)
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And in terms of an appropriate balance between theory and practice throughout
the program:

I think this is great, this is really well balanced; I think it’s been thought through pretty
well…it’s all absolutely connected to what I want to do in events, I think. The choice of
courses (is) completely relevant; I think they were well chosen subjects. (SI1)

Similar sentiments about the balance between theory and practice are expressed
as follows:

there’s nothing more practical than a good theory…I think the link is very strong…in some-
thing that’s a practitioner-oriented program the theory and the practice, to me, hold together
fairly well and there’s a good balance between theory and practice and from what I can see
in the structure of the program (AI1)

that combines a nice theoretical and practical mix so that’s a good set. At the same time the
large number of event specific subjects clearly differentiates from any other event degrees
that I’ve looked at. (AI2)

In terms of inter-connectivity amongst subjects and topic areas:

Everything is connected. So that connection, I think, is great to be able to be able to dabble
into so many other little areas. (SI1)

Relevance and the industry-specific nature of subjects in the program was also
highlighted as follows:

whilst (the subjects) are academic-based, they’re still relevant to onsite skills (SI3)

More specifically, with regard to Politics and Culture in International Events:

like politics and culture, for example, if I was organising Olympics or World Cup, bigger
corporate events, yeah that stuff would be relevant. (SI3)

And with regard to Human Resource Management:

I did HR most recently, I definitely find that theory very, very relevant…I’ve actually imple-
mented a lot of those sorts of things in my workplace whilst doing recruiting and things like
that, so that’s something that I’m actually doing whilst I’m working.

Hence, not only the industry relevance of degree subjects but also the diversity of
those practical subjects was regarded as a key feature of the program.

The structure of the program, the value of the various strands and hence, links
between theory and practice were highlighted as follows:

the structure, to me anyway, is sequential, is logical and it leads through to a very solid level
seven AQF exit point. (AI1)

there’s a very large number of event specific subjects included in (Strand 2)…and I think
that’s excellent (AI2)

On the other hand, student interviewees did not specifically identify the program
structure when discussing the degree.
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Conclusion

The key purpose of this paper was to explore the manner in which degree programs
may be designed to effectively satisfy dual needs: the need for vocational, hands-on
skills and competencies; and, the need to develop a capacity for liberal reflection
and the ability to create, rather than simply retain knowledge. Satisfying these dual
needs goes well beyond simply achieving an appropriate balance (Dredge et al. 2012;
Gross and Manoharan 2016). Rather, the key focus becomes the extent to which one
perspective informs the other. Viewed through this lens, there is no real trade-off
between liberal and vocational subjects. The addition of liberal subjects enriches a
student’s understanding of industry realities,while themore industry specific subjects
provide the context for those liberal, more theoretical subjects. With this in mind,
the curriculum model includes liberal subjects from year one to encourage students
to view all of their subjects from both an industry perspective and the perspective of
a global citizen.

The results of this study clearly indicated different but very positive perceptions
amongst student interviewees about their learning experience and the insights gained
as a result of their study. In particular, the blend of theoretical and industry specific
elements of course content was recognised and appreciated as beneficial to their
understanding of event studies. Furthermore, this mix of theory and practice, and
the associated synergistic benefits, was clearly identified as positive aspects of the
program by academic interviewees.

Specific strengths of the program that were identified and discussed by student
interviewees included: the provision of academic skills that equipped them to cope
with the academic challenges of a degree-level program; a theoretical focus that
facilitated an understanding of events at a more conceptual level; the provision of
practical, industry-specific subjects that were consistent with that theoretical focus;
an appropriate balance between theory and practice; and, a high degree of inter-
connectivity amongst various elements of the degree program. The program structure
and the associated synergistic benefits referred to earlier were not clearly articulated
by students but could be regarded as implicit given comments that demonstrated an
appreciation of the theoretical and practical, as well as the inter-connectivity that
exists in the program.

An educational program that lacks theoretical and academic rigor, as well as
the inclusion of subjects in the liberal/critical domain may clearly be regarded as
inappropriate for degree level study. At the same time, industries such as the events
industry demand a focus on practical, vocational, hands on skills. Incorporating
both perspectives would appear to be essential and the potential synergies have
been highlighted in this study. Further research is required to clearly establish the
optimummixof subjects, aswell as strategies to facilitate achievement of the potential
synergistic benefits such that theory informs practice and practice provides a context
that allows for a richer and more informed understanding of relevant theory.
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Chapter 11
Mobility as the Teacher: Experience
Based Learning

John O’Donnell and Laurin Fortune

Abstract Experiential based learning is a pedagogical approach that encourages
student directed learning. Practices such as short study tours abroad, project-based
learning and competition-based learning have been linked to increased global per-
spectives, greater connectedness and the development of problem solving and critical
thinking. The narratives presented in this chapter are based around two different study
tours, the first to an international student competition and the second to engage in
sustainable tourism in New Zealand. The focus of the research is the design and
conducting of the tours and to address issues arising, suggesting various approaches
for successful study tours.

Keywords Problem-based learning · Competition-based learning · Study tours
Sustainability

Introduction

Digital devices can now bring the world into the classroom, offering rewarding
educational opportunities which enable students of tourism to safely engage in the
world around them. Does this passive observation from the safety of our institutions
act to sanitise and discourage the development of critical discourse and theorizing? In
a risk-averse modern culture, we see a world curated by algorithms, discouraging us
from touching, feeling, engaging and importantly questioning. Increasingly teachers
are looking for ways to make it real, give meaning and imperative to drive the
development of critical, and informed future industry professionals. No longer is
the teacher the font of all knowledge. Rather they have a greater role as a conduit
connecting students to new ideas, encouraging them to question and respond to
ambiguous realities, and to develop the thirst to become lifelong learners.
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This chapter provides some pedagogical insights into how this process may be
managed. Key concepts are explored within the context of the global tourism indus-
try, alongside experiential learning as manifested in Student Study Tours Abroad
(SSTA) as a means to engage in civil society. Specific examples of how the power of
experience-based learning (EBL) to engage students in the world outside the class-
room are provided in the form of two case studies focused on SSTAs. The first case
reflects on how one academic and five diverse students stepped beyond the safety
of the classroom to lead the way to become the first faculty team, and first Aus-
tralian team, to engage in a global competition held in New York City. The second
investigates intended and unintended outcomes of a SSTA in exploring sustainable
tourism in New Zealand. They offer a window into the challenges and rewards that
pedagogical innovation can provide in both vocational and professional education.

Literature Review

The context for student learning discussed within this chapter is that of the global
tourism industry. Tourism, as an economic sector, is a broad area encompassing
food services, travel agents and tour operators, accommodation providers, arts and
recreation, and air and water transportation. It is of significant importance within
national economies. It was noted in the 2015–16 Tourism satellite accounts that it is
one of five super growth sectors within the Australian economy (Tourism Research
Australia 2016). Thus, developing students’ global perspectives has an important
function in preparing them for diverse future roles in this economically vibrant sec-
tor (Lunn 2008). Furthermore, critical thinking, problem solving, collaboration and
communication have been identified as focal skills for the future (Social Research
Centre Pty Ltd 2016).

Traditional didactic teachingmethods have been criticised for encouraging passive
learnerswithout the skills required to resolve the complex real-world issues of today’s
workplace (Hong 1998). An alternative approach is that of constructivism. It is a
paradigm that proposes that the learner constructs knowledge by in binding new
experiences to their own unique prior knowledge. It is argued that learners will only
understand if the can apply their own experiences in authentic contexts Biggs (2014),
and is founded on the research of behavioural psychologists, for example Vygotsky,
Dewey, Piaget and Lewin who studied how learning occurred (Fosnot and Perry
1996). Kolb’s (1984) Experiential-BasedLearning (EBL) theory draws on these early
researchers’work to challenge traditional theory that learners are blank canvases to be
filled with knowledge. Rather it is a process where knowledge is gained by grasping
meaning from the learners’ own experiences and observations. EBL theory fits well
within the domain of constructivist theories supporting active authentic learning
to provide the opportunities to gain knowledge from experience. However, critics
have questioned learner’s ability to self-direct the knowledge gathering, and that
some information must be explicitly taught, it cannot come from experience alone
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(Kirschner et al. 2006). Further, they highlighted that this is a theory of learning
rather than teaching (Schenck and Cruickshank 2015).

Brookfield (2009) adds that critical theorising is not something that happens solely
within the confines of educational institutions. EBL practices encourage immersion
outside the classroom as “Experiential learning sends students out of the classroom
into a world that is complex and interconnected, challenging their prevailing world
view and their ability to take responsibility for their own learning” (Montrose 2002:
2). Furthermore Fuller, Edmondson, France, Higgit and Ratinen (Arcodia and Dick-
son 2013: 147), propose that ‘students perceive field work as beneficial to their
learning because they experience realities of their field, acquire deeper knowledge
about course concepts, develop technical skills and interact with lecturers and peers’.
High impact EBL activities focus on collaborative endeavours, research projects, and
global learning (Kuh 2008). Kuh (2008) goes on to link them to increased retention,
connectedness and engagement. Thus, with EBL the learner is directly in touch
with the realities being studied, it provides opportunities to appreciate alternative
perspectives, and encourage personal connectedness.

An EBL practice is that of Project Based Learning (PBL) that has of focus on
learner centred enquiry (Savery and Duffy 1995). The key characteristics of a well-
structured PBL include a central driving question which teams autonomously inves-
tigate using authentic real-world data (Thomas 2000) Competition Based Learning
(CBL) differs from PBL as it concludes with participation in a competition. Notably,
students’ results from the competition does not influence the students grade for
the subject (Burguillo 2010). Implementing a successful PBL approach however is
not without challenges including: providing supportive environments and assisting
teachers in implementing and managing these (Blumenfeld et al. 1991).

It is proposed that Short Study Tours Abroad (SSTA) are derived from EBL and
PBL. They are defined field trips of a short duration, several days to a few weeks,
focused on research and learning in unfamiliar locations (Engle and Engle 2003).
Recent evaluation of SSTAs indicate that this form of learning activity offers immer-
sion in experiential learning to complement theory learnt in the classroom (Miao
2006). A tourism focused SSTA offers unique and often affordable opportunity for
participants to engage in significant tourism issues (Arcodia and Dickson 2013) Ear-
lier studies by Stear and Small (1994) support the benefits of study tours to offer
opportunities to deliver self-directed reflection and increased inquiry. Williams and
Best (2011) considered that they worked to increase student’s internationalisations
increasing cross cultural viewpoints.While Harris and Lagos (2015) reported that the
shared experiences of an SSTA increased friendships and connections. According to
Ryan and Twibell (2000) the integration of travel into education encourages trans-
formations of participants, increasing international awareness, empathy and growth.
Jefferies and Nguyen (2014) present that engaging in new and novel experiences
encourages participants to reflect and question what they feel that they know.

However, detractors question their value to deliver deep cultural exchanges. The
short duration is considered ineffective for developing depth of learning as reported
by (Coker et al. 2017). However, the findings of their study did report increased devel-
opment of soft skills that are considered desirable by employers, such as communi-
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cation, collaboration, civil engagement, and develop critical theorising. Participants
have the opportunity to develop firsthand experience of significant tourism issues.
Insights delivered by providing memorable experiences provide the foundation for
reflection and critical reasoning (Stone and Duffy 2015). This can assist participants
to develop unique perspectives, appreciating diversity, ambiguity and challenging
beliefs. According to Porth (1997) engagement in civil society is not a text book,
things do not always go according to plan and can cause frustration. However, it
does enables participants to adapt and develop a range of problem solving skills
techniques. Porth goes on to recommend a three-phase structure: pre-tour prepara-
tion, during tour program and post tour debriefing to close the learning loop. Finally,
though SSTA offer rewarding travel experiences Johnson and Mader (1992) identify
that the planning and coordination involved, the frustrations of travel and the risks
make them a challenging addition to the program.

Case Study 1. Mobility as the Teacher: Participation in
Global Student Competitions

It can be argued that entering global student competitions offers both the teacher and
the student participant a range of immersive experiences that test and challenge them
to improve. This case study reflects on the first team of five Australian students to
enter a global competition; the STRStudentMarket Study Competition (SMSC) held
in November 2016 in New York City (NYC). It involved six weeks of research and
then travel toNYC to present at theHXHotel Experience Show.As the teammembers
were all participants in the RevenueManagement (RM) subject of the undergraduate
program the question was how to structure the special program to deliver a rewarding
and curriculum compliant competition team. By combining PBL, CBL and a SSTA
it was hoped that the team would be motivated to deliver a submission that would
represent their institution on the global stage. The PBL approach was utilised to
motivate and engage the group with the real-world data which informed the team’s
submission; a study of the Melbourne Hotel Market. It acted to develop student
communication, problem solving and data analysis skills.

TheCBL,which involved presenting to global student peers, andRMpractitioners
further enhanced the focus on effective presentation and communication of data,
problem solving and analysis. As the competition was to be held in NYC a five-day
SSTAwas also a feature of the alternative RMprogram. This enabled the participants
to develop industry insight about global hotel markets. To maximise the learning
opportunities a three-phase model was applied to semester’s alternative program
which featured pre-tour research, during tour study program and formal and informal
feedback post tour to close the loop. This narrative explores how taking a chance and
wrestling with novel approaches can open a door to a whole new world.

For the six weeks of research conducted in the preparation phase a PBL model
was utilized. This offered the participants a rich and rewarding learning experience
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which encouraged active participation and created a sustainable team. It promotes
ownership of the outcome, to identify gaps and weakness and encourages partici-
pants to develop strategies to rectify problems. The research drove the team to explore
fundamental RM metrics, strategies and build market insight. The team needed to
transform their discoveries into a presentation and in the process, build their knowl-
edge of the discipline. As they were competing in public there was a heightened
focus on realism, communication and effective data analysis. To support the pre-
tour/research phase a number of activities and process were incorporated to enable
teams’ successful execution They included the use of technology to facilitate team
communication, the use of an industry mentor to make the learning authentic, and
opportunities to rehearse in front of faculty and peers.

According to Blumenfeld et al. (1991) technology offers an efficient and effective
way to the support the inquiry.WAI’s LMSwas effective for centralizing knowledge,
maintaining communication, project planning and connectivity. It however failed to
support student authoring and curation of the project. The team faced institutional
barriers in securing student designer access which limited its role for knowledge
management. Thus the collaborative wiki spaces provided as part of the LMS were
not embraced by the participants. Instead they adopted google docs which offered
ease of sharing and collaborative authoring of project.

To facilitate both an authentic and motivating experience a two-hour site visit
and meeting was held at a leading independent Melbourne Hotel with the CEO and
RevenueManager. Unique and divergent insights in relation to the local market were
discussedwith the team.The small group environment encouraged the students to feel
like industry peers. The project was real and meaningful validating the importance
of the data under investigation. This unique experience, emphasized the achievement
and responsibility that team membership provided.

The CBL aspect of the program involved a public presentation of the findings to
global student peers and a panel of industry judges. This was a confronting challenge
for the inexperienced team. In order to prepare they presented two lectures, the first
to faculty part way into their research journey. The second was to their RM student
peers. These were important to clarify the project content and identify gaps and areas
for improvement. EBL practices, such as PBL, encourage participants to engage in
critical reflection. Feedback provided by peers and faculty encouraged the team to
reassess the clarity and depth of their findings. In addition, it encouraged others to
recognize the commitment of the team, further motivating the participants. To assist
in alleviating anxiety final grades for the subject were not awarded dependent on the
team’s success at the competition.

Successful Revenue Managers combine historical evidence and critical insight to
deliver, a tactically and strategically priced, value proposition tomeet the willingness
to pay of a segmented market. Kimes (1989) defines this as delivering the right
product, to the right person, at the right time, for the right price. The SSTA program
offered the participants a range of immersive tours and activities which focused on
developing market insight, encouraging the participants to compare and contrast
the NYC Hotel market to Melbourne. The itinerary focused on the following core
themes:
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• Engage like a local.
• Experience iconic markers that define market.
• Enjoy cultural events.
• Eat like a local.
• Envision the market from alternative perspectives.
• Evaluate the market using authentic local Revenue Managers insights.

It provided an authentic real-world classroom that value added the participants
CBL activity.

One of the challenges of a SSTA is that costs may exclude participants from
joining the program. The visa process was time consuming, complex and costly
for International students adding to the financial burden of the program. Planning,
leading and coordinating SSTA’s require the faculty involved to develop capabilities
that exceed the normal remit of classroom teaching and learning. Diving into SSTA,
however, offers rewarding cultural and developmental experiences for those involved.

The formal post tour component of the program consisted of reflective essay
reporting on their individual learning outcomes from the program. As a team, we
developed a deep and connected bond not only between ourselves but a closer con-
nection to our faculty as evidenced by teammembers volunteering their time to speak
at orientation programs, and to act as mentors for future participants. These are the
rich unintended rewards that being part of global competition and associated study
tour provides.

The PBL acted to retain and sustain the team. Technology supported knowledge
management and communication. Industry mentors empowered and inspired partic-
ipants. Faculty and peers provided critical feedback to develop and grow the team.
The SSTA provided authentic market insights, global perspectives and capability
development. The CBL aspect of the program provided an opportunity for reward
and recognition. Continuing involvement in activities such as the STR SMSC would
be a valuable addition to RMprograms. I sit in the Directors Office, it’s time to decide
will we enter another team for 2017? I smile, there pride of place on the bookshelf
it sits the “honorable mention” for the second place in undergraduate non-finalist
division. Hell, yeah, I am up for another fortunate adventure!

Case Study 2. Students Experiencing Sustainable Tourism

TenDiplomaofTourism students from theVocational educational and training (VET)
course were selected for a short study tour abroad in New Zealand (October 2016) to
experience world best practice in sustainable tourism. TheWorld Tourism Organiza-
tion defines sustainable tourism as “Tourism that takes full account of its current and
future economic, social and environmental impacts, addressing the needs of visitors,
the industry, the environment and host communities” (UNEP and UNWTO 2005:
12).
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The Tourism Department recently evaluated this SSTA and found the outcomes
were two-fold. The learnings had intended and unintended outcomes for the student
participants. The intended ones related to identifying practice in sustainable tourism,
and how tourism businesses policies potentially influence the sustainable principles.
The unintended were identified to be in the areas of cultural awareness, personal
development growth, teamwork and global citizenry skills. It was also noted that the
participants evolved at different levels.

Prior to the trip, the students had completed subject unit’s such as: “Implement and
monitor environmentally sustainable work practices” and were studying a unit titled:
“Develop workplace policy and procedures for sustainability”. As a part of their
assessment for the second unit the students were allocated a New Zealand tourism
business to develop workplace policy for sustainability. This offered the opportunity
to immerse in EBL from their SSTA.

New Zealand was chosen as the destination for the rich opportunities to engage
and observe examples of best practice in sustainable tourism and as a quality EBL
environment. This is supported byCusick (2009: 805) “NewZealand is distinguished
by diverse marine and terrestrial ecosystems found in close proximity to one another,
and the relative ease of access to these ecosystems and to topographic features that
highlight natural processes and human use of coastal and land resources”.

The WAI New Zealand Sustainable Tour encompassed over 2000 km of travel.
It commenced in Wellington in the North Island of New Zealand. On the first day
the students were introduced to Maori culture and perspectives. This was hosted by
an indigenous guide at the Te Papa museum. At night the city culture was explored
through hip pop culture of bars and cafes in the streets of Wellington. The first
immersion in the social and cultural aspects of sustainability had occurred. The
next day they embarked on the Inter-islander ferry and discovered the delight of the
picturesque Queen Charlotte sound.

Some of the key features of the twelve-day tour included staying in backpacker
and lodge style accommodation. The students prepared and cooked meals of local
food, shared kitchens and food with local and international travellers. They tramped
pristine rainforest and mountain paths of the Able Tasman and Mt Cook National
Parks and learnt the importance of creating a low impact on the environment as
tourists and helping each other to achieve 15–20 kms of walking.

A key highlight of the SSTA for the students was the visit to the Green Globe
accredited Kaikoura sustainable village community of 4000 people, which is “the
first community in New Zealand and the second in the world to achieve the global
tourism certification standard” (Cusick 2009). It had achieved a zero-waste policy
and extended the life of the landfill by twenty years by innovative waste solutions
including composting, recycling of all materials through waste recycling plant that
the student visited.

The studentswere able to identify the social, environmental and economic benefits
to theKaikoura community. They swamwith pods ofDolphins in the icywaters in the
Pacific Ocean in Kaikoura. After they had the opportunity to meet with the founding
owner of tourism business “Encounter Kaikoura (EK),” owner Lynette Brugman.
They identified with the triple bottom line policies of the successful Dolphin and
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Whale Watch company and learnt that the business employed 150 local people, cre-
ated jobs for other supply businesses within the township. (EK) funded the innovative
waste centre and supported a Trees for Travellers tree planting program that offset
carbon emissions by the planting of two million trees by local youth. They had large
educational component to the dolphin and whale tours and minimized impacts on
marine life.

As a result of their hands-on EBL the students were able to apply some critical
questions and observations, such as, noticing the number of boats in the vicinity of the
dolphin pods, and the resultant emissions caused by diesel buses ferrying passengers
from the café to the boat terminal. At (EK) they observed the attempt to recycle
waste paper, plastic, glass bottles with clearly marked bins in and outside the café
and shops. Students noted that a lot of the souvenirs in the shop attached to the (EK)
café were made in China, and also found clothing that was made in New Zealand.
Also, they noted no evidence of electricity generation from alternative energy sources
such as solar or wind turbines, and no efforts to recycle water. All this provided good
opportunity for one student to make suggestions for greater sustainability for (EK)
in the proposed policy for their assessment to be submitted post tours.

Students also visited a range of sustainablewine tourismbusinesses. They sampled
organic and biodynamic wines from three vineyards in Marlborough all part of the
MANA (Marlborough natural winegrowers). They experienced behind the scenes
tours, received lectures by thewinemakers andgathered insights into environmentally
friendly viticulture.

Later in the trip, they met rangers at Otago Peninsula Albatross Centre and expe-
rienced low impact tourism. Students had an up-close experience with the baby fur
seals with Natures Wonders Eco Tour, and viewed the shy and rare Yellow Eyed
Penguin. In Te Anau the students travelled across the second largest lake in NZ by
high speed ferry to the glow worm caves. Visitor tour groups were restricted in num-
bers, common practice by operators to limit mass tourism and preserve the natural
attractions.

They rafted, bungy jumped, and canyon swam in and through freezing waters of
Queenstown that had been hit by October snow. They enjoyed dining out on local
food powered by one hundred per cent renewable energy of hydro, geothermal, wind
and solar energies.

Following the SSTA, it was important to gain feedback on the outcomes from
this extensive EBL opportunity. Thus, post tour students were surveyed online. Four
students responded anonymously to eight open questions. They were asked to com-
ment and respond to the following: awareness of sustainability, employability skills
and their personal development. In general, the survey revealed that the Intended
outcomes from the experiential learning from the SSTA gave students context and
concrete experiences in sustainable tourism and the ability to develop sustainable
policy.
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Responses are summarised as follows:
(a) Awareness of sustainability: reinforced the invaluable experiential learning

of the SSTA where they were able to physically apply sustainable theory from the
classroom to real life experiences. InKaikoura one student observed “I really enjoyed
visiting the recycling plant in Kaikoura. They used the triple bottom line to recycle
almost everything and involve the community to find incredible ways to repurpose
it”. Another student enjoyed participating in a range of sustainable eco tours. “Being
able to participate in tours and talk to business owners further helpedme gain insight
into sustainable tourism”.

Furthermore, the critical thinking resulting from their exposure to a range of
sustainable tourism was evident by the following comment from a respondent “NZ
is perfect for eco-tourism. I think the slogan “100% pure” perfectly sums it up.
If managed correctly, eco-tourism will benefit NZs economic bottom line without
harming the environment and community for a long time to come”.

(b) Employability Skills: one student identified new knowledge resulting from
the SSTA “I think that having first-hand knowledge of a destination is invaluable in
the tourism industry. The trip gave me an increased understanding of how NZ places
itself as a tourism destination and gave me confidence to tell any potential employers
that I am a “kiwi expert”

(c) PersonalDevelopment Skills: aspects highlightedwithwere greater self- confi-
dence, team work, communicating with business owners and doing activities outside
their comfort zone. For example, “Being pushed to do things that I wouldn’t do on
my own. For example, swimming with dolphins.”

The unintended outcomes from the SSTA for students were related to personal
development. Each student had the responsibility of an allocated day to research the
history, Maori culture, sustainable highlights of the day and be responsible for thank-
ing the hosts of the day, loading bags on the bus, organize food and meals including
shopping within the budget allocated. The survey responses and my observations
confirm the students were learning responsibility, teamwork, leadership and how to
operate in some non-familiar surroundings where they were challenged to come up
with solutions. For three members of the tour it was their first time overseas. Each
student had to make decisions on what meals to prepare, cleaning up duties, allo-
cation of rooms and people to share with. Numerous interactions were complicated
by cultural and interpersonal misunderstandings. At times individual’s competive-
ness, differences of opinion and lack of consideration of the group caused tension.
This also resulted in impromptu learning through working the resolution of these
problems and by reflecting on behaviours and having to become more considerate
individuals and group members. New Zealand provided highly relevant examples of
sustainable tourism and provided our tourism students with an enhanced opportunity
for awareness of sustainability. Potentially this will influence and strengthen their
employability skills and their future directions as leaders in the tourism industry and
create responsible global citizens.
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Conclusion

The importance of the EBL resulting from SSTA in the two case studies presented
cannot be under estimated in facilitating the opportunity for students to have busi-
ness and community engagement in the global experiences. This immersion outside
the classroom has resulted in connecting students to new ideas, critical thinking,
problem solving, collaboration and communication. Knowledge is gained by grasp-
ing meaning from the learners’ own experiences and observation. What we need is
a more guided approach to extract meaning from these experiences of the SSTA.
These SSTA need the structure of pre, during, and post phases of the tours to allow
adequate preparation, learning’s, reflections and critical thinking on the EBL or the
SSTA could be construed by some as a “junket”.

In each of the phases it is proposed that strong connections and clear objectives
with course content are established. For example:

(a) Pre-phase have group meetings outlining all SSTA expectations and research
required in preparation;

(b) During phase having students prepare reflective journals, visual diaries and
required assessments.

(c) Post-phase have student interviews and surveys to formalise feedback. Presen-
tations to students not attending SSTA by participants of tours. Also, prompt
feedback by the teacher on assessment completed in connection to SSTA.

In considering challenges of SSTA for students three issues can be identified:
It is intense learning in an uncontrolled environment, and does not suit the learning

styles of all students from different cultural backgrounds. Secondly, some individuals
participating in SSTAs are not group orientated and can cause tension amongst the
participants. Finally, in the current climate of soaring educational expenses, finan-
cially only the students who can afford to participate are able to attend. Therefore, we
may not be socio-economically inclusive across all classes. Institutions could look
at industry sponsorship for disadvantaged students to enable them to attend future
SSTAs.

For the teachers facilitating the SSTA during a semester the key challenges is
in the enormous workload it creates pre, during and post tour. Significant levels of
energy are required in organising itinerary, contacts for guest speakers and the range
of educational based tour experiences required in the host country. During the tour
the teachers are responsible twenty-four hours a day for the touring students, and all
the logistical components of the tour. The time post tour required by teachers to catch
up on the workload that accumulates is onerous. While one is away the preparation
and post tour follow up of student classes not touring requires flexible curriculum
arrangements and set work to complete.

The post tour follow-up with the touring students can be neglected or rushed as a
result of this workload. Solutions to this could be facilitating relief teaching support
or time release for a SSTA coordinator within institutions.

In both case studies the connections of the learning from the experience of SSTA
with the curriculum for Higher Education and Vocational Education students were



11 Mobility as the Teacher: Experience Based Learning 131

very strong and have been observed as a course highlight. Overall, SSTA result in
EBL giving personal growth, greater awareness of the world, and direction in their
future employment.
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Chapter 12
Student Learning and Employability:
Immersion in Live Events

Garth Lategan and Melanie Williams

Abstract This chapter presents a case study describing a particular approach to
providing immersive experiential learning opportunities to students studying a voca-
tional education and training (VET) course in eventmanagement. It addresses a gap in
the academic literature on this topic, which focuses on experiential learning in higher
education courses. The case study is critically analysed in light of the higher educa-
tion literature in order to highlight the differences and similarities in approach in the
two sectors. The analysis reveals that the VET model, perhaps counter-intuitively,
provides students with significantly greater access to management experience. It
also addresses the gap in understanding reported in the literature between industry
and learner needs through integrating the role of teacher and industry mentor. How-
ever, the analysis also reveals that the model is not free of risk and would benefit
from greater input from pedagogical theory, particularly around the critical role of
reflection in making sense of practical learning.

Keywords Employability · Employability skills · Experiential learning
Reflective practice

Introduction and Approach

The involvement of students in organising real-world events is not new in event man-
agement education and training. For instance, Moscardo and Norris (2004) report on
a class of students who planned, marketed, managed and evaluated a real event and
cite earlier examples in their paper. Providing experiential learning opportunities in
event management courses that involve some kind of industry placement is seen as
critical to graduates’ gaining employment becausemany employers value experience
in the industry (Helyer and Lee 2014; Junek et al. 2009; El Kashef 2015; Lockstone
et al. 2008;Mair et al. 2009; Trought 2012). These experiential learning opportunities
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are variously referred to as work-based learning, industry placement, co-operative
learning, internships and work integrated learning (WIL) (Helyer and Lee 2014).
Although the models denoted by these different terms are not identical, for the pur-
poses of this chapter they are treated synonymously since all involve some kind of
authentic experiential learning through involvement in real world events. However,
the academic literature focuses on higher education: no research into vocational edu-
cation and training (VET) students’ participation in eventswas found. This case study
addresses this gap and critically discusses the differences and similarities between
the experiential learning reported in the literature and that of a VET event manage-
ment course at WAI. Thus, the literature on experiential learning and employability
in event management courses is reviewed in order to provide a basis for comparison.

This is followed by a narrative describing one approach taken in a VET course.
The case study is informed by an autoethnographic research approach, using self-
reflection and writing to explore how the narrator’s personal experience connects
and interacts with shaping the educational experience of vocational students of event
management. It is written in the first person by one of the authors. Autoethnography
enables this author to explore and extend understanding of event management edu-
cation and training in a way that ‘the life of the researcher becomes a conscious part
of what is studied’ (Ellis 2004) cited in (Mair and Frew 2016: 8).

In the ensuing discussion, the case study is treated as an artefact for critical analy-
sis. It is analysed in light of the literature in order to draw out some of the similarities
and differences between the higher education and VET approaches. Conclusions are
then drawn about the relative strengths and weaknesses of the model.

Literature Review

John Dewey, arguably the father of experiential education philosophy and theory,
‘[took] for granted the soundness of the principle that education in order to accom-
plish its ends both for the individual learner and for society must be based upon expe-
rience’ (Dewey 1938: 89). He saw experience as a transactional continuum between
an individual and their environment, in which every experience modifies the person
and these modifications affect the quality of the experiences subsequently under-
gone. This transactional relationship meant for Dewey, that experience is not solely
an internal phenomenon; each experience has an active dimension which changes
the external conditions under which the experience takes place.

The lack of accounting for this contextual or social dimension of learning is
one of the main criticisms levelled at Kolb’s (1984) theory of experiential learn-
ing—see for example Elkjaer (2009); Jarvis (2009)—in which he brought together
many ofDewey’s ideaswith those ofKurt Lewin on action research and the cognitive-
developmental work of Jean Piaget—amongst others. In Kolb’s model experiential
learning involves a dialectical process of iterative and recursive cycles of immersion
in concrete experience, stepping back and reflecting on the meaning of that expe-
rience, assimilating it into patterns by a process of abstract conceptualisation, then
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applying that new knowledge through active experimentation. There are two sets
of dialectics in the model: one between experience and abstraction and the other
between action and reflection.

These theories of experiential learning underpin efforts to bridge the gap between
theoretical and practical aspects of learning and provide the pedagogical foundation
for experiential learning opportunities in event management education and training;
see for example Lamb (2015) and Moscardo and Norris (2004). Indeed, Robertson
et al. (2012) similarly emphasise the importance of supporting the development of
practical skills and knowledge though sound educational and pedagogical founda-
tions, including reflection in particular. As they point out, ‘reflection is what changes
a mere experience into one that is a learning experience’ (p. 229).

The vital role of reflection on experiential learning is reiterated elsewhere, for
example (Lamb 2015; Helyer and Lee 2014), the former of whom cite several other
authors in support of the need for reflection to make sense of experiential learning
and develop reflective practice. However Robertson et al. (2012), make the point
that although much of the literature emphasises the benefits of reflection for student
learning, this need may not be appreciated by the industry practitioners providing
the work experience. Bladen and Kennell (2014) cited in Lamb (2015) advocate for
educators working in partnership with industry to enhance cohesion in achieving the
planned outcomes of the course.

The value of providing experiential learning opportunities is well documented.
This includes benefits not only for students, but also for staff, the educational insti-
tution and industry (Moscardo and Norris 2004; Leslie and Richardson 2000; Busby
2005; Tribe 2002; Walters 2017; Mair et al. 2009). Some of the benefits for students
include learning the importance of planning, learning towork as a team, learning from
mistakes, and gaining confidence and a sense of achievement (Moscardo and Nor-
ris 2004); and gaining communication skills, teamwork, empowerment and again,
confidence (Walters 2017).

However, the key benefit for students is seen to be enhancement of graduate
employability in a competitive employment market (Lockstone et al. 2008). It should
be pointed out that the term ‘employability’ is used in different ways in the literature.
Some authors emphasise the development of what are termed ‘employability skills’:
the skills deemed necessary for graduates to be job-ready, while others focus on
employability as a job outcome. For example, Lockstone et al. (2008) summarise
the practical skills required for event management graduates to be employable as
covering ‘a broad range of business, management and marketing skills as well as
[…] event specific knowledge’ (p. 3). Others separate employability skills into ‘hard’
discipline-specific and technical knowledge and ‘soft’ generic and interpersonal skills
(Robertson et al. 2012; Whitelaw and Wrathall 2015; Helyer and Lee 2014). For
yet others, employability skills appear to refer to job application and presentation
skills (Grima 2013). Yorke (2006) cited in (Junek et al. 2009: 121), defines it thus:
‘employability is more than just being employed in a job. It is about having the right
skills to go through the recruitment process, understand the requirements of the job
and being able to perform the job on a continuous basis’.
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In the VET literature, the term ‘employability skills’ has specific currency and
has been the subject of ongoing debate in the VET sector. Employability skills are
defined by the Australian Chamber of Industry and Commerce and Business Coun-
cil of Australia (2002) as ‘skills required not only to gain employment, but also to
progress within an enterprise so as to achieve one’s potential and contribute success-
fully to enterprise strategic directions’ cited in Wibrow (2011: 2). They comprise
communication, teamwork, problem-solving, initiative and enterprise, planning and
organising, self-management, learning and technology. These eight skills are embed-
ded in every VET training package qualification.

However, in the higher education sector ‘employability’ is all too frequently
understood simply as a job outcome in the graduate’s chosen occupation (Yorke
and Knight 2007). Several authors claim that industry experience is critical to gain-
ing employment or that employers privilege experience in employment selection
processes (Helyer and Lee 2014; Junek et al. 2009; El Kashef 2015; Beaven and
Wright 2006; Trought 2012). Indeed, in his evaluation of events related courses in
the UK, El Kashef (2015) found that in some cases industry practitioners valued the
experiential learning component over the qualification itself. However, the sample
size in this study was only six.

Industry experience is not only valued by employers: Grima (2013) found that
58% of the 30 graduates in her research considered the practicum to be central in
preparing them for work in the industry, while Daruwalla and Fallon (2005) also
acknowledged the value that students place on experiential learning. Nor is industry
experience the only benefit in experiential learning placements. Students also develop
networks which can be of considerable worth in gaining subsequent employment (El
Kashef 2015; Mair et al. 2009).

Lockstone et al. (2008) investigated whether WIL placements at one Australian
university were commensurate with jobs available in the industry. While they con-
cluded from employment outcomes data that graduates were adequately prepared
to work in the industry, they raised concerns that full-time and permanent positions
weremore likely to be available in the venue, association and corporate sectors which
were under represented as locations for WIL placement. They conjectured that the
greater focus on festivals and special events (70% ofWIL placements occurred in the
events sector) may expose graduates to the ‘temporal and infrequent nature of events
employment’ (p. 15), including a high proportion of voluntary roles, and leave them
unaware of the full range of career opportunities on offer. Lamb (2015) similarly
noted that the types of events in which students engaged for their experiential learn-
ing activities were not representative of the event management sector as a whole.
Lockstone et al. (2008) also analysed the types of roles into which students had been
placed over a three-year period. The position title of Event Assistant accounted for
the majority at almost 54%. Other positions ranged across a variety of functions with
only 10 out of a total of 250 placements or 4% of students being placed in managerial
positions.

The case study below picks up on a number of these themes from the literature
via a personal account of one of the authors.
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Case Study

Background

I arrived as a qualified teacher through an unorthodox route of running my own
event business, seeking out learning opportunities at various life-crisis points. This
stacked up in an eclectic mix of accounting, teaching, event management, and even
stand-up comedy, skills and qualifications. The learning style that worked best for me
was immersion in the practical first, theoretical framework later. Without doubt, my
life-long learning experience has a profound effect on my orientation and approach
as a teacher. Specifically, I provide the following narrative to give insight as to how
student immersion in live events impacted on their learning and employability.

Narrative

When students finished their course in events management at WAI I would connect
with them on Linkedin or Facebook—I would keep in touch with them. Many were
having difficulty getting jobs in the events industry. The common theme seemed to
be either a lack of confidence within themselves, or lack of experience. I found this
frustrating in my first years as a teacher, that the education we provided was not
enough for them to get paid work.Why was this happening? This was an unfamiliar
paradigm to me. All the people I used to train were in the industry. My own event
career started because I wanted to put on a 21st birthday for my friend. I had no event
experience. It was something learnt along the way. As my career progressed, anyone
whoapproachedmewith a certain degree of enthusiasm, I gave thema responsible job
role—no résumé or experience required. I always provided mentoring and guidance
but believed that there is no better education than self -discovery through experience.

In my first year of teaching atWAI, I had a few students work on events I run called
World Vegan Day Melbourne, and Cruelty-Free Festival Sydney. I gave the students
full responsibly for an area, and on one occasion they ran the day at the Sydney event.
The students who worked on these events got jobs in the industry straight away. Was
this just luck or was there more to it?

In 2014, the President of World Vegan Day, Melbourne asked if I could help with
the event as the team that was in place for 2013 had done a mass exit. I was hesitant,
but I did not want to see an event I helped grow die. I had three months to make it
happen, and I knew that I could not get anyone involved who had to be trained. It
had to be a team of professionals. I decided to do it myself with a very small team.
One of my students, Marcia, was keen to help me. I wasn’t sure if it was a good
idea but decided to take the chance, getting her to book in all the stalls. This was
a time-consuming role but could be done as long as the person had good customer
service skills. She not only did a great job, all the stallholders were raving about her,
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and were so grateful to have her on the team. Marcia performed as well as anyone
with years of experience.

At the end of the event, I was burnt out. I had nothing in the tank except for pride in
the team, which had just pulled off an event in threemonths, when it should have taken
nine.More importantly,Marcia got a job in the events industry.Whatwas happening?
How were these volunteer students securing jobs? The common theme was that they
were just like me. They learnt better on the job, and the theory would come later.
The true learning value was in the doing, and once they got an opportunity to be
immersed in an event, they soaked the learning up like a sponge. This was my light
bulb moment! So, I set out a strategy that was designed to overcome my frustrations
as a teacher and add to the education and employability experience of the students. I
put forward to the president of World Vegan Day that I would oversee the event but I
wantedmy students to run it, withme providing thementoring. The event attracts over
18,000 attendees over 12 different areas. I would need five managers to be allowed
to make decisions without approval, and 35 area managers who could bring their
creativity to their area. The model was based on the 35 knowledge domains from
Event Management Body of Knowledge (Rutherford Silvers 2016). The president
agreed.

What was very surprising was that the roles filled up very quickly. In fact, it was
not just event students who were getting involved, it was students from other insti-
tutions and other disciplines like marketing, graphic design, accounting, business,
fashion, and public relations. Overall there were 25 students who took a role with
responsibility. The rest was made up of people who wanted to learn about events.
When looking back at the event, I can see why it attracted such a variety of students.
They wanted to get involved because it lends itself to a wider community than just
event managers—it’s a lifestyle event, encompassing everything about life. The only
demographic it didn’t attract was actual vegans! It drew in students who had an
appetite to get involved in something that they could take and have ownership over.

Out of the 25 students, eight ended up working for themselves and three of these
people ran their own event, which I helped or supported in a small way. A further
eight students got event jobs after their studies, four continued to further studies in a
different field, and one student ended up travelling after they completed their studies.
Four students were missing in action, and I’ve not heard from them.

Insights

I still question whether it was the management roles at events that gave the students
the confidence to then go for a paid job, or whether these students were naturally
attracted to these roles, and this was the next step to getting into industry. One thing
I believe is that there needs to be a platform where students have the opportunities
to get these roles. There are those who just need the extra bit of confidence and then
they will find work easily, then there are those who need mentoring and a bit more
theory, and then there are those who are lost and need their hand held before they
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really commit to any career. As educators, we need to provide for all these different
students and build stronger relationship with industry partners and work toward the
common goal of an employability outcome.

Analysis and Discussion

Several aspects of the model presented in the case study are strikingly different
from the discussion of higher education experiential learning in the academic liter-
ature. First, a high proportion of the students were placed directly in management
roles in contrast to the 4% of students placed in managerial positions in the study by
Lockstone et al. (2008). Moreover, some of these roles carried autonomous decision-
making authority including deciding on a theme,managing the budget, hiring contac-
tors and staff, calling meetings and running the event on the day. While they worked
under guidance and mentorship of their teacher, it is unusual for students to be given
this degree of responsibility and autonomy.

It is all the more unusual in light of the unstructured timing of the event in relation
to the course. In degree courses industry placements are often scheduled in the penul-
timate or final year when a significant proportion of students’ theoretical knowledge
has been learnt. In contrast, in this case the opportunity to work onWorld Vegan Day
was available to all students, regardless of what stage of their course they were at.

Second, the teacher was also the industry mentor. This overcomes the issue raised
by Robertson et al. (2012) of industry personnel at the placement site not fully
appreciating the learning needs of students. Taking on both roles enabled the teacher
to align industry needs with student learning needs and to ensure that the learning
outcomes of the courseweremet. Thiswas done through the integration ofwork tasks
such as undertaking risk management, marketing, and compliance with regulatory
requirements into course assessment tasks. Clearly, this arrangement is only possible
where the teacher maintains an active role in the industry and remains prepared to
accommodate the students. However, the narrative indicates the heavy load on the
teacher, perhaps calling into question its long term sustainability. Further, there may
be a risk that through this closed loop between the roles of teacher and industry
mentor, students’ exposure to different approaches to event management may be
limited.

Third, and in keeping with VET teaching generally, the pedagogical foundations
of the model are less explicit (Williams et al. 2013). While the connections between
theory and practice are evident through the integration of assessment tasks, no men-
tion is made of pedagogical theory such as Kolb’s (1984) experiential learning theory
to guide the process. Perhaps as a consequence, formal processes of reflection on
learning, upon which the higher education literature places such emphasis (Lamb
2015; Helyer and Lee 2014; Robertson et al. 2012), are missing from the model.
However, this is not to say reflection did not occur; students took part in an informal
debriefing where the highs and lows of their experience were discussed. There are
also similarities between the case study model and its higher education counterparts
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in the literature. In common with the majority of degree courses, the experiential
learning focused on the festivals and special events sector of the industry (Lockstone
et al. 2008; Lamb 2015). Like many degree courses the placement also involved
voluntary participation rather than paid work (El Kashef 2015).

Nonetheless, 64% of the students who took responsible roles in the case study are
known to have gone on to paid work in the industry, with further study outcomes for
another 16%. While these are positive immediate outcomes, the concerns raised by
Lockstone et al. (2008)with respect towhether higher education graduate appreciated
the broad range of long term career opportunities in full-time and permanent positions
presumably hold for their VET colleagues as well.

It is noteworthy that half of the graduates who went on to paid work started
their own business. It is interesting to speculate on the degree to which learning and
working under a self-employed mentor may have given the students the behind-the-
scenes knowledge and confidence to strike out on their own upon graduation.

Second, in spite of the case study featuring aVETcourse, ‘employability’ is under-
stood as job outcomes. This aligns more closely with higher education discourse than
VET, in which the language emphasises the development of generic employability
skills (Wibrow 2011). Finally, the case study supports the notion in the literature
that undertaking industry placements develops confidence as a key factor in securing
paid employment (Moscardo and Norris 2004; Walters 2017). Indeed, Junek et al.
(2009) reported the view of some employers who felt that students generally lacked
confidence and proactivity.

Conclusion

The model presented in the case study provides an alternative to traditional
approaches to event management education and training which may suit learners
who learn best by doing. The model has bridged the divide between industry and
educational institution through bringing together the roles of teacher and industry
mentor and by integrating practical work into course assessment. In this way it has
brought into alignment the understanding of the needs of industry with the learn-
ing needs of students. It has also significantly improved the employability outcomes
of graduates. What is particularly noteworthy about the model is that it provides
students with management experience that includes authority to make autonomous
decisions on matters of considerable significance.

However, the model is not free of risk. In particular, it could benefit from making
more explicit use of pedagogy related to experiential learning, especially to formalise
processes of systematic reflection as a key means of making sense of the knowledge
and skills gained through working in the events industry and of integrating practical
and theoretical knowledge. An opportunity for improvement exists in this regard.
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Chapter 13
Designing and Running Overseas Study
Tours

Effie Lagos, Andrew Dolphin and Fran Kerlin

Abstract It is globally recognised that study tours abroad offer benefits to students
and teachers. Numerous professional development opportunities exist for teachers
with even more personal development opportunities identified as beneficial for stu-
dents. However, designing a study tour does not come without its own difficulties.
Linking leisure type experiences with student intended learning outcomes require
considerable amount of planning and energy. Additionally, teachers may not be
experts in developing effective itineraries. This paper takes a reflective approach
and concludes with recommendations relating to the strategic design of study tours.

Keywords Study tours · International study trips ·Mobility · Transformative
learning · International education · Short study tours abroad

Introduction

It is widely acknowledged that short-term study abroad programs have benefits for
students and teachers alike. The increase by 10% on study tours between 2006 and
2008 is an indication study tours are on the rise globally (Barbuto et al. 2015). Many
academics are seeking to take student groups abroad or go on exchange themselves
and experience another culture or perform knowledge and ideas exchange with inter-
national educational institutions (He et al. 2017; Paik et al. 2015). Some authors view
this as study abroad (Carlson and Widaman 1988; He et al. 2017; Kent-Wilkinson
et al. 2015); others call it short-term stay abroad (Jackson 2008); academic mobility
(Khoroshilova et al. 2015; Paik et al. 2015; Stone and Petrick 2013) or short study
tours abroad (Williams and Best 2014). In this paper the terms study abroad and
study tours will be used interchangeably. Whilst there are numerous studies on study
abroad programs, Williams and Best (2014) claim there is limited research on the
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benefits of undertaking short term study tours. This study expands research on the
benefits of short-term study tours.

This chapter is organised as follows; a literature review of the benefits of attending
study tours for students and teachers; a description of each planning phase followed
by a personal reflection by a higher education lecturer who escorted a higher edu-
cation group on a two-week international study abroad program. The conclusion
summarises key points and implications as well as provides suggestions for future
research.

Literature Review

Perspectives on the advantages by study abroad programs vary among authors. For
example Anderson et al. (2006) argue that short term study tours have a positive
impact to students when exposed to foreign cultures, fostering professional and per-
sonal growth (Green et al. 2008). Students can form new friendships and enjoy
numerous social benefits leading to increased satisfaction levels (Harris and Lagos
2015). Extending the research on personal benefits, authors stress that students may
face personal challenges at foreign destinations and this offers them the opportu-
nity to develop self-belief mechanisms (Fiedler and Kremer 2017); self-competency
skills (Goldstein and Kim 2006); and social networks (Ding and Li 2012).

It is also argued that a study abroad experience has a transformative impact on
students’ way of thinking and world perception (Mezirow 1997; Pugh et al. 2010).
Mezirow’s theory involves student engagement and reflection as the basis for a revised
frame of world reference (Mezirow 1997). To further support this argument, Behnke
et al. (2014) conducted a longitudinal study based on hospitality related study tours
over nine years.UsingMezirow’s transformative theory as the basis for the study, they
involved qualitative and quantitative methods and addressed the components of stu-
dents’ satisfaction, namely; pleasure (enjoyment and friendship); culture (culinary,
sightseeing, overall experience); academic (activity, lecture and overall learning);
logistics (program planning; food; hotel; travel and food) and instructors (leader-
ship and locality). Conclusions of this study pointed to students having the desire to
participate in further study abroad programs. A study on sixteen students who trav-
elled to Bordeaux, France, and conducted by Williams and Best (2014) found that
students engaged positively in a cross-cultural context; they demonstrated flexibility
and became more self-aware and open minded.

These findings suggest study tours allow for skill enhancement at both personal
and professional levels shaping students to becomingmore confident job interviewees
by the end of their course.

Similar benefits can be found on teachers when escorting study groups overseas.
Armstrong (1984) notes personal growth is shownamong teacherswhoworkoverseas
with career and skill enhancement. Further studies support the view that teachers
become open minded when interpreting the world, are accepting of other cultures
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and values (Osler 1998) while also improving their professional skills (Furnham
2017).

A study conducted by Phillion et al. (2009) found teachers with limited expo-
sure to other cultures may build cultural stereotypes suggesting it creates difficulties
for students from minority cultural backgrounds. Accordingly, the need to develop
teachers with expertise in delivering teaching programs in a highly diverse world is
crucial for institutions aiming to attract international students. Paik et al. (2015) sug-
gest teachers that interact with other cultures can improve their competence and skill
to engage students more effectively from diverse backgrounds. The author admits
to teachers having an influence worldwide as they expand their worldview and have
enhanced cultural sensitivity. A subsequent study by He et al. (2017) found that
benefits for teachers were extended not only in the cultural immersion opportuni-
ties; teaching and language learning; reflection and collaboration but also in teacher
beliefs and practices that were positively impacted by the experience.

Social networks based on study abroad is also discussed in the literature (Ding
and Li 2012). Study tours may provide the opportunity for new networks and collab-
oration. Reflection by teachers and students following such an experience may lead
to personal and professional transformation as seen by Mkono (2016) and Robledo
and Batle (2015). The power of travel to have a transformative impact on people
is also evident in the literature (Lean 2012; Saunders et al. 2013) with additional
studies also confirming reflection is required when adapting our learning into new
practices (Aukes et al. 2007; Cranton 2002). Cranton (2002) proposes teachers to
create opportunities for students to reflect on their beliefs and worldviews. Often
students are able to articulate their views or write about them in their individual
journals. It is up to the teacher to create space for reflection and engagement in rel-
ative discussions. Another way for students to reflect on ways of new thinking is
encouraging them to participate in experiential learning experiences such as field
trips or other settings attracting simulation of real life experiences (Cranton 2002).
This suggests a study tour overseas can pave the way for students to become open
minded, reflect on their world views and create new ways of thinking.

Above literature suggests that developing programs with specific key learning
outcomes and context is necessary to receive a high level of satisfaction and positive
feedback by students. Strange and Gibson (2017) also point to the necessity of iden-
tifying specific program elements that lead to clear student and society outcomes. In
order to maintain the positive impact of study abroad educational programs authors
call for well-designed experiences with clear student expectations (Goldstein and
Kim 2006).

The increase of short-term study abroad programs over the past few years (Barb-
uto et al. 2015) also demonstrates the need for continuing research in this area. The
way students engage in study abroad programs may also provide key insights into
the behaviours students exhibit, the satisfaction they derive and consequent actions
e.g., word-of-mouth recommendation for courses. As noted by Ding and Li (2012)
the choice of a tertiary institution may be influenced by the individual’s social con-
nections. It is evident that teachers also benefit from study tours (Strange and Gibson
2017). Jackson (2008) noted people who engage with foreign cultures show more
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empathy for others. With the literature pointing to the benefits of study tours both to
students and teachers this paper will discuss the planning and implementation of an
international study tour.

Case Study

A total of ten students from between first and fourth year, undertaking the Bachelor
of Event Management and the Bachelor of Tourism and Hospitality were offered
financial support by the Endeavour Mobility Grants support scheme to undertake a
study tour to London, England in 2017. So far over 7000 Australian students have
undertaken faculty led study tours overseas (Department of Education and Training
2017). The encouragement by government and the Institute suggests the offerings of
study tours are on the increase largely due to the desire to create viable, rewarding
global networks. As the literature also indicates, thorough planning is important in
enhancing the international study experience (Behnke et al. 2014).

The trip to London was planned for a two-week period from 17 to 30 April. The
decision to keep it to a maximum of two weeks was based on previous findings that
confirm, any longer may lead to delivery intensity (Williams and Best 2014). The
month was selected as it was mid semester break, and coincided with London’s two
major events, the London Marathon and St George’s Feast, both prestigious events
allowing experiential learning opportunities, interaction with the host community
and opportunities for visitation to government offices, high profile regional locations
and industry organisations. Based on these inclusions the assessments were also
designed to maximise the research and learning outputs. Through collaboration with
theManager of CityActivation&Strategic Partners at City ofMelbourne an itinerary
was designed to reflect the interests of study tour participants, which also supported
the strategic direction of the institute. Furthermore, collaboration on this project
aligns with the fundamentals of the City of Melbourne’s partnership strategy (City
ofMelbourne 2016). The activities were strategically prioritised in a specific order to
build student anticipation. A full itinerary is shown on Table 13.1 outlining activities
in the order taken. A number of meetings took place before departure in order to
ensure cultural awareness of the destination. Students were thoroughly briefed on
necessary travel arrangements and travel cautionary aspects. Pre-departure sessions
also included team-bonding activities to ensure connectedness among the members
(Williams and Best 2014).

A teaching team (TT) of two academics,male and femalewere responsible to carry
out the study program. The TT had previously discussed key roles that needed to be
undertaken in order to ensureminimal logistical issues. As part of the implementation
the TT had the intention to build relationships with key tourism and event stakehold-
ers in London in order to secure mutual benefits and future collaborations among
stakeholders (Aas et al. 2005). The first meeting at the Greater London Authority set
the scene, outlining key challenges relating to the staging of major events in Lon-
don, while the final visit to Glastonbury was the most anticipated seminar, covering
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Table 13.1 Itinerary and intended learning outcomes

Type of activity Destination Intended learning outcomes

Seminar Greater London
Authority, London

To analyse the business structure of the Greater
London Authority and exhibit an advanced
understanding of the positioning of London as a
global events capital and the triple bottom line
impacts using a range of event contexts

Site visit Woods Silver Fleet,
events cruise
operator, London

To define theory in innovative type events and
critically evaluate financial concepts

Site visit Excel London,
exhibition centre,
London

To critically evaluate issues emerging from
business event developments and compare Excel
London strategic directions to Melbourne
Convention and Exhibition Centre

Experiential learning Feast of St George at
Trafalgar, London

To demonstrate ability in evaluating the social
impacts of a cultural event based on observation
techniques

Experiential learning London Marathon,
sporting event,
London

To critically analyse and report on logistical issues
emerging from the staging of a major sporting
event in London’s central business district

Seminar West End Live,
London

To expand understanding on the marriage between
a key industry sector and a major public event and
the flow on effects to tourism, retail and
hospitality

Seminar Media Circus,
London

To evaluate innovative sponsorship solutions for
London’s central business district through the
staging of strategic events

Site visit and
seminar

Blenheim Palace,
Blenheim

To understand major political influences and
convey information on the complex use of a world
heritage listed building

Seminar Oxford City
Council, Oxford

To understand social and cultural influences and
develop tools for impact evaluation on host
communities

Experiential learning
[optional]

The Dorchester
Hotel, fine dining
restaurant, London

To challenge and extend understanding of high
end dining from a global perspective
and to encourage engagement with non-preferred
experiences

Site visit and
seminar

Glastonbury music
festival, Glastonbury

To critically evaluate Glastonbury music festival,
one of the longest running and high profile event
of its type, as a brand and develop tools for best
volunteer management practices

Seminar Jane Austen Festival,
Bath

To identify event objectives for Jane Austen
festival and evaluate the economic and cultural
impact for the host community in Bath, being a
major regional city

Self reflection London; Free day for
students to undertake
personal activities

To undertake critical reflection of personal and
group strengths
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local community expectations and volunteer management issues. The flow of the
itinerary was strategically designed in order to open the educational program with
a major overview of tourism and events. This also encouraged students to immerse
themselves in each activity separately and reflect before preparing for the next one.
The itinerary combined time for leisure and education, which gave the opportunity
to students to socialise with peers, locals and achieve a balance between personal
pursuits and individual learning (Williams and Best 2014). Despite the complexity
of the program elements the TT hoped students would allow themselves to immerse
in the experience as this would bring student satisfaction (Arnould and Price 1993).

Discussion

Each seminar involved case studies, discussion and questions. The guest speakers
engaged the audience in local issues, key criteria for event successes and the impor-
tance of relationship marketing and partnership building. The role of engaging the
host community as a consultant in the planning of upcoming events was highlighted
in all lectures. The sessions allowed for shared reflection on the topic and further
debate. Over twenty speakers reflected on their career path in events and highlighted
the importance of networking and stakeholder engagement.

Logistics and project management issues were mainly addressed in Glastonbury
along with the festival’s sustainable practices that encouraged local community sup-
port. Building a strong reputation such as the Glastonbury music festival has meant
the organisers now feel non-dependent from external sponsorship support, while they
continue to theme their events influenced by social and political values and securing
a strong community support network.

West End Live developed from an initial passion for theatre events and grew
to become one of the biggest events in London (West End Live 2017). The move
of the outdoor event from Leicester Square to Trafalgar Square came with many
management issues due to the size of event. Running a number of acts over a certain
period of timemeans strong timemanagement skills and capability for strict logistical
management are required. The positive social impact has meant the organisers could
further develop their ideas to incorporate parades to the site in an effort to further
boost the local community spirit and create an environment of togetherness and
family celebration while boost ticket sales for the upcoming shows.

The Jane Austen festival highlighted Bath as the cultural capital to showcase the
community event (Jane Austen Festival 2017). Free time in the small town allowed
fully immersing oneself in the heritage style buildings and imagining what it would
be like dressed up in the Jane Austen era. The key role of volunteers in the minor
event was evident following the financial considerations that were highlighted during
the session. Absorbing the cultural experience was enhanced by leisure activities
including walks through Hyde Park, Buckingham Palace and visits in popular streets
of the shopping precinct, Piccadilly Circus.
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The marketing and Public Relations opportunities promoted by Media Circus
indicated the importance of close collaboration with local businesses to create inno-
vative event concepts that boost business activity in specific streets over theChristmas
period. Themed ideas such as street exhibitions and street lightswere just some exam-
ples to show how events can be created based on renewed marketing activity and
business collaboration.

Students faced a new challenge with the optional participation at a fine dining
restaurant, the Alain Ducasse at the Dorchester Hotel, an iconic property in London
(Ducasse 2017). Understanding the dress code and presentation standards required at
fine dining events was well received by students who never had a similar experience
before and faced new learning challenges. Students were divided into two groups
and had to engage in conversation about the experience. Assessing the environment,
service, food and ambience and the link to innovative type events became the main
topic of conversation. Highlighted by a casual interaction with the head chef meant
the students were able to see the team effort back of house in order to evaluate all
angles of a formal dining experience.

Reflection

After two years of planning, researching and designing the itinerary, ongoing collabo-
ration among all stakeholders (teacher- associate dean and government) led to strong
ties between the institute and the government department involved. The opportu-
nity to execute the study tour and evaluate the experience based on observation and
reflection resulted in renewed professional development. From a teacher perspec-
tive the program showed new areas of research and industry links with additional
opportunities to involve students in future planning.

Becoming skilled in designing study abroad programs linked with specific learn-
ing outcomes led to an increased confidence for subsequent planning. Teachers
require mentorship in delivering study tours and therefore this is an example for
consideration when thinking of all the steps involved to deliver a positive student
and teacher experience. The timeframe allowed to adopt a foreign culture also encour-
aged change in feelings in the way a culture can be perceived. Connecting socially
with students while encouraging a shared learning environment also demonstrated
new ways of experiencing learning based on foreign industry networks.

The timeframe of a minimum two-week period allowed for use of senses and
interaction with environment and its elements such as buildings, landscapes and
people leading to cultural absorption. Following every seminar and activity a deeper
satisfaction was reached with the realisation of another learning outcome achieved.
This feeling became more intense as days went by allowing for full absorption of
the experience. The relevance of program content and the satisfaction felt became
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the reason for new ideas to form and share with the group in a meaningful way. The
search for meaning in a personal and professional context became present using all
senses. World perceptions were renewed and a new ‘self’ created. The experience
allowed for use of senses and feelings of absorption which can contribute to the
creation of a meaningful lived experience (Arnould and Price 1993).

Via existing networks stakeholders took their time to work on ideas and explore
all possible options for future collaboration, institute exchange programs and volun-
teer options. The London study tour experience was based on careful planning and
specifically designed for students interested in cultural, business, sporting events and
music festivals.

The challenges faced were numerous however ongoing communication, meetings
among all stakeholders and the willingness to overcome difficulties led to effective
teamwork resulting in a successful study tour. The additional complexity of logistics
while executing theprogrammeant that teachers had increased responsibilities,which
were key in creating the meaningful experience for students.

Personal development involving a deeper commitment in day-to-day responsi-
bilities showed that every moment should be lived. Professional growth including
new knowledge, international networks and corporate links are part of the renewed
meaning making at academic and industry level. Teachers need to take advantage of
study tour opportunities and allow for immersion at all levels while building strong
teacher-student communities.

Future Research

This paper is based on teacher reflection only. Future research could include inter-
views with students on their individual experiences both in terms of their learning as
well as their personal growth. Interviews with teachers participating on study tours
would guide teaching teams how to plan and effectively implement study tours.
Additional interviews and reflections could be sought from the overseas partners to
evaluate the experience long term and assess mutual benefits. Undertaking a study
tour to a different destination may not yield similar benefits so prior research on the
destination may be necessary. Finally, it is important to consider the student pro-
file and the individual experience on international travel when planning an overseas
study tour.
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Conclusion

The international study tour experience benefited both teachers and students as iden-
tified in the literature review. It allowed for positive cultural acceptance (Green et al.
2008) and broad understanding of international working environments (Williams and
Best 2014) that can be incorporated in future study tour planning. It also offered stu-
dents the opportunity to form social connections (Ding and Li 2012) and friendships
(Harris and Lagos 2015). Specific designed experiences such as the formal dining
event allowed students to reflect on their own world perception (Mezirow 1997).

Including study tours in course programs as an alternative form of learning
enhances the teacher-student engagement. International study tours that involve a
combination of industry and academic components allow for international collabora-
tive opportunities and encourage students to partake in further study abroad programs
(Behnke et al. 2014). Developing an itinerary based on thorough planning presents
its challenges however the overall result improves the student-teacher engagement.
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Research Informed Teaching



Chapter 14
Bridging the Gap: Making Research
‘Useful’ in Food, Tourism, Hospitality
and Events—The Role of Research
Impact

Tom Baum

Abstract This chapter addresses the value of academic research in food, tourism,
hospitality and events to stakeholders, in particular the private sector. This is a well-
travelled road in debate between these industry sectors and academia, with frequently
cite concerns that academic research is too theoretical and lacks application to the
everyday challenges which practitioners face. This chapter critiques approaches to
‘relevant’ research that just seek to address immediate industry ‘problems’. As an
alternative, an approach is suggested that advocates research that has impact in a
rather wider context, against a wide range of business, economic, social and cul-
tural criteria. These are modified and extended from the UK’s Research Excellence
Framework (REF). The application of these criteria are illustrated through a series of
fictional mini-cases and conclusions regarding the value of this approach are drawn.

Keywords Food · Tourism · Hospitality · Events · Research relevance
Research impact · Research excellence framework (REF)

Introduction

In the food, tourism, hospitality and events field, discussion about academic research
frequently coalesces on considerationofwhether such endeavour has practical ‘value’
to stakeholders, particularly in the private sector. Vong (2017) points out that this is a
very long-standing theme of debate which she broadly classifies as practitioner inter-
est in finding ‘how to’ answers whereas academics focus on explanatory outcomes
without, necessarily, providing solutions. Interestingly, Baum et al. (2016) in their
review of academic research relating to the workforce in tourism and hospitality,
argue that much published academic research, especially in the latter area, is dom-
inated by the search for solutions rather than engagement with the use of theory as
a route to explanation. King et al. (2011: 157) acknowledge the frequent dislocation
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between academic research in hospitality and industry needs when they argue that
“the need for research on the contemporary issues and challenges of management in
the hotel industry is apparent; the nexus between the needs of the hotel industry and
the research contribution from academics is less evident”.

There iswidespread advocacy for researchwhichmakes a difference to the respec-
tive sectors included in this analysis (food, tourism, hospitality and events). King
et al. (2011) call for greater alignment between academic research and industry
needs, itself a nuanced but widely enunciated position from both sides of the part-
nership. Similarly, Lynn (2016: 234), in discussing his editorial philosophy at the
Cornell Hospitality Quarterly, argues the case for the journal to address, through its
articles, research that is “devoted to the dissemination of knowledge that improves
hospitality management”. This can certainly be delivered in some areas to greater
effect than others. For example, Rodgers (2005) in her study of research in the area of
food service management sees such studies in primarily technical and applied terms,
research that seeks technical solutions to key operational problems relating to food
safety, food production systems and related issues.

The challenge with this position in advocating research ‘relevance’ in food,
tourism, hospitality and events, however, is that there is fragmentary evidence that,
even where alignment is achieved, and academic and practitioner research addresses
evident and critical issues within the industry, this actually translates into meaningful
change in business or policy terms. Indeed, as Solnet et al. (2014) demonstrate in
relation to research into workforce issues in tourism, there is little evidence that such
studies drive change or generate new policy solutions and answers to well-rehearsed
operational problems in the industry. Now this may be a problem of communica-
tion rather than of substance, as Vong (2017: 116) clearly notes, adopted of research
outcomes depend upon “the value of knowledge generated depends not only on the
ability of academics and researchers to transfer such knowledge effectively but also
on the relevance of research topics, findings, and implications for the industry as well
as the absorptive capacity of businesses”. Finally, there is limited evidence to support
the argument that the industries in question necessarily want or support the research
undertaken by academic partners or, indeed, facilitate such work at a practical level
(Sobaih and Jones 2015).

This chapter is premised on the foundation argument that usefulness in academic
research as defined by the industry-side user is a challenging concept and one that,
increasingly, appears as a mirage on the researcher’s road ahead. Undoubtedly, ‘use-
ful’ research (in the eyes of practitioners) does exist but this is generally undertaken
in order to address a specific question or set of questions about a relatively narrow
topic (relating to, inter alia, service, markets, finance, operational performance or
environmental impact) for which an immediate answered is required. Such enquires
are frequently time and place specific and make little or no attempt to provide the
platform for any level of generalisation or wider interpretation beyond the research
context. Academic research is rarely designed or intended to address such narrow
outcomes within the required timeframe. It frequently aspires to one or more of gen-
eralisation, theory-building, theory-testing or in-depth explanation of phenomena.
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Asking whether research is useful in the food, tourism, hospitality and events
field is generally premised upon the assumption that the usefulness should be to the
practitioner, often operators within the private sector or policy makers in the public
domain. This is a severely limiting assumption and creates the ‘search for solutions’
academic research behaviour articulated by Baum et al. (2016). In this chapter, we
focus on notions of proven impact as a guide to the value or usefulness of research.
In other words, rather than seeking to solve problems in the food, tourism, hospi-
tality and events field when frequently no practical solutions exist, the yardstick for
valuable research shifts to consideration as to whether research outcomes impact
on stakeholder behaviour in a much broader sense. Discussion about usefulness of
research is not just about direct application in ‘solving’ problems but is a consider-
ation of the impact of research. Impact is a nuanced word of increasing importance
in academic research and is the focus of discussion within this paper.

The model and interpretation of impact here is one adopted by the UK’s Higher
Education Funding Council (HEFC) network (with separate agencies for England,
Scotland andWales) in undertaking its ResearchExcellence Framework assessments.
Here we will assess the model and apply its key dimensions to fictional examples of
research in the food, tourism, hospitality and events field as a means of assessing the
usefulness of impact to both academic and wider stakeholder partners in academic
research.

HEFC, the REF and Impact Assessment

The Funding Council network in the UK is responsible for the funding and regulation
of all higher education providerswithin their respective jurisdictions. One of their key
roles is to assess the quality of research across all universities and higher education
colleges through the Research Assessment Framework (REF), previously known as
the Research Assessment Exercise (RAE). In assessing quality within the REF, one
of the key areas is the impact of the research (by individuals and teams) against a
broad range of criteria. HEFC explain that “impact is defined as an effect on, change
or benefit to the economy, society, culture, public policy or services, health, the
environment or quality of life, beyond academia”. The REF process adopted impact
as a major criterion in 2014 and has up-gauged its significance in anticipation of
the up-coming 2021 REF. Subject areas (or Units of Assessment) are rated against
their research output (via publications), their research environment and, finally, the
impact of that research across any or all of the economy, society, culture, public
policy or services, health, the environment or quality of life, beyond academia. This
breadth is important as it is easy to fall into the trap of interpreting impact primarily
in economic terms. Figure 14.1 highlights the multiple routes to impact that apply
across the disciplinary spectrum, linking activities that are research-led or research-
informedwithin universities and colleges to the range of indicative external outcomes
than emanate from such research.
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Fig. 14.1 Pathways to impact (Research Councils UK, pathways to impact. http://www.rcuk.ac.
uk/innovation/impacts/. Accessed 14 November 2017)

The pathways provide a broad set of linkages within the road to impact. In
Table 14.1, Hill (2015) interprets these linkages in terms of exemplar impacts across a
range of contexts—civil society, cultural life, economic prosperity, education, policy
making, public discourse and public services. This list is probably not exhaustive and
could be further developed to include place (local, regional and international) dimen-
sions and environmental/sustainability considerations. These have been added as a
modification of Hill in Table 14.1. Clearly, the categories are not mutually exclusive
and some overlap is inevitable within most research projects.

The next stage of this chapter applies the notion of impact across all the criteria
identified in Table 14.1 to examples from food, tourism, hospitality and events.

Illustrating the impact of research in food, tourism, hospitality and events.
Impact in the context of research is about changing behaviour, practice, use of

resources or policy. It is not to be confused with sharing of research outcomes with
stakeholders through dissemination or engagement. For impact to be in evidence,
there has to be clear evidence of change. Let us explore what Hill’s impact indicators
could mean in the context of food, tourism, hospitality and events. These fictional
mini-cases demonstrate what high level impact can look like; clearly, impact can also
be achieved at the micro and much more localised level when researchers work with

http://www.rcuk.ac.uk/innovation/impacts/
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Table 14.1 Indicative range of impacts (Modified from Hill 2015)

Civil society Informing and influencing the form and content of associations
between people or groups to illuminate and challenge cultural
values and social assumptions

Cultural life Creating and interpreting cultural capital in all of its forms to
enrich and expand the lives, imaginations and sensibilities of
individuals and groups

Economic prosperity Applying and transferring the insights and knowledge gained from
research to create wealth in the manufacturing, service, creative
and cultural sectors

Education Informing and influencing the form or the content of the education
of any age group in any part of the world where they extend
significantly beyond the submitting HEI

Policy making Informing and influencing policy debate and practice through
interventions relating to any aspect of human or animal well-being
or the environment

Public discourse Extending the range and improving the quality of evidence,
argument and expression to enhance public understanding of the
major issues and challenges faced by individuals and society

Public services Contributing to the development and delivery of public services or
legislation to support the welfare, education, understanding or
empowerment of diverse individuals and groups in society,
including the disadvantaged or marginalised

Place Contributing to the development, delivery or application of policy
or practice relating to issues at a specific local, regional or
international level

Environment/sustainability Applying and transferring the insights and knowledge gained from
research to create environmental or sustainability outcomes that
are of value to business and/or society

local enterprises (vineyards, restaurants, guesthouses, community events) and their
studies help to shape key decisions made within these contexts.

Civil Society

Dr. A is a food scientist and undertakes a study of food safety standards across a
number of food traditions and cultures in Melbourne, including Halal and Kosher
cuisine. The study shows clearly that all food traditions and cultures adhere to
common and high standards with respect to all aspects of food safety. This evidence
is used by faith and community groups in news items, leaflets, restaurant reviews and
in representations to public agencies and the media to inform and educate the wider
community about their food traditions.
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IMPACT: There is a clear link between the research study and the use of outcomes
to inform and educate the wider community, contributing to changing attitudes and
challenging prejudice.

Cultural Life

Dr. B is a cultural anthropologist who specialises in piecing together evidence about
the almost forgotten religious rites and ceremonies of island communities in the
south-west Pacific. Over a 10 year period, she has published a series of papers which
present evidence that allows the re-creation of the rites and rituals of a number of
these events. She has now advised island diaspora in Auckland to enable them to
re-launch the ceremonies as authentic community and tourist events.

IMPACT: Sustained and detailed research over a period of time and publication
of findings that are open to academic and community scrutiny has enabled Dr. B to
advise community groups on the revitalisation of traditional rites and rituals in a way
that is accessible to both these communities and visitors.

Economic Prosperity

Dr. C is a specialist in the design of software that provides interface between remote
home security devices and property owners. She has designed software which allows
holiday letting owners to operate the security systemwhen their property is empty but
which is deactivated immediately the guest enters their unique access code for the
property. After taking out appropriate commercial rights and patents in conjunction
with her University’s Research and Commercialisation Office, Dr. C has licensed the
software to the largest platform for independent holiday lettings in the UK .

IMPACT: Dr. C has developed a software product that has clear commercial value
in the holiday lettings market and provided owners with an enhanced security system
for when their property is vacant.

Education

Dr. D is passionate about introducing some of the ideas that underpin academic
understanding of tourism to high school students. To further this objective, he under-
takes a nationwide online voice survey of 14–16 year olds in order to gain a clear
picture of their vacation experiences and expectations for future holidays. He uses
the findings of this study to script a series of short videos, posted on YouTube, which
explain the key benefits and difficulties associated with tourism, drawing directly on
the voices of respondents in order to link learning to respondent experiences. In the
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First 6 months, the six videos are viewed an average of 17,000 times and 39 high
schools in the US apply for licences to use the videos.

IMPACT: Dr. D used research on young peoples’ experiences of vacationing as
a means by which to develop suitable learning materials in the area of tourism for
high school students. The beneficial impact outcomes were educational and also
commercial.

Policy Making

Dr. E and Dr. F together run the City Tourism Laboratory which undertakes realtime
consumer research on behalf of city governments and private sector associations.
Building on research undertaken for their respective Ph.Ds, Dr. E and Dr. F have
developed a system for realtime data collection, analysis and reporting that can be
tailored to specific visitor market segments, locations within the city and at specified
times. Outcomes are used to frame tourism resource and marketing policy on a
rolling basis. Currently, Dr. E and Dr. F operate the system on behalf of all capital
city tourism bureaux in Australia and at least 7 cities across ASEAN.

IMPACT: This is an example of an applied project outcome that has drawn directly
on academic research and results in data/information that helps to frame policy across
a number of major cities in Australia and the wider region.

Public Discourse

Dr. G has researched published extensive evidence relating to potential health risks
associated with the use of genetically modified foods, based both on her experimental
primary research and the assessment of secondary sources in the scientific press. She
has sought dissemination of her research fundings through regular contributions to
a high profile blog site on food and healthy living. Her blog has been picked up by
a range of media outlets (print, television, radio) in her native UK, in Europe and,
recently, in the US and Australia as well and she has a high profile addressing a
range of topics that extend beyond her core research area. She is recognised as a
leading and authoritative voice on food safety issues by the UK Government and the
European Commission and has been called as an expert witness in court cases in
the UK, the Netherlands and New Zealand.

IMPACT:Dr.G’s research has positioned her as an authoritative voice in relation to
her areas of research specialism. She has a high profilewithin the science community,
the scientific policy community and the general public and is a major contributor to
discourse and debate in her area.
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Public Services

Dr. H is Editor-in-Chief of the International Review of Tourism and Events Regu-
lation. For the past 17 years, he has undertaken an annual and systematic review
of all new legislation and regulation with respect to tourism and events enacted by
the 50 leading tourism receiving countries worldwide. Findings are synthesised into
an annual ‘State of Tourism Regulation’ report. He is currently advising the Parlia-
mentary Committee on Tourism Standards in South Africa on development of a new
Tourism Act and the role of regulation within it. He has previously advised govern-
ments in 7 countries in the framing of quality standards regulations for tourism and
events.

IMPACT: This research, based on published sources relating to legislation and
government orders worldwide, forms the basis of advice provided by Dr. H to gov-
ernments considering framing or changing legislation relating to tourism regulation
and quality standards.

Place

Dr. J has undertaken economic impact studies of annual Pride Festivals (LBGTI)
in four major UK cities for 10 years, providing and publishing trend data that is
sensitive to market demographics, participant social and economic characteristics
and community engagement. The model which Dr. J has developed to capture these
data is highly location sensitive and allows for reporting at a community level within
major cities. Dr. J has been appointed advisor to a European umbrella group that
co-ordinates and advises cities with Pride Festivals on a transnational basis.

IMPACT:This is a an example of an academic researchmodel that has the capacity
to provide tailored/bespoke data to cities and their sub-units (communities), factor-
ing in a range of place-specific variables. Impact is clearly demonstrated through
adoption.

Environment/Sustainability

Dr. I completed both his Masters and Ph.D. research through studies that measured
the ‘environmental consumption’ of major departments in hotels (housekeeping,
kitchen, food service, leisure), focusing on energy, materials consumption, waste.
The focus of the research was ‘bottom up’, looking at these environmental indicators
through the eyes and detailed analysis of the work practices of individual employees
and assessing what behavioural change in these areas could mean to them and their
work routines. Based on his research, Dr. I was invited to advise three major hotel
chains on their environmental practices across all departments and helped each to
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design training interventions to support staff become more environmentally effective.
He has also developed a multi-format training package in the area on behalf of the
national hotels association for distribution to all members.

IMPACT: Dr. I’s research was designed to understand environmental practice at
the level of the individual employee in hotels. This study allowed him to work with
hotel companies and the hotel association to develop and implement training inter-
ventions that are designed to improve environmental stewardship across departments
in hotels.

Discussion and Conclusion

These cases are intended to be illustrative of what impact of research in the fields
of food, tourism, hospitality and events can look like. Clearly, impact against the
extended Hill parameters can take a variety of shapes and sizes but what they have
in common is facilitating some level of beneficial change within their stakeholder
communities.

This chapter takes a particular approach in addressing the usefulness of aca-
demic research in food, tourism, hospitality and events. Usefulness is a popular
but relatively opaque concept—useful to whom? useful for how long? among other
questions. Impact, by contrast, offers us a measure of what actually has happened
through academic research.Much such research has minimal impact, despite the best
protestations of the researchers concerned who fail to recognise that publication and
dissemination activities in now way guarantee that any changes will arise as a result.

Of course research impact may be intended or unintended, a result of serendipity
that follows the publication of research outcomes or the demonstration of a product,
service or process that emanated from research. Reflecting personally, one of my
earliest publications was on models of public—private collaboration in the area of
training for the hospitality industry. Some months after publication, I was contacted
by the Vice-President for Human Resources of a major international hotel chain who
wished to meet with me on his next business visit to London, specifically because
he had read the article. We talked about my research, he invited me to spend time
at their corporate headquarters and to work with his team on making my model
work in practice. As a result, I spent a month with the company and saw them take
aboard a completely new approach to working with government, public agencies and
education providers, based on my inputs. The impact of my research, therefore, was
significant but totally unintended.

Using potential impact as a rule of thumb guide in planning research in food,
tourism, hospitality and events undoubtedly enhances the chance that it will be
deemed useful by stakeholders. The classification of what constitutes impact also
provides a wide variety of formats where impact can be sought. It provides a very
useful guide for both experienced researchers and those embarking upon an early
journey in their research careers. It also allows for variation in scale and for the
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adoption of diverse methodologies. It is non-prescriptive but focuses on the most
important consideration, how many waves (positive or negative) did the research
generate?
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Chapter 15
Participatory Action Research as
Development Tool for Industry Training:
Artisan Gelato

Angela Tsimiklis

Abstract This chapter examines how participatory action research was used as a
methodology and means to develop specialised artisanal gelato culinary programs
at William Angliss Institute. The research wanted to push the boundaries of design
methodologies in food, tourism, hospitality and events and was the foundation for
creating a new training model and pathway for the Australian Vocational Education
System to advance the development of professional resources and introduce a base
for a culinary specialist training. The intricacy of developing professional culinary
trainingprograms for specialist and artisanal foodproducts alongside a requireddepth
of knowledge was unattainable through training in current Australian hospitality
qualifications. The benefits of this research have enabled the establishment of a
specialist training facility to train artisan gelato skills. The professional artisanal
gelato training program continues to innovate and attracts local and international
experts and students to the facility.

Keywords Design methodologies · Artisanal · Applied knowledge · Pedagogy

Introduction

The purpose of this chapter is to discuss the benefits of participatory action research
(PAR) as a developmental methodology to equip vocational educators with insight-
ful pedagogy when designing and developing specialised culinary programs. This
methodology has the potential to benefit vocational educators by incorporating a
scholarly and innovative approach to teach trades, craft skills and applied knowl-
edge. Vocational educators can extract insightful pedagogies to underpin the design
and development of specialised culinary programs.

The research was conducted at the prestigious Carpigiani Gelato University in
Bologna, Italy. The immersion of PAR was four weeks of structured Artisan Gelato
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training completed in 2015 which comprised collective investigation (Greenwood
et al. 1993) andworking alongside students, teachers and international gelatomakers.

The outcomes of the research has influenced the design and delivery of profes-
sional ArtisanGelato programs inMelbourneAustralia and has facilitated the growth
of training for professional gelato makers allowing engagement with industry and
building authentic, contemporary vocational training programs.

Literature Review

Drawing from a broad range of research from predominantly constructivist perspec-
tives (Figgis 2009;Seddonet al. 2013;Robertson2008) point to a growing enthusiasm
within the vocational education and training (VET) sector of a momentum to develop
highly trained vocational practitioners throughout Australia’s teaching workforce.

McIntyre states that PAR involves learners with real material, concrete practices
of a particular people in a particular practice and this allow revisited analysed and
articulated participants tomake the results of the research credible accurate and trust-
worthy (McIntyre 2008). Lucas et al. (2012) suggest that to have optimal vocational
education, this requires pedagogies that aremindful of the relationship between learn-
ing methods and the proposed outcomes. This includes an understanding of learners’
experiences linked with well-designed teaching methodologies, making vocational
educators active learners in their development and construction processes towards
developing relevant curriculum and professional training programs.

It is from these influences which have generated confidence within the VET sector
towards enabling and building a more professional vocational community of voca-
tional educators focused on pedagogy towards incorporating an industry relevant
curriculum (Robertson 2008).

Australian Culinary Skills Shortages

Registered training organisations (RTO) and the hospitality industry in Australia in
general, need a paradigm shift in their thinking around training and supplying expert
culinary professionals. The Department of Employment in Australia has released
consecutive reports (Occupational Skill Shortages Information 2017) that detail has
demonstrated significant culinary skill shortages in the Australian labour market.
Additionally, the Deloitte Access Economics report identified enduring labour short-
ages are stifling the Australian hospitality sector and these shortages have influenced
and impacted productivity and growth (Restaurant and Catering Australia [R&CA]
2015).

The Deloitte Access Economics report also uncovered the hospitality industries
inability to find workers with the right set of skills. Furthermore Restaurant and
CateringAustralia (R&CA2015) also highlights the need for labourmarket to reform,
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including improvements within the vocational education sector. The R&CA’s 2015
Industry Benchmarking Report also exposes an increase in the number of businesses
experiencing extreme difficulty filling positions; citing culinary professionals are still
the most difficult positions to fill from chefs to pastry cooks and culinary specialist
skills (R&CA 2015).

The literature indicates (Dunn 2011; R&CA 2015) that the current hospitality
market requires a deeper and expanded level of vocational training to educate, retain
and engage skilled culinary professionals from apprentices to specialised subject
experts to achieve Australia’s long-term productivity growth objectives (Dunn 2011;
NCVER 2012). The importation of skilled culinary labour training is further under-
pinned by the continuous growth in the Australian hospitality industry. Additionally,
many Australian hospitality enterprises spend valuable time, money and resources
to find suitable employees from overseas to work and oversee kitchens in Australia
(Skills Australia 2010).

Deficiencies of Expertise

Increasingly, the hospitality Industry is demanding more avenues in bespoke and
artisan vocational training towards a higher level of specialist culinary skills. The
research recognises that Australian vocational institutions only have the capacity to
provide foundational culinary skills from apprenticeships to full time qualifications
in specialist culinary skills is problematic. This equates to limited opportunities for
culinary professionals to engage in professional development and to acquire new
proficiencies.

Reports generated by the International Specialised Skills Institute (ISSI) stipulate
that there are numerous deficiencies of expertise in wide-ranging culinary specialist
skill sets, some of these skills include the production of Artisan Breads, Chocolate,
Artisan Gelato and Fermentation methods of foods (Pellegrino 2011; Dunn 2011;
Tsimiklis 2016; Lewis et al. 2017).

These reports conclude that the current vocational training environment demon-
strates a weakness in innovation to facilitate the hospitality industries future training
needs to produce specialised culinary experts. The literature outlines that the Aus-
tralian Government and food industries currently do not have a process to identify
or facilitate training in knowledge and bespoke food trade culinary skills develop-
ment and recommends that registered training organisations should consider working
closely with distinctive industries to develop accredited courses.

Many factors influencing the demand and supply for people with specific skills are
not subject to educational planning or controls and as a result coordinated through
labour markets (Skills Australia 2010).

Reports from the ISSI (International Specialised Skills Institute 2017) provide
several examples of insufficient expertise in Australian food industries and empha-
size the weaknesses in innovation towards skills development, government policy
and formal organisational structures policies that facilitate another pathway for spe-
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cialised culinary skills (Pellegrino 2011; Dunn 2011; Tsimiklis 2016; Lewis et al.
2017).

TheNationalCentre forVocational EducationResources recommends that leaders
in the vocational training sector need to support the ongoing constructive develop-
ments in recognition of new skill approaches creating a higher level of competencies
(NCVER 2012). There are calls for artisan training in specialised culinary skills to be
made available nationally that enables a sustainable platform for future food enter-
prises and more importantly to be able to fill the employment vacancies required by
industry (R&CA 2015).

Australian Workforce Futures: Developing professional artisan gelato programs
According to Skills Australia (2010)Australia requires a highly skilled population

to maintain and improve our lifestyle and economic position in the face of increasing
global competition, and to have the skills that adapt to the introduction of newly
required expertise during rapid change (Skills Australia 2010).

Artisan gelato making is one skill deficiency experiencing skill shortages in Aus-
tralia. Internationally artisan gelato is regarded as a specialist food product with a
thriving professional community (Tsimiklis 2016). Gelato experts D. Toce (personal
communication, April 10, 2015) and M. Bidin (personal communication, December
17, 2015) recognises that the skills required for the formation of Artisan Gelato is a
distinguished trade. An artisan gelato maker must possess a depth of knowledge in
the balancing of ingredients alongside the knowledge of fundamental processes and
practical applications; only with such expertise, a high-quality food product can be
produced that provides for a unique sensory experience of flavour, temperature, and
texture.

In 2013 the International Gelato World Tour competition was held in Melbourne,
Australia (GelatoWorld Tour 2015). In previous years this event had attracted already
more than 280,000 people throughout Europe. The tour brought together local and
international artisan gelato makers through workshops, public events, and forums.
Comments made by industry personnel attending the event, indicated a growing con-
cern that the localAustralianArtisanGelato Industry lacked developmental resources
to facilitate an increasing industry in Australia. Conversations between international
experts, equipment suppliers and domestic and international educators discussed the
benefits for developing a recognised training base to establish and provide opportu-
nities for Australian chefs to be trained in the high standard specialist culinary skill
of artisan gelato making (Tsimiklis 2016).

Professional Culinary Training Programs

Reflecting on industry observations and concerns, a strategy was formulated to
bring together internationally renowned Italian Carpigiani ArtisanGelato University,
Majors Group Australia a provider of gelato making equipment and technology, and
William Angliss Institute to develop professional artisanal gelato training courses.
This project was to create a base for developing learning and expanding skills. The
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formalisation of strategic professional industry and educational partnerships pro-
vided a solid foundation for the research and a plan for action was designed.

Participatory Action Research (PAR) was identified as the appropriate research
methodology to generate a high level of comprehension of advanced culinary skills
and the cultural aspects of artisan gelato making. For the benefit of this paper, PAR
is defined as an emphasis on collaboration, researchers with participants working
together to examine a problematic situation, and then apply the change (McIntyre
2008).

The basic concept of the research project was to learn about and to design innova-
tive, effective and efficient vocational capabilities through an established vocational
educational training base facilitating professional artisan gelato courses.

The International Specialised Skills Institute (ISSI) provided additional backing
to the project as they acknowledged the necessity to develop this unique culinary
specialist skill. Its support gave further provision and encouragement to the research,
as ISSI understood that specialist’s culinary skill deficiencies could be addressed
through building global partnerships and initiating overseas skill acquisition plans.

Research Study

Discussionswere undertaken to implement a new trainingmodel centered on capacity
and capability building with data collected informing the project’s objectives. A
consensus of standard industry practices transpired from various gelato makers on
a national level providing clear perspectives of essential industry processes. These
discussions included a cross sector of gelato professionals in the Australian states of
Victoria, New South Wales, South Australia and Queensland.

Other talks with affiliated machinery supplier Majors Groups provided a context
in the logistics in operating gelato making machinery, operational layouts and busi-
ness costs. The building of constructive networks in the planning stage allowed all
stakeholders to contribute towards the course development and formulate with and
what industry is seeking in their business and skills for their employees.

Research project priorities and investigation topics included:

• Recording and investigating gelato making in Australia and Italy focusing on
methodologies, traditional practices, and innovative techniques for knowledge
construction.

• Interaction and documenting the student’s experience and teacher’s delivery meth-
ods.

• Identifying contemporary and traditional practices and application to gain a sense
of cultural tradition.

• Researching historical recipes that are associated with conventional and modern
artisan gelato making.

• Understanding and recording the evolution of ingredients from traditional to mod-
ern artisan gelato recipes.
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• Undertaking practical application in the workplace performing the daily activities
of an artisan gelato maker.

• Comparing and analysing theoretical aspects of gelato making between various
Italian businesses and culinary institutions.

Exploring Artisan Gelato

PAR in Italy involved attending CGU and undertaking the artisan gelato course for
four weeks. This exercise resulted in documented classroom activities and practical
applications within a targeted student group during classes and their downtime; this
closeness was significant in attaining and learning from the student’s group’s experi-
ential learning. The research allowed organic collaboration and interaction between
students and their teachers extracting valuable insights from there lived experiences
during their education.

The research permitted involvement in practical applications with participants
building knowledge from recipe development to the handling and cleaning of spe-
cialised commercial equipment. Conversations amongst the students encouraged
vital engagement providing a rich interactive insight that was central to the research
informing its eventual application.

The research process involved participation, observation and consultation fol-
lowed by reflection before commencing the cycle again. This interactive approach
was driven by real-world learning and measured experiences Reason and Bradbury
(2001) of the students and teachers. PAR allowed consideration to how the student
group built up their capacity and gained an appreciation of reflective thoughts on
the core course principles. This allowed knowledge acquisition, learning from the
group’s understanding during participation of the course from information translation
to transition.

Building Capability

The PAR experience additionally included intensive artisan gelato making training
at CGU along with associated assessments and examinations. Valuable collections of
conversations and applications were considered during the development of a repro-
ducible training model, which informed the long-term planning of courses in Aus-
tralia. CGU educated, demonstrated and provided for the structure to be able to create
a unique culinary vocational training program, which did so far not exist in Australia.

Other aspects of the research involved an immersion by internship at a local
artisan gelataria in Bologna; this engagement provided another essential agency to
inform the planningmodel, The experience of performing all steps of a gelatomaking
process (theoretical and practical) from start to finish under the close supervision of
a university-affiliated gelato specialist gave the research a direct link of what kind of
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training is needed tomake clear the daily performance tasks required by a specialised
gelato maker.

This involvement contributed highly to the overall project recommendations as
it advises the research with essential components for capability-building and mean-
ingful experiences in the design of the program. For the gelato training program to
be successful in Australia, the research needed an understanding of common factors
in the workforce and workflow of how gelato makers would organise themselves in
their daily working life. This ensured future training had a connection to context and
application for the transferability of skills in the new training program.

The Instructors

Observations documented that the Carpigiani Gelato University is demonstrating a
significant proficiency of a single specialist subject that confirmed their professional
understanding and mastery of artisan gelato making. CGU instructors provided an
essentialmodel for PAR to draw structure aswell as experienced pedagogical delivery
methodologies. This observation highlighted essential educational outcomes towards
preparing and advancing the professional development for Australian culinary edu-
cators who will deliver these courses.

What was learnt from the course was Artisan gelato focused on natural ingredi-
ents quality, seasonality, regions and the correct processing of ingredients to retain
quality (Carpigiami Gelato University 2015). Technical processes were discussed
which are used to achieve characteristic attributes in the product recognising and
acknowledging the traditional and cultural aspects of artisan gelato.

The Instructors at CGU stipulated that many people open up a Gelataria’s with
limited management operational capabilities as well as inadequate knowledge of
the science and function of ingredients and these essential skills prevent them from
producing a true artisan product and the ability to develop new recipes and gelato
products.

Transferability of Knowledge

In the Australian vocational educational system the unit SITHPAT306 Produce
desserts is used to teach frozen desserts, icecreams and gelato. The Australian Gov-
ernment allocates 100 teaching hours to deliver this unit in vocational institutes
(training.gov.au 2017). This unit also covers topics such as puddings, meringues,
garnishes, souffles and predominately focused on plated desserts.

The hours allocated to gelato training in this unit does not provide sufficient time to
develop effective techniques and skills with regard to the composition of ingredients
and expertise. What is taught at CGU is the application and interaction of food
ingredients: sugars, fats, proteins, solids, and water that provides artisan gelato with
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Table 15.1 Sugar chart: Carpigiani Gelato University 2015

Sugars Weight (g) Anti-freezing power (%) Sweeting power (%)

Sucrose 100 100 100

Dextrose 100 190 70

Maltodextrin 100 30 20

Glucose Syrup 100 80 50

its unique structure and sensory experience (mouth feel and texture). This detailed
education contributes to an essential comprehension of the constraints and technical
aspects in artisan gelato formulation; accentuating the ability and knowledge of the
gelato maker to understand their ingredients and their attributes to reconfigure ratios
and processes to create a semi-frozen product.

Observations during this research underscored educational program requirements
that must consist of science-based approaches when designing such an educational
coursemodel. The underpinning of strong theoretical understandings supported prac-
tical applications. The studentswere required to formulate artisan gelato commencing
with the identification of what composition and which quantities of would various
ingredients such as water, fats, and sugars would create an acceptable final product.
For example sugar in a recipe affects other ingredients (depending on the type of
sugar used) through its sweetness and more importantly, its anti-freezing properties
(Panciera 2013). The main purpose of sugar in gelato is that it contains proper-
ties that prevent water from freezing by lowering and controlling the freezing point
within a solution. Sugar helps to achieve the perfect structure, controlling the stability
and lifespan of artisan gelato, this one ingredient determines serving temperatures,
sweetness, and the stability of the finished product.

The below chart displays a small insight to some of the sugars used when mak-
ing artisan gelato. The impact of these sugars can show a variance in physical and
sensorial properties when designing texture in recipes. By example if we focused on
sucrose at 100% in a recipe at 100 g and then wanted to substitute the sucrose with
dextrose, you would calculate the substitution using the chart below. Taking note
that dextrose’s anti-freezing power is 190% of sucrose you would only require 52 g
of dextrose to the 100 g of sucrose to have the same anti-freezing power. However,
in making this change the taste of the gelato now has also changed, because of this
substitution the sweetening effect in the gelato has been decreased for the sweetening
power of dextrose is at 70% of the sweetness of sucrose making the final product
less sweet (Table 15.1).

This example outlines some considerations when making gelato and provides an
insight of how sugar performs and affects the relevant properties of the final product.
Professional gelato makers must calculate all the food ingredients used in the recipe
for their freezing ability, sweetness, texture andflavour. It is essential to recognise that
when developing gelato recipes, the balancing of the different sugar varieties with
other ingredients is at the forefront in recipe development. The failure to observe the
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precision of balancing of ingredients results in a variance of a product that is either
too soft or too hard to be served.

Outlining this one example of understanding sugar’s role in gelato production
draws attention to the significance, relevance, and importance of further educational
culinary programs. Artisan gelato is not just about following a recipe and freezing it.
This was agreed upon and discussedwith numerous gelato artisans and other culinary
educators in the Italian cities of Venice, Verona, Florence, Rome, Parma, and Milan
(see Appendix). This diversification of sites visits and speaking with experienced
artisan gelato makers gave an in-depth appreciation and association of the proud
traditions, cultural significance, and regional variations when making gelato.

Findings

Reflecting on all stakeholders’ active involvement, PAR demonstrates the capacity to
initiate sustainable educational innovations and knowledge generation. Its usability
allows applied interpretationKindon et al. (2007, pp. 188–189) and an authenticity of
relevance that reframes the transferability of knowledge and skills towards immediate
action and curriculum development.

When educators actively participate in PAR, this evokes and informs real contex-
tual needs and a realisation of educational innovations depicting real-world experi-
ences for training. The student’s comments pointed out that their interactive experi-
ences and qualitative feedback gave context to rethinking theory to practice and the
teacher to student relationships. The conversations amongst the students encouraged
critical self-reflection central to informing their instruction, additionally advising the
eventual application of the research.

The research achieved innovative, creative and practical research and scholarship
strategies, the observations below encapsulate a situatedness of understanding gained
by undertaking the PAR approach.

These include:

• Consultingwith local hospitality industry leaderswho have expressed keen interest
in the development and recognition of developing training programs for advanced
culinary skills.

• Participating in a structured professional Artisan Gelato training program in
Bologna, Italy.

• Immersing in a renowned artisan gelato business, experiencing daily gelatomaking
activities.

• Observing, discussing and participating with students and culinary teachers during
experiential learning activities.

• Focusing on the historical and cultural aspects of an exquisite food specialty item.
• Understanding complexity and the depth of knowledge of artisan gelato formula-
tion.
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• Developing international professional and educational networks with other culi-
nary educators worldwide building a community of practice.

Conclusion

PAR, as a research application, created unique insights that encouraged fresh think-
ing and approaches when constructing educational programs in practical skills. It
provided a successful research methodology in the translation and transition of the-
oretical knowledge and practical skills acquisition. This research assisted in the
construct of a workable model launching professional Artisan Gelato programs in
Melbourne, Australia (Kirkham 2017).

The findings disclose that a science-based approach involving the functions and
manipulations of ingredients were educationally fundamental for the course cur-
riculum. Additionally, PAR concurred that collective inquiry and experimentation
grounded in experience, action and social interaction could provide a practical appli-
cation that benefits the building of hands-on training programs.

Valuable experiential insights were captured from the intertwined performance of
both students and teachers. This interpersonal action allowed the research to become
asmuch social as cognitive. Thismeaningful contact contributed to identifying essen-
tial learning experiences from participation to action, subsequently informing future
delivery mechanisms, timings of classes and group activities.

The research also explored raising the level of authenticity by experiencing and
participating in a real workplace. This immersion examined representative transfer-
able knowledge of how to instruct future students when developing culinary educa-
tional programs. Additionally, considerations and understandings of cultural signif-
icances in artisan gelato proved itself to be another teacher in that it gave regional
perspectives of the variances in gelato recipes applicable in their sweetness and fat
contents.

PAR has significantly contributed towards the first steps in new thinking when
creating and designing new training models in the Australian Vocational Education
System to develop professional resources and a foundation base for culinary specialist
skills.

The research suggests that theAustralianVocational Training sector should design
and innovate towards nationally accredited culinary artisan training programs in the
form of an academy, promoting unique artisan skill sets that educate and retain local
chefs and bespoke professionals. Such an academy could draw on the knowledge
and expertise of local and international chefs or experts in their trade to build a
strong Australian community of practice. Furthermore, this setting would also allow
profound research into process and strategies of how to successfully establish artisan
food products and experiences in Australia.
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Further Research Opportunities

• The impact of Australian Artisan Academy whereby one can direct future food
artisans which enables training and endorsed qualifications recognising their field
of expertise.

• Using PAR as a methodology to professionally develop vocational practitioners.
• Incorporating scholarly practices into vocational education could influence inno-
vation and developmental theories.

Appendix

Artisan Gelatieri and Industry Site Visits

Venice

• La Boutique del Gelato, Salizzada San Lio, 5727, Castello, Venezia
• Gelato Fantasy, Calle dei Fabbri, 929, S.Marco, Venezia
• Gelatoteca SuSo, Calle della Bissa, 5453, 30124 San Marco, Venezia
• Gelateria Ca’ d’Oro, Str. Nuova, 4273/b, 30131 Venezia
• Alaska, Calle Larga dei Bari, 1159, 30135 Venezia
• Grom, 3006 S. POLO, Venezia, VE 30125

Bologna

• La Sorbetteria di Castiglione, Via Castiglione, 44 d/e, Bologna
• Gelateria Gianni, Via Monte Grappa, 11, 40121 Bologna
• Cremeria Funivia, Piazza Camillo Benso Conte di Cavour, Bologna
• Gelateria Stefino, Via S. Vitale, 37, 40125 Bologna
• Gelateria Primo Latte, Via Azeglio, 1D, 40123 Bologna
• Carpigiani Gelato University Bologna- via Emilia ponente, 45, 40011 Anzola
dell’Emilia.

Parma

• Gelato Festival 2015
• Emilia Cremeria, Str Luigi Carlo Farini, 29, Parma

Verona

• Gelateria Savoia, Via Roma, 1b, 37121 Verona
• L’arte del Gelato, Via Leoni, 3, 37121 Verona
• Gelateria Patagonia, Via Mazzini| Uberprufen, 37122, Verona.

Florence

• Gelateria Edoardo, Piazza del Duomo, 45R, 50122 Firenze



178 A. Tsimiklis

• Gelateria Artigianale La Strega Nocciola, Via de Bardi, 51/red, 50125 Firenze
• Gelateria Cantina del Gelato, via de Bardi, 31, 50125 Firenze
• Stickhouse, Il Gelato artigianale su stecco, Via Antonio Giacomini 9A, 50132
• Cantina del Gelato, via de Bardi, 31, Florence
• Venchi, Via Calimaruzza, 18 Angolo Piazza Del Mercato Nuovo 6/7, 50123, Flo-
rence

Rome

• Frigidarium, Via del Governo Vecchio, 112, 00186, Roma
• Gelateria del Teatro, Via dei Coronari, 65/66, 00186 Roma
• San Crispino al Pantheon, Piazza della, Maddalena, 3, 00186 Roma
• Giolitti, Via degli Uffici del Vicario, 40, 00186, Roma
• Carapina, Via dei Chiavari, 37, 00186 Roma
• Gelateria I Caruso, Via Collina 13/15, 00187 Roma

Gelato Museum, Bologna Italy, 2015
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Chapter 16
Outside the Classroom Walls:
Understanding War and Peace on the
Western Front

Caroline Winter

Abstract A sample of 197 tourists, comprised mainly of older, Australian, Belgian
and British nationalities was selected at two Great War (1914–1918) museums in
Belgium and France. Questionnaires were used to collect data about visitors’ atti-
tudes towards war museums and military cemeteries. An exploratory factor analysis
of items designed to measure the purpose of military cemeteries extracted three fac-
tors: desire to visit (military cemeteries), understanding and remembrance. The study
supports the notion that “getting outside” enhances understanding at these sites, in
addition to the opportunities provided by more formal places, such as a museum
and the classroom. This must be considered within the context of the battlefields,
where the ‘evidence’ of war has been removed, and interpretation of the landscape
is difficult without prior knowledge. Visitors were positive about visiting military
cemeteries, seeing them as interesting, meaningful and important memorials. Differ-
ent tests produced somewhat conflicting results, about the association of peace and
understanding the war at the cemeteries, thus supporting other studies. Overall, the
study supports the mutually reinforcing nature of formal and informal educational
experiences in understanding the Great War.

Keywords Military cemeteries understanding museums · On-site learning · Peace

Introduction

The GreatWar of 1914–1918 ended a century ago, yet visitation to theWestern Front
battlefields of France and Belgium remains an important undertaking for people of
many nations. The war resulted in the death of 10 million men and women, of
whom the final resting place of between one third and half is unknown. Research at
battlefield sites has confirmed that while remembrance remains a priority for many
tourists, education and a desire to learn about history have become important (Hall
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et al. 2010; Hyde and Harman 2011). Leisure experiences are also acknowledged as
an accepted component of visitation and it is often the context within which other
more serious experiences occur. Today, a wide range of people visit the battlefields
to fulfil a number of motivations and experiences (Sharpley and Stone 2009). The
centenary commemorations that began in 2014 have encouraged even higher levels
of visitation.

The broader study of which this paper forms part, examined aspects of education,
leisure, peace and remembrance, as well as personal, familial, national and European
connections, at twowarmuseums located on theGreatWar battlefields (Winter 2017).
This paper concerns military cemeteries: peoples’ desire to visit, and their attitudes
relating to them as places for peace, remembrance and understanding the war. The
paper is based on the notion that the military cemeteries of the Great War present
opportunities for visitors to understand the social impact of the war in a way that goes
beyond themere learning of facts asMcManus (2011) suggests. It also acknowledges
that social memories are encoded to places and memorials, and very often, they are
held within the fields of battle (Hutchinson 2009; Schwartz 1982).

Education and Understanding at Great War Cemeteries

After the war, secular pilgrimage was the dominant form of travel to the battlefields,
and where relatives, friends and former comrades in arms, wanted to see the graves
of their loved ones, and the places where they had once fought (Lloyd 1998). Touring
the Great War battlefields for purposes of leisure was also very popular in the 1920s,
although tourists were somewhat poorly regarded, and their motives for visiting were
positioned as inferior to those of pilgrims (Lloyd 1998). Even so, battlefield tourism
was popular, and travellers were assisted by the motoring guides published by the
Michelin Tyre Company. Several comprehensive guide books were published, with
each focusing on a particular campaign area (such as the Somme and Ypres), and
they included small maps, photographs, a brief history of the battles, directions and
advice on access to ruins and villages, as well as information about accommodation
and other hospitality services.

The combination of the more serious aspects of remembrance with education
and leisure is a sensitive and persistent theme in the various types of war related
tourism (Henderson 2007; Sharpley and Stone 2009; Walter 2009). On the one hand,
current visitors have access to a great deal of information that was not available
to previous generations, including military records, service dossiers, maps and so
on. On the other hand, however, McManus (2011) argues, learning historical facts
about the war does not necessarily create meaning or provide an understanding of
its events. Winter (2016) for example found that visitors to the Somme were keen to
‘get outside’, to experience the battlefield landscape for themselves, and to imagine
how the war had impacted on the men. In addition, the temporal distance of current
younger generations from thewarmeans that understanding the conflict and its social
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impacts can only be achieved in the absence of knowing those who lived through it
(McManus 2011).

In an effort to assist visitors, the major battlefield areas in northern France and
Belgium offer many facilities, particularly museums, interpretation centres and tour
guiding. The importance of learning through on-site attendance is evidenced by the
large number of school children that regularly visit theWestern Front. In 2013, school
children formed 44.2% of the total visitors (415,500) to the battlefields in the area
around Ieper in Belgium. Of 154,700 British visitors, 98,200 (63.5%) were school
children, and of 183,200 Belgian visitors, 31.6% were school children (Westtoer
2014).

The military cemeteries built by the Imperial (now Commonwealth) War Graves
Commission are dominant along the old trench lines, and by their location, design
and great numbers, they provide a highly visible and very sombre way in which
to understand the impact of the Great War. The much smaller number, but more
concentrated burials of the German cemeteries also tell their own story of the war.
Walter (2009) points out that tourism is one of the mediating institutions which
enables relationships between the living and the dead who lie in the cemeteries. Tyne
Cot cemetery for example is one of the most highly visited sites in the Ieper area,
with 359,000 visitors attending in 2013 (Westtoer 2014).

Peace on the Battlefields

The relationship between war and peace appears to be a difficult, sensitive and con-
tested issue, and at times, a single event can be interpreted as an example of either
war or peace (Kappler 2017). As part of the commemorations for the centenary of
the Great War, the city of Ieper in Belgium (the old Ypres Salient) aims to be rec-
ognized as a City of Peace (Van Alstein 2011). There is however, some evidence
to suggest that the British view of the war is concerned with national perspectives
rather than peace (Van Alstein 2011). Winter (2017) for example, found that her
sample of battlefield tourists regarded peace and anti-war as separate constructs, that
were distinct from remembrance, education and leisure pursuits. One reason for this
may be as Todman (2005) argues, that peace and anti-war ideas can be interpreted
as being unpatriotic in times of national threat. In addition, he found that peace and
anti-war themes may be seen as a denial of the sacrifices made by those who were
killed or wounded, and this offends their surviving families.

Background to the Study Sites

The two sites were selected for this study because they are known to the researcher,
have high levels of visitation, have well-appointed facilities as part of a military
museum, and they are close to a military cemetery.
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Fromelles

The Battle of Fromelles that was fought in 1916 resulted in 5533 Australian and
1500 British casualties (killed, wounded or captured). Approximately 200 of the
dead were buried by the Germans in large pits at the edge of Pheasant Wood near the
village of Fromelles in northern France. Over the years, the location of these burials
was forgotten (Barton 2014), but as a result of the persistent efforts of an Australian
amateur historian, Lambis Englezos the graves were found. Many of the men were
identified through sophisticated DNA testing, and in 2010, the bodies were reinterred
in the Fromelles (Pheasant Wood) Military Cemetery, the first new cemetery built
by the Commonwealth War Graves Commission (CWGC) in 50 years (Barton 2014;
Corfield 2009; Lindsay 2008).

Memorial Museum Passchendaele 1917

The Memorial Museum Passchendaele 1917, is located in the village of Zonnebeke,
approximately eight kilometres from the city of Ieper (Ypres) in Belgium. There are
approximately 160 military cemeteries of the Commonwealth War Graves Commis-
sion in the Ieper area, and the largest is located three kilometres from the museum.
Tyne Cot is a ‘concentration’ cemetery, one that began as a small battlefield burial
site but was enlarged after the war when bodies from surrounding fields were brought
in. It now holds 11,965 graves, of which 8376 are unidentified, and a memorial wall
listing 34,946 missing men (Commonwealth War Graves Commission, 2017). The
cemetery is a symbol for the notoriously horrific Third Battle of Ypres (Passchen-
daele) of late 1917, which resulted in 275,000 British and 200,000 German casualties
(Prior and Wilson 2002).

Method

Paper-based questionnaires and an information sheet, in English, French and Dutch
were delivered on site in September 2013 by the researcher who was based at the
Memorial Museum Passchendaele 1917, Zonnebeke, and at the Fromelles (Pheasant
Wood) Military Cemetery. A more detailed description of the research design for
the study can be found in Winter (2017) which focuses on questions relating to war
museums at the selected sites. This paper concerns 13, five-point Likert scaled items
that sought to assess visitors’ interest in visiting military cemeteries, and the role
of cemeteries as places to understand the war, for remembrance and for peace. Four
items relating to war museumswere also analysed in order to clarify the relationships
between peace, education and remembrance.
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A final sample of 197 usable questionnaires were collected, including 87 from the
Fromelles site and 110 from Passchendaele. A total of 18 records (7 from Fromelles
and 11 from Passchendaele), were removed due to a large amount of missing data.
There were some differences in the pattern of visitation between the two sites. At
Passchendaele, visitors were surveyed immediately after exiting the museum, and
although it is not known whether or not they had visited a cemetery on the day, it is
quite likely they had, given the large number in the immediate area. At Fromelles,
visitors were surveyed outside the cemetery, but they had not been into the museum
because its opening had been delayed. It would be fair to say that many visitors had
anticipated being able to visit.

Examination of themean, standard deviation and skewness statistics confirmed the
itemswere all acceptable for further analysis.Missing data for the Likert-scaled items
were manually replaced with the item mean, this method being justified on the basis
of the small number of missing data, at most being eight data points (approximately
4% of responses) (Tabachnick and Fidell 2001).

Results

Sample Characteristics

The samples at both sites were predominately men (62%) made up of a somewhat
older cohort, aged between 50–69 years (58%), with less than 30 percent being under
39 years of age. Approximately one third (29%) of the sample at Passchendaele, and
half (48.8%) at Fromelles were retired. A small number of tour guides and local
residents were included at both sites (16 at Fromelles and 10 at Passchendaele). A
high proportion of the total (67%) sample stated that members of their family had
served in the Great War. In relation to cemeteries, 117 (59.4%) people had visited
between one and ten, 43 people (21.8%) had visited more than ten cemeteries and
37 (18.8%) declined to answer.

The total nationalities were: Australian (n� 55, 27.9%), Belgian (n�46, 23.4%),
British (n�55, 27.9), French (n�18, 9.2%) and Other (n�19, 9.6%), which
included people from the Netherlands, Canada, New Zealand and the USA. The
Westtoer (2014) study of ten sites near Ieper in 2013 found that of 415,500 visitors,
44% were Belgian, 37% were British, 11% Netherlanders, and Australians 1.7%.
Notably, the sample was over represented by Australians, most of whom were sur-
veyed at Fromelles, and under represented by visitors from theNetherlands.Although
manyDutch andBelgian visitorswere visiting themuseumatZonnebeke, they tended
to be on tours and were disinclined to complete questionnaires.
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Table 16.1 Education, peace and remembrance at war museums and military cemeteries

Items Mean Std Dev

Museums

1. Educate myself about the war 4.56 0.65

2. Learn about the history of the war 4.56 0.62

3. Peace education 3.60 1.03

4. It’s a form of remembrance 4.57 0.66

Cemeteries

5. Cemeteries are important places to understand the impact of the
war

4.62 0.52

6. Cemeteries give a message of peace 3.86 0.94

7. Cemeteries are the most meaningful memorials to the war 3.96 0.85

Scale: 1�Strongly disagree, 2�Disagree, 3�Neutral, 4�Agree, 5�Strongly agree

Comparisons Between Sites

Paired sample t-tests were run on the 13 items to test for differences between the
museum (Peace education) and cemetery (Cemeteries give a message of peace) items
about peace. The results indicated that peace at the cemetery (M�3.86, SD� .94)
was significantly stronger than at themuseum [(M�3.60, SD�1.03), t(196)� -3.59,
p < .001]. The eta squared (.06) indicated that the effect size was moderate (Pallant
2013).

Correlations were also calculated for the museum and cemetery items (see
Table 16.1), and all associations were positive and significant with one exception.
Item 5 (Cemeteries are important places to understand the impact of the war) was not
significantly correlated with Item 6 (Cemeteries give a message of peace) (r� .119,
p � .095). This result tends to support Todman’s (2005) work about possible critique
of the war and the results of the previous paper in this study (Winter 2017)

Visitation at Cemeteries

Independent sample t-tests confirmed that there were no significant differences
between the two sites for the 13 cemetery items. The data were then subjected to
exploratory factor analysis using the Principal Components extraction method with
Varimax rotation (Table 16.2). In the first trial, two items cross loaded and were
removed from the analysis (To me, each cemetery is interesting, and, I want to visit
as many cemeteries as I can). Finally, three factors were extracted which accounted
for 53.22% of the variance. The factors were labelled on the basis of the meaning
suggested by their respective items: Factor 1: Desire to visit (4 items); Factor 2:
Understanding and meaning (4 items) and Factor 3: Remembrance (3 items). Tests
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Table 16.2 Results for exploratory factor analysis

Cemetery FA Desire to
visit

U/stand
meaning

Remembrance

Mean F1 F2 F3

Cronbach’s alpha 0.63 .57 .65

1. The cemeteries are all the same to me,
so I want to visit only a few of them

1.98 0.83

2. I am not interested in the war
cemeteries

1.40 0.76

3. I am interested only in visiting some
specific cemeteries that I know about

2.66 0.70

4. It is too sad to visit lots of cemeteries 2.29 0.47

5. Cemeteries are the most meaningful
memorials to the war

3.96 0.77

6. Cemeteries give a message of peace 3.86 0.69

7. Cemeteries are important places to
understand the impact of the war

4.62 0.59

8. I am interested in cemeteries for
citizens as well as soldiers

3.56 0.54

9. I wish to see the graves of my
countrymen

3.89 0.86

10. I wish to see graves of my family 3.31 0.80

11. I especially want to honour the
soldiers in the cemeteries

4.37 0.56

Scale: 1�Strongly disagree, 2�Disagree, 3�Neutral, 4�Agree, 5�Strongly agree

for the internal reliability of the sub-scales using Cronbach’s alpha indicated accept-
able levels for F1 (.63) and F3 (.65), but the score of .57 for F2 was unacceptable
(DeVellis 1991). This result for F2 is probably reflects the low correlation between
Items 5 and 6, as noted above.

The low means for the items making up Factor 1 (Desire to visit) indicates that
visitors disagreed with the statements, that they were not deterred from visiting
cemeteries, nor do they appear to see them in a negative way. In other words, people
are interested in the military cemeteries, they want to visit several of them, and do
not think they are too sad to visit. The second factor relates to understanding and the
meaning of cemeteries: as meaningful memorials, and as giving a message of peace
and as places to understand the impact of the war. Factor 3 concerns remembrance,
with the two strongest items being to see graves of their countrymen and family.

In this study, the issue of peace remains somewhat unclear: the correlations indi-
cated the relationship between peace and understandingwere not strongly associated,
but the same items loaded together in the factor analysis. The low correlation, com-
binedwith the poor Cronbach’s alpha for this factor also suggests a weak relationship
between peace and understanding the war in the cemeteries. It should also be noted,
that during the factor analysis trials, the loading of the peace item appeared to be
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sensitive to the inclusion or exclusion of other items, and in the previous paper relat-
ing to the museums aspect of this study, peace loaded with anti-war as a distinct and
separate factor. It would therefore be premature to suggest where the notion of peace
may best fit with other concepts relating to the battlefields.

Conclusion

Visitation to the Great War cemeteries illustrates one of the ways in which some
of society’s most important memories can be experienced and understood on site,
at the places where defining events occurred. The highest scoring item in the study
was, Cemeteries are important places to understand the impact of the war, and this
confirms that understanding and making meaning of history extends beyond the
formal, walled classroom (McManus 2011). This supports the practices of student
field trips in providing experiential learning about complex and sensitive topics.
It is also important to note that formal, classroom and field learning experiences
are mutually sustaining. That is, in cases such as the Great War battlefields, where
the ‘evidence’ of war has been removed or disappeared, some prior knowledge is
required in order to interpret the landscape. The large number of visitors to the
Western Front battlefields, including the military cemeteries, together with people’s
desire to ‘get outside’ and see for themselves, attest to the sites’ continued relevance
and importance (Sharpley and Stone 2009; Westtoer 2014; Winter 2016). The study
also showed that most visitors do not appear to perceive military cemeteries in a
negative way, but rather that they are interested in, and wish to visit several of them.

The notion of peace on the battlefields remains unclear and supports research
at other war sites (Kappler 2017). In this study, the items for peace were scored
higher at cemeteries than at museums, however, the correlation and factor analyses
indicated that peace may be a distinct construct in the minds of visitors. This may
reflect attitudes of the older generation, or perhaps the dominance of British and
Australians in this sample, for whom peace, when considered in relation to the war
dead, may be linked with unpatriotic or disrespectful sentiment (Todman 2005). The
study indicates the importance of research in understanding these sensitive places,
and clearly, further work is needed to better understand how peace maymanifest, and
the ways in which it can be developed as a theme in former war zones. The efforts
of the Flemish government, the tourism industry and the many other organisations
involved in the presentation of the battlefields in Ieper will provide a valuable study
in this respect, over the coming years.

This study surveyed adults only, mainly from an older cohort who may possibly
have had direct contact with those who had fought or had been otherwise involved
in the Great War. While this group is clearly interested in remembrance and under-
standing the battlefields, it remains to be seen if the large numbers of school children
who currently visit will continue to attend as adults.

The capacity of teaching staff to engage in research means that their experiences
in the field can be immediately incorporated into classroom sessions to convey, not
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only up to date content about tourism, but to illustrate the process through which
knowledge is created.

Finally, the study confirms that the institution of tourism is instrumental in offering
opportunities for visitors to attend sites at which understanding of war can occur,
and that experiential learning continues out of the class room, at the places where
history, when it was the present, was created.
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Chapter 17
Student Leadership Development

Marcela Fang and Faith Ong

Abstract An increasing amount of leadership development programs (LDPs) is
being promoted to enhance individual skills and to foster the development of leader-
ship capabilities, particularly in response to today’s volatile, complex and ambiguous
business world. Investment in soft skills and leadership development also enables
industries to prosper in the long term as management and leadership skill gaps are
reduced.With the anticipated tourismandhotel development growth across theworld,
there is a rising need for managers who have the right skills and capabilities to help
businesses and organisations achieve sustainable business performance. As industry
practitioners look for graduates with the right mix of hard and soft skills, tourism
and hospitality educators should further nurture the development of such skills to
allow their graduates to prosper. The aim of this exploratory research is to determine
leadership development needs of students studying tourism and hospitality courses,
and inform the development of student leadership program initiatives, encouraging
individual and industry growth.

Keywords Leadership · Development · Education · Student leaders

Introduction

The field of leadership is dominated by discussions at the organisational level where
leadership development programs target middle and corporatemanagers, as this form
of leadership initiative significantly impacts neoliberalist measures of success such
as profit and sales. Far fewer discussions have taken place in regard to development
of leadership at the student level, especially not in the area of tourism and hospitality.
In the current, rapidly changing environment that has presented increased complex-
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ity to leaders, decisions need to be approached with agility. To nurture agile leaders
who will positively impact the tourism and hospitality industries in the future, edu-
cation providers should reduce the gaps between the leadership needs of students
and industry requirements. As an institution with a strong reputation for deliver-
ing successful graduates who demonstrate expertise in their area of study, William
Angliss Institute’s (WAI) recent development of a Student Leadership Program in
2017 signals its aim to nurture future leaders who will contribute to the development
and growth of the foods, tourism, hospitality and event (FTHE) industries, and their
respective communities. Therefore, this study will examine student leadership skill
development needs through the lens of WAI students.

To begin with, it is important to examine concepts within organisational lead-
ership as a foundation for understanding leadership skills. While this constitutes a
retrospective view on leadership, this study will build on them to discuss students’
conceptualisation of the skills that will be crucial to their success as leaders of their
respective industries in the future. This conceptualisation will serve to inform a
future-led perspective on the leadership needs of FTHE industries. It behoves edu-
cational institutions to future-proof their graduates, preparing them for jobs that do
not yet exist, and this study is conceived as a means towards achieving this.

Literature Review

The review of leadership literature uncovered two distinct leadership theory streams
that can underpin the development of leadership programs and initiatives. One lead-
ership theory stream emphasises the development of individual leadership skills and
competencies and the other, the development of relational or collective leadership
skills and capabilities (Day et al. 2014). The individual focus is more traditional as
the emphasis is placed on individual character, personal traits, skills and behaviours
(Allio 2005).

However, to lead effectively in today’s increasingly interconnected, volatile and
uncertain business environment, one must also work in a more cooperative and col-
laborative manner as it is the nature of relationships that can enable an organisation
to thrive rather than just to survive (Ireland and Hitt 2005). According to the sec-
ond leadership theory stream, leadership is seen as a relationship; sometimes one
to one and sometimes one to many (Kouzes et al. 2010), in which leadership roles
ought to be shared when the work context requires it (Kets De Vries et al. 2010).
The collective form of leadership emphasises the development of interpersonal and
social skills, as leadership is seen to be a process rather than an organisational out-
come driven by individual leaders; in this process, many individuals interact with one
another, and the outcomes are the results of their actions (Yukl 2012). Thus, lead-
ership is attributed to the social settings and the diffusion streaming from various
efforts made by individuals, such as leaders, managers, and followers in the organ-
isation. Overall, these two theoretical views should not be seen in isolation, as one
can support the other in a leadership development initiative. According to Goleman
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(2015), intrapersonal skills, which are associated with individual leadership, form
the foundation for interpersonal skills development, and therefore the development
of collective leadership.

Bass and Avolio (1994) stress that a balance between transactional and trans-
formational leadership styles is needed and that effective leaders should be able to
master the two styles interchangeably. Through transformational style, leaders use
emotional connectivity and positive social approach to foster the desired outcomes;
through transactional style, leaders focus on the accomplishment of tasks and moti-
vate employees through reward and punishment. Theoretically, both leadership styles
should be used at different times to maximise employee performance (Orazi et al.
2013).

As tourism and hospitality businesses mostly rely on the performance of their
staff, it seems logical that trust and fair employee-leader relationships contribute
to better performance outcomes. For example, Rothfelder et al. (2012) discovered
that leadership style in German hotels has a significant effect on employees’ job
satisfaction, and ultimately, the provision of quality guest services. The researchers
posit that hotel managers need to positively influence their employees through suit-
able leadership behaviours to drive better hotel performance. Based on their study,
transformational leadership is more suitable for the hotel industry as it facilitates
employee job satisfaction. However, they also state that the transactional style con-
tributes to satisfied employees. When employees clearly understand what they are
expected to do and know what needs to be done to achieve organisational objectives,
they are more likely to be satisfied when also rewarded accordingly for their good
performance. Similarly, Dai et al. (2013) in their empirical study looked at leader-
ship in the hospitality of Chinese firms and discovered that both transformational
and transactional leadership styles should be used simultaneously to achieve effec-
tive organisational outcomes. The researchers stress that in collectivistic culture, the
transformational and transactional leadership dimensions are identically important.
They also confirmed that there is a linkage between trust and commitment and that
both have a positive effect on organisational citizenship behaviour. To foster such
behaviour, the researchers recommend that managers should develop trust with their
employees, treat employees fairly and with respect, and create a good working cli-
mate so employees can interact and communicate with one another and ultimately
achieve better performance outcomes.

Within the tourism destination context, various destination suppliers facilitate
holiday experiences through destination resources, such as nature, culture, tourism
infrastructure and services (Reinhold et al. 2015). However, Hristov and Ramkissoon
(2016) and Pechlaner et al. (2014) stress that leadership within the tourism destina-
tion context has not received sufficient attention. Well managed and sustainable
destinations are however believed to be the outcome of well-functioning intercon-
nected stakeholder relationships and destination leadership, in which cooperative
and collaborative behaviours result in effective decision making and quality travel
experiences. Consequently, some form of cooperation and collaboration within the
leadership process is believed to be needed to achieve well-functioning system or
network that can produce effective outcomes for the destination.
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Fostering Leadership Skills Through FTHE Education

It is evident from the literature review that leadership skills, which underpin the devel-
opment of individual and collective leadership approaches, balanced leadership style
(transformational and transactional), and collective and collaborative behaviours are
needed to enable suitable tourism and hospitality graduates to effectively lead in the
tourism and hospitality environments. According to Vinerba (2013), current tourism
and hospitality industry trainingmostly focuses on the development of skills required
for entry level positions, and early, middle and senior managers are not supported
sufficiently. Consequently, today’s managers are not developing those leadership
skills which would allow them to perform in their roles effectively. Vinerba (2013)
emphasises that current and future skills gaps will affect the businesses and organ-
isations within the tourism and hospitality industries, particularly if the managers
are not able to adapt to the rapidly changing business environment. As the demand
for travel and hospitality experiences continues to grow, consumer behaviours will
change, and digital technologies will rapidly evolve in response, creating the need
for new leadership skills to face these new challenges. Current and future industry
leaders will need the right skills to keep up with the change, to establish clear busi-
ness vision, exemplify effective leadership, adapt effective management practices,
and use information strategically to achieve effective business performance (Vinerba
2013).

Based on the current and future leadership needs (see for example, Joiner and
Josephs 2007; Kets de Vries 2005), tourism and hospitality educators should foster
the development of key leadership skills that will not only ignite graduates’ career
advancement but will also enable development of positive leadership culture within
the FTHE industries.

The reviewof leadership literature uncoveredvarious conceptualisations of leader-
ship skills sets within themainstream business stream and the tourism and hospitality
research, yet no consensus exists on what the core and supplementary skills should
be for now and the future. Different industry contexts may require different leader-
ship skills sets at different times. Based on the review of business, and tourism and
hospitality-based research literature, the following nine skills have been identified
to fit the tourism and hospitality contexts:

1. Communication

According to Friedrich et al. (2016) communication is the base to all aspects of busi-
ness and strategic decision making. Through communication, goals and objectives
can be identified; problems described and appropriate cause of action proposed. It
also enables business opportunities to be identified and exploited through collective
efforts. Overall, through effective leadership communication, stakeholder relation-
ships might be developed andmaintained, and better business performance achieved.

2. Knowledge acquisition, use and dissemination

Scott et al. (2008) also highlight that today’s leaders need to foster the acquisi-
tion, use and dissemination of business knowledge to enable better decision making.
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Consumers of travel and hospitality experiences continue to look for new prod-
uct offerings, and business decision making can be significantly compromised and
opportunities missed if business leaders do not work effectively with their knowledge
systems.

3. Strategic capabilities

Today’s leaders are expected to be visionary and able to conceptualise and implement
business strategies. This strategic capability requires conceptual skills (Northouse
2013), such as problem solving, expertise and reasoning (Anderson 2005). Analytical
skills are also required, as business leaders need to continually scan the environment
for new trends, opportunities and threats, while being aware of business strengths
and weaknesses to evolve businesses (Zehrer et al. 2014).

4. Innovation

Increasingly, strategic skills are also linked with innovation. Leaders who adapt to
the changing business environment are better able to manage business resources and
capabilities. Tourism literature highlights that destination networking, which refers
to cooperative and collaborative behaviour among interconnected businesses, is a
form of innovation that may contribute to better destination outcomes. As businesses
come together and engage in cooperative and collaborative behaviour, innovative
tourism experiences emerge out of this process (Varra et al. 2012).

5. Network development

To achieve better business outcomes through innovative practices, effective leaders
are also required to build and maintain various networks, such as social, business and
community. For example, Friedrich et al. (2016) express that competitive advantage
might be developed through effective network functioning as network actors interact
with one another in a cooperative and collaborative manner.

6. Cooperation

Beritelli (2011) stresses that cooperation is one of the most important skills in
the tourism leadership repertoire. Leaders who display cooperative behaviour score
highly on emotional intelligence, which also means these leaders are better able to
work with others. Individuals who score highly in the cooperative domain are more
likely to distribute power to others on the team or within a network, and achieve
better outcomes through collective actions (Northouse 2013).

7. Collaboration

As uncovered in Friedrich et al.’s (2016) research, individuals who are able to engage
others in network activities are likely to foster collaborative leadership. Collaborative
skills are also frequently emphasised in the tourism research literature. For example,
leaders who are involved in the management of tourism destinations need to display
collaborative behaviour as such behaviour tends to lead to better outcomes, such as
improvedmanagement effectiveness (Hoppe andReinelt 2010) and innovation (Zach
2016).
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8. Collective leadership

The recent conceptualisation of collective leadership—leadership that is shared
among various individuals (Yammarino et al. 2012)—is believed to fit the complex
organisational and tourism business network context. Collective leadership actions
therefore refer to the behaviours of the key network leaders who in their collective
actions share information and engage themselves and others in the various commu-
nication, activities and collective decision making processes.

9. Organisational skills

Leadership capability that sets the right structure and control is underpinned by
organisational skill. Leadership capacity, individual or collective, that fosters effec-
tive organisation and use of strategic and innovative resources should allow employ-
ees and network actors to work with one another in amore effective and collaborative
manner, which may result in better decision making and effective overall outcomes
(Collis and Montgomery 2008).

Crawford et al. (2014) assert that today’s education providers need to emphasis
the development of leadership skills, in addition to the basic theories, concepts and
general industry knowledge. This is also in agreementwithVinerba (2013), who finds
that current tourism and hospitality industries experience rising leadership skills gap.
Therefore, educational providers like theWilliamAngliss Institute, whose mission is
to grow FTHE industry professionals, leaders and innovators, should now embed the
necessary leadership skills in their current programs and other stand-alone leadership
program initiatives to provide current and future students with solid base on which
they can further build as they progress in their industries.

Knowledge Gap and Research Objectives

As highlighted by the literature review, a significant gap exists in current and future
FTHE industry leadership skills needs. Industry practitioners are looking for grad-
uates who can demonstrate well-developed hard and soft skills, which also include
leadership skills (Vinerba 2013; Weber et al. 2013). Currently, industry practition-
ers invest only a limited amount of resources in developing entry level managers
(Vinerba 2013). It is believed that current education providers should play a more
active role in this area, and help to address the identified leadership gap. Investment
in current students’ leadership development could contribute to graduates’ employa-
bility and motivation to continue advancing in their industries. In the long-term, the
industries benefit from improved leadership capacity.

The aim of this research is to find out the leadership development needs of FTHE
students. Building on the nine leadership skills identifiedwithin the business, tourism
and hospitality literatures, the researchers will discuss student’s conceptualisation of
the leadership skills that will best serve them as future leaders. This conceptualisa-
tion will serve to inform a future-led perspective on the leadership needs of FTHE
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industries. It is the responsibility of educational institutions to future-proof their
graduates, preparing them for jobs that do not yet exist, and this study is conceived
as a means towards achieving this.

Tourism and hospitality industry requires effective leaders to deal with today’s
business challenges. However, effective leadership and suitable skills and behaviours
take time to develop, therefore the developmental journey should start earlier rather
than later in the career. As many organisations now look to employ graduates who
have good industry knowledge, cognitive capability, and also good leadership skills
and potential (Vinerba 2013;Weber et al. 2013), the pressure is placed on the tourism
and hospitality education providers to better prepare students for the industry. This
study adopts a student centric approach to explore what leadership needs exist to
inform the development of leadership, which will benefit both, the students and the
industry as students learn to be more agile and able to deal with the rising workplace
challenges.

Method

This study is of a qualitative nature and is looking for an answer to ‘What are the
leadership skills needed by FTHE students for their development as future leaders?’
The 2017 Leadership Program cohort and other students identified as leaders by
academics at WAI were invited to participate in interviews lasting 45–60 min. These
interviews involved students envisioning leadership roles they anticipated occupying
in the future, and the leadership skills that they thought would be required to be effec-
tive in those roles. Narratives documenting leadership development were collected
from 12 participants, comprising a mix of genders, years of study, work experience
and cultural backgrounds.

The interviews were transcribed, and deductive coding was conducted based on
the nine established leadership skills distilled from the literature (Creswell and Poth
2017). Using definitions of these nine leadership skills, two coders—both researchers
in this study—coded the transcribed interviews to establish intercoder reliability
(Patton 2015). Additionally, students’ reasons for their selection of leadership skills
were also coded to find out the themes behind their reasoning. The researchers’
coding revealed substantial similarities, with any disagreements on coding reconciled
between the researchers in subsequent coding review. The results are elaborated in
the following section.

Results

Of the nine leadership skills, communication was considered an important skill by
most interviewees (see Fig. 17.1). This was supported by interviewees’ examples
of communication success and failures in their own working lives and related to
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Fig. 17.1 Leadership skills selected by interviewees as important for future leadership roles

different aspects of communication. These included verbal (“In the kitchen, you
have to communicate constantly…so that’s quite crucial”—Interviewee K), written
(“The instruction was…just to break even…but after a couple of months, we felt
they were pushing us to do upselling…and that’s different from what they initially
communicated”—Interviewee J) and non-verbal (“If you’re saying something to
someone, your body language is saying something else, your subordinate is going to
know you’re lying…that’s not going to boost anyone’s morale”—Interviewee H).

The interviewees also emphasised the importance of knowledge in terms of its
use, acquisition and dissemination. This related often to operational knowledge, as
exemplified by Interviewee E, who said, “If you don’t have knowledge, how are
you going to teach your staff things? If you don’t have an idea of how to make
a coffee and try to teach somebody to make a coffee, this is not going to work.”
However, interviewees also cited examples of disseminating experience as a form
of knowledge, such as in the case of Interviewee L (“My supervisor isn’t just my
boss…he also shares experiences of how he got up to a supervisor role, so we can
learn from him and of course he doesn’t just talk about the good things, he also talks
about where he fails…so I think it’s important to share your knowledge.”).

In order to become effective leaders, interviewees also felt that having strate-
gic capabilities and organisational skills were important. With strategic capabilities,
Interviewee B felt that “there has to be a framework or something tomake sure you’re
getting the most out of everybody who’s there to get where you need to go”, a role
that is seen primarily as that of a leader’s. This is tangentially supported by the expla-
nation provided by Interviewee G for their choice of organisational skills, as “you
have to be really organised in order to achieve that goal. Everything can’t be a mess,
everything can’t be everywhere.” Aside from people organisation, other interviewees
also mentioned time and task organisational skills, pointing out the role of leaders
as exemplars, and “you sort of learn from your leaders, like how they manage their
work and then how they organise themselves in terms of working” (Interviewee C).
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As can be seen from the results, communication, knowledge, strategic capabilities
and organisational skills were of utmost importance to the interviewees. These are
often in line with the individualistic style of leadership (REF). This is also supported
by the least-chosen leadership skills—collaboration, cooperation and collective lead-
ership actions—which are more likely to contribute to collective leadership styles.
It is unclear if the low ranking of these latter three collective leadership skills are a
result of perceptions that leadership is about the individual leaders rather than group
dynamics.

While other leadership skills were also mentioned by the interviewees, it is per-
tinent to delve into their reasons for choosing these skills, as they may reflect the
values that drive each interviewee. These reasons provide insight into their vision of
the functions future leaders should fulfil in determining organisations’ success.When
asked to elaborate on why they chose each leadership skill, interviewees’ answers
were broadly sorted into three categories—facilitation, personal beliefs/values and
future trends.

In relation to facilitation, this category consisted of interviewees who cited the
different facilitation functions of each of these leadership skills in their vision of
successful leaders within their industry. Oftentimes, interviewees would justify their
choice of leadership skills by the extent to which they saw these skills as facilitating
the direct achievement of organisational visions and goals. For example, Interviewee
D thought that “a [general manager] should…have the ability to see a bigger pic-
ture…because that is his job.” And Interviewee F thought that, as a leader, “I have
to envision how this action that I’m doing at the moment are going to nurture those
strategies that I want to do in the future.” Others believed that certain leadership
skills facilitated better decision-making, such as Interviewee L, who supposed that
a good leader should conduct research to inform their plans, and seek their team’s
input before implementing these plans, so as to ensure the best decision is made. The
last type of facilitation described by interviewees was that of facilitating employee
buy-in. A number of interviewees described this convincing of employees as crucial
for collective goal achievement, so as to maximise the chances of success. Inter-
viewee A described this as “working with others who are just as passionate and on
the same kind of wavelength as you are”, while Interviewee C saw this as enabling
employees to “know that their words are actually heard by other people so it’s also
important in that way”. In general, empathy from leaders, especially in understanding
the different roles and functions of each position in the organisation, was important to
those who thought leaders needed to convince employees to work together towards a
common vision. These facilitative functions were all connected to the interviewees’
conceptualisation of the role leaders play in organisations, leading to their choice of
leadership skills.

Interviewees also justified their choice of leadership skills by expressing them
as a function of the interviewees’ personal beliefs and value systems. This related
to their perspective on interactions in general, thus leading to comments such as “I
don’t think leaders can be the ultimate leaders just by themselves…I don’t think
that works” (Interviewee B) and “I think in life and in anything…communication is
the number one thing. And it’s generally the number one thing people struggle with
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as well” (Interviewee A). Interviewee I, whose goal was to own a café focused on
sustainability, chose the set of skills they did because “you can combine it togeth-
er…but the sustainable part of it…that’s what I value the most.” And so interviewees
who were guided by their personal beliefs and values chose leadership skills that
were complementary to these. Others chose certain leadership skills because they
had witnessed antithetical examples in their workplace that provided learning points
in becoming better leaders for the future.

Lastly, future trends were also important in these interviewees’ choice of lead-
ership skills. The volatility of trends and tastes was prominent in these interview
responses, emphasising that “ideas have to keep on flowing and you also have to
improve your products even though you are selling it for 20 years” (Interviewee
K). Interviewee D justified their responses by referencing the competitive and ever-
changing market that requires constant innovation to ensure relevance over the long
term. These interview responses indicate the importance of understanding the current
business context and adapting to the changes with agility, in line with organisational
vision and personal values.

Conclusion

To nurture and produce the future leaders of foods, tourism, hospitality and event
industries in Australia and around the world, it is to WAI’s advantage that the lead-
ership needs of their students are understood, and the potential leaders groomed
to empower and develop to their greatest potential. By understanding the impor-
tance of communication, knowledge, strategy and organisational skills to students’
conceptualisation of future leadership, education and training can be better tailored
to maximise the leadership potential of its students. Through exploration into the
reasons for students’ conceptualisation of successful future leaders, this study also
provides insights into the priorities that guide students’ future-led view of leadership
and their associated skills.

In conducting this study, greater care can be taken to incorporate leadership devel-
opment into the teaching at higher education and vocational levels. It encourages
greater cooperation between the teaching and student services teams to design syllabi
and leadership training programs that are complementary to the successful education
of students, future-proofing them to deal with changes to their industries and prepar-
ing them for jobs that do not yet exist. Leveraging on this study on leadership skills,
it is even more important to transition this knowledge into behaviours. In leadership
embedded subjects and student programs, students could be supported to put into
practice the values and visions they aspire to as future leaders. Further exploration
may be conducted into student leadership behaviours and how these may be affected
by factors such as level of study, age, and amount of working experience. Drawing on
the broader literature on transactional and transformations leadership styles, it will
also be important to explore how these leaderships behaviours manifest in different
styles. By charting new directions in this area of knowledge, educational providers
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can reduce the leadership gaps experienced by the industry. Students will have aware-
ness of how they can develop through exposure to leadership training, thereby using
this knowledge for lifelong learning and leadership development for the long term.
This will provide further depth into understanding of student leadership development
in FTHE education, instead of leaving leadership to chance.
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Chapter 18
International Students as Tourists:
Implications for Educators

Natasha Hobbs

Abstract This chapter investigates international tourism students as tourists. Given
the nexus of education and tourism, a term that has been adopted to describe this dis-
tinct market segment is that of ‘edu-tourist’. The implications for tourism education,
in creating a closer symmetry between education and tourism for tourism students,
are explored. Additionally, benefits such as the nurturing of global citizenship and
cross-cultural understanding are considered. Of particular significance to tourism
educators is the finding that tourism students adapted their travel behavior, reflected
on or embraced different aspects of their tourism experience due to what they had
learnt regarding sustainable tourism and destination product. It would be powerful
for tourism educators to harness this influence so that students would gain as much
as possible from their experience of being away.

Keywords Tourism · Education · Global citizenship · Cultural capacity

Introduction

International tourism students are making steps towards a globally integrated career
in an industry predicted to support 11.1% of all employment worldwide by 2027
(WTTC 2017). While their primary reason for travel to Australia may be to gain a
tourism qualification, by virtue of travelling, they are also engaging in the tourism
industry that will eventually employ them. For this reason, international tourism
students can be considered edu-tourists (Ritchie 2003). However, there has been
little analysis of the symmetry between education and tourism for such students. This
has implications from a market perspective (Ritchie 2003), but it may also inhibit
potential benefits to students that industry might nurture as part of the international
student experience (Huang 2008).
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Thus, the aim of this chapter is to explore the symmetry between the tourism and
education of international tourism students’ experience, to identify implications for
tourism education in the 21st Century. A specific focus is on the geo-political benefits
of international education such as, global citizenship and cross-cultural understand-
ing because, this is recognised as important by universities and government alike
(Universities Australia 2015). The following literature review considers this aspect,
before exploring gaps and contradictory findings regarding the influence of educa-
tion or tourism to the development of these goals. The research findings of a small
case study, which explores key concepts through the ‘eyes’ of international tourism
students is then presented.

Literature Review

As the term suggests, international tourism students, like all international tertiary
students, are studying away from home. In this sense they are visitors. To arrive
and settle, it has been necessary for them to engage with tourism industries, such
as, airlines, and the destination management organisations of their host institution.
However, because most tourism degrees and diplomas span three to four years, these
students fall outside state and federal definitions of a tourist (State Government of
Victoria 2014). This has implications for their recognition (or lack of) as a poten-
tial tourism market, and for the gathering of statistical data. Several academics have
suggested this is an oversight in need of redress. For instance, Huang (2008: 1006)
questions the validity of ignoring important social and cultural practices of interna-
tional students ‘to satisfy a country’s or organisation’s desire for statistics’. Likewise,
Glover (2011) has identified that full degree international students have similar char-
acteristics to students staying less than one year, which, if understood by both tourism
and educational industries, could be harnessed to satisfy students’ needs. Thus, this
chapter draws upon these and Ritchie’s (2003) conceptualization of international stu-
dents as edu-tourists to explore the synergies and links between the two industries.

From an economic perspective these links have recently been made with ‘The
Australian’ reporting the international student sector’s worth at 24bn; if you add the
direct contribution students make to education with their spending on other services
(Hare 2017). This underpins Ritchie’s (2003) conceptualization of the educational
tourism product as including universities as well as accommodation providers and
tour operators. The issue is, that these diverse businesses and institutions may fail
recognize their role in creating the educational tourism experience, which could
‘constrain the effectivemanagement of this sort of tourism’ (Richie 2003: 16). Should
some kind of collaborative approach be taken, benefits might reach beyond economic
gains, such as the facilitation of social benefits to students.
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Cross-cultural understanding is considered a positive side effect and benefit of
tourism, as it can create an understanding between people of different cultures.
Weaver and Lawton (2014) highlight this as geopolitical sustainability when it is
used to improve bilateral and multilateral relationships. This tourism benefit links to
Australian education as all “sectors have acknowledged the ability of international
education to encourage local students to engage with foreign cultures” (Deloitte
Access Economics 2015: 53). Furthermore, tourism education subjects that cover
sustainable tourism can be considered to meet UNESCO’s approach to global citi-
zenship education. This approach prioritises: ‘the relevance and content of education
in order to ensure that education helps build a peaceful and sustainable world ….[it
fosters] the knowledge, skills, values, attitudes and behaviours that allow for indi-
viduals to take informed decisions and assume active roles locally, nationally and
globally’ (UNESCO 2017: 1). Moreover, for tourism students, the benefits of under-
standing different cultures and building global networks may well be increased due
to the globally integrated nature of the tourism industry in which they will even-
tually build their careers. According to Brown’s (2009) ethnographic study of 150
international masters students, the transformative experience they gained while in
the United Kingdom (including general shifts in world-view and increased intercul-
tural competence) did link to increased career prospects on return home. Less clear,
is whether these skills are gained through the visitor experience and tourism, their
educational experience, or some blend of the two.

Indeed, the opportunity for international students to interact and develop cross-
cultural competencies can occur socially within the grounds of their educational
institution, in class, as well as though living and travelling within the host destina-
tion. For instance, Rosenthal et al. (2007) who assessed thewellbeing of international
students at a large public-sector university in Melbourne, found that students were
most likely to connect outside the classroom during the day-to-day experiences on
campus. Likewise, Stone and Petrick’s (2013) review of study abroad literature finds
that overall, students gained functional and cognitive increases in knowledge, learn-
ing about the unknown and cultural knowledge due to the whole experience, rather
than the study component of the study tour. Hence, they agree with Abrams’ (1979,
in Stone and Petrick 2013) evaluation that the term describing their travel should be
‘experience abroad’, not ‘study abroad’. Perhaps the same could be said for those
international students studying overseas for their entire degree, such as international
tourism students.

An understanding of where and how these competencies are gainedmay be impor-
tant to maintaining international student satisfaction, as it is not only governmental
bodies that recognise the benefits of international education. For the students, these
skills and benefits are a motivational factor in deciding to study internationally.
Studies exploring ‘study abroad’, ‘exchange’ and ‘international’ students find: the
opportunity for exposure and exploration of other cultures (Cai et al. 2015; Chew
and Croy 2011); to understand a foreign culture through friendship (Huang 2008);
and to “live and learn about other cultures” (Stone and Petrick 2013: 736) all point
to students recognizing the added value of gaining an education away from home.
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Thus far this review has identified aspects of the relationship between the tourism
and education of international tourism students. These aspects include the economic
and geopolitical benefits of being away, such as the opportunity for cross-cultural
exchange. However, literature regarding the role that education and tourism indus-
tries and practitioners might have in facilitating these benefits is limited. According
to Tarrant et al. (2014) in their analysis of the impact study abroad has on global
citizenry, it was not simply being away that increased cross-cultural competence.
Rather, such gains increase when there is deliberate instruction. Their findings sug-
gest that a combination of being abroad with an academic focus on sustainability
yielded the ‘greatest increases in global citizenship scores’ (Tarrant et al. 2014: 153).
Likewise, Leask and Carroll (2011) emphasise the importance of institutions lead-
ing the development of cross-cultural capabilities to improve ‘informal learning’.
Their study showed that both international and local students who participated in an
institution-led mentoring program, gained knowledge and attitudes that are increas-
ingly important in a connected and globalised society (Leask and Carroll 2011).
Both of these studies shed some light on the importance of formalized education and
instruction to personal development, in the form of cultural understanding and global
citizenry. However, to date there has been little to indicate how ‘tourism’ specific
education and instruction might influence international tourism students.

Conversely, it could be said that the travel component and the general experi-
ence of being away from home that international tourism students have, may provide
fodder for reflection in relation to their education. Yet, literature empirically iden-
tifying their travel experiences within the host country as educational is limited.
Both Falk et al. (2011) and Ritchie (2003) acknowledge the ‘Grand Tour’ when the
English aristocracy sent young adults abroad to broaden their minds as learning and
early examples of edu-tourism. Furthermore, Stone and Petrick (2013) identify var-
ious studies, which suggest that learning can occur without deliberate instruction. If
experience leading to self-development is considered an educational outcome, then
tourism has a role to play. However, it is acknowledged that formal instructionmay be
required to form course content knowledge. Overall, the impact of travel, and being
away from home, as an experience that might enhance learning is an area warranting
further research.

Research Aim, Question and Methods

This research explores the symmetry between the tourism, and education, of the
international tourism student experience. It aims to identify any implications for
tourism education, including the development of geo-political objectives, such as,
cultural understanding. Thus, the research question is: does the experience of travel,
and being away from home, impact on enhanced learning?

It applied a qualitative ‘collective case study’ methodology (Punch 2009: 119)
to explore this question in relation to international tourism students. This allowed
for commonalities and differences between student experiences to be highlight, and
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more in-depth exploration of the topic (Punch 2009). Furthermore, this methodology
recognizes that case studies may be criticized for not being generalizable. For this
reason, it is acknowledged that this is a small sample, intended only to explore the
topic, any findings will require further validation.

The primary method for collecting data was individual interview, conducted on
campus atWilliamAngliss Institute (WAI),Melbourne during July andAugust 2017.
A purposive sampling method was used to select students, wherebyWAI higher edu-
cation lecturers approached several international students on behalf of the researcher.
A ‘purposive sampling’methodwas employed (Punch 2009: 252) to identify students
who had travelled within Australia during semester breaks. They were specifically
selected from the final year Bachelor of Tourism because they were considered to
have been in Australia long enough to reflect on their experience of education and
tourism. Four were available and amenable to be interviewed. Three were male and
one was female. Two of the male students were Vietnamese (Students 1 and 4) and
one was European (Student 3). The female student was Indonesian (Student 2). All
respondents were in their 20s and had been in Australia for a minimum of three
years. The interviews were semi-structured to allow for chance findings or particular
avenues to be further explored (Brown 2009). The research challenge was to concep-
tualise the lived experience of the international tourism student outside WAI as part
of their tourism experience. It is acknowledged that the distinction between tourism
(travel away from the host destination), and the experience of living in the host desti-
nation but away from home, is blurry. However, whilst international students do not
fit within neatly within various theoretical definitions of tourists, “their activities can
be considered to have distinct tourism-related impacts and needs” (Huang 2008).

Results and Findings

The students have been assigned identifiers (S1–S4). Given the above profile of the
four students, they would not have been included in any statistical tourism data.
When asked if they identified as tourists, residents or students, S4 was the only
student to see himself as a tourist, as much as a resident and student. “I know more
about Melbourne than some locals here, sometimes I feel like a tourist because I
am travelling”. However, other times he is working and studying, hence he believes
he is a combination of all three. Initially S2 openly stated that she did not come to
Australia with a tourist mindset: “I think at the moment, I’m just living the normal
life, like study”. That said, she did admit she was a tourist when taking day trips,
or went to Sydney. This was different for S1 and S3 who both saw themselves as
student/residents. Evenwhen travelling regionally, and engaging inwhat he sawas the
“tourist experiences”, S3 was “not so much as a tourist”. This could be explained
as he was travelling with locals that he met while living in student residences in
Melbourne. He did acknowledge that he felt like a student initially, but identifies
more strongly as a resident now; the same as other residents but without the right to
vote and access to welfare benefits.
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Irrespective of whether international tourism students identify as tourists, they
have been engaging in tourism activities, and the tourism economy of Victoria and
Australia. This supports Ritchie’s (2003) definition of international students as edu-
tourists. Appendix shows the various trips that the four students have taken since
being in Australia. Regional destinations, such as Mornington and the Peninsula,
which are easily reached as day trips or short breaks, have been frequented by all.
The availability of a car impacts on the distance and frequency of these short breaks,
with only S4 owning a car and being able say: “Ok, let’s go”.He regularly calls friends
at midnight, after a shift in hospitality, to go camping. This kind of spontaneous travel
was a common theme throughout the interviews and is not surprising as all students
worked within the hospitality industry with limited time off. S2 had recently returned
from a day trip to Ballarat, which she had been able to take by rail at short notice
due to a day off from her commitment toWork Integrated Learning (work placement
program). The attractions she visited while in Ballarat included Ballarat Wildlife
Park, Sovereign Hill, and the Gold Museum. The common interstate destination
amongst all four students was Sydney, by plane.

As identified in the literature review, one of the benefits of travel for education is
gaining cultural understanding and competencies that may lead to global citizenry.
While the researcher did not ask a direct question in relation to this, conversations
with S1 and S3 indicated a conscious development and understanding of Australian
culture. For example, S1 has developed an understanding of suburban Melbourne,
the quietness of which came as a culture shock to him coming from Ho Chi Minh
City. Likewise, he has come to realize that Australians interact within the tourism
and hospitality industries differently to Vietnamese. Tourists in Australia approach
strangers freely to talk “and that’s fine, but for Vietnamese that is considered so
weird. Because I live here for a few years I understand and I know, so that is OK
for me”. In addition, Australians address waiting staff differently, by asking once
and waiting rather than demanding various items. For S3, one such cultural capacity
is the understanding of Australian slang or phrases, such as, ‘arvo’, or going out
for ‘tea’ instead of ‘dinner’. This student also actively seeks to understand cultures
when travelling through food: “So I guess one of my favorite things to do when
I’m travelling is to experience the food because it also tells me something about
the culture”. This can be seen as similar to the motivations for travelling overseas
expressed in the literature. It is interesting to note that this student was the only one
who discussed travelling with local students which corresponds to the finding of two
other Melbourne based studies (Junek 2012; Rosenthal et al. 2007) that European
students were more likely to connect with and meet locals than Asian International
Students. In addition, while the education of tourism might influence their travel,
the students did not indicate the same for travel’s impact on their tourism education.
This is not to say travel is void of reflection, but for these students it “just contributes
to real life learning” (S1).

The intersection between the education of tourism and its actual practice played
out in some practical work related ways, as well as, being influential to the tourism
choices, and sustainable practices of these students. When S2 first arrived in Aus-
tralia she would study and go home. In time, she felt encouraged by other students
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and teachers to discover her host destination. In addition, as part of her course she is
undertaking awork placement, and through this she receives discounts for accommo-
dation, which is further encouragement to travel. For S4, learning about destinations
in his tourism course has been the impetus to experience them. When probed, as to
what his learning of these destination and attractions might mean to his experience,
the response was “not much”. However, S1 did show evidence that he had reflected
on his tourism education when travelling:

In the researchmethod I domy essay about heritage towns….after that I feelmore conscience
aboutwhat is happeningwithme travelling to places…..like responsible forwhatwe’re doing
even thoughwe’re just tourists, wemay go once, peoplewill never remember your face….but
the impression you leave on the local people will stay forever.

When questioned as towhether these values came from studying the sustainability
of tourism, S1 acknowledged awareness of tourism issues prior to taking the course.
However: “taking the course open another door for me to look at the matter more
clearly”. The education of tourism was similarly reflected on when travelling by S3:

So that was great, using the information from classes to apply when you actually travel…I’m
definitely more aware of the impact I have travelling. I’ve always been aware of the envi-
ronment and sustainable practices, but it’s great seeing sustainable practices towards society
because that’s some of the stuff we learnt here (like the multiplier effect and leakages and
all that). So it kind of gives you different perspectives when you’re making a choice. Should
I buy from ‘Coles’ or should I go to the market for example, especially when you’re out in
smaller communities.

These understandings of sustainable tourism might be seen to contribute to the
global citizenship of these students. As such, the education of tourism in these cases
has had a positive impact.

Conclusion and Reflection

Overall the findings from the literature review identified that international students
can be considered to be edu-tourists (Ritchie 2003), while on the other hand they
fail to be captured in tourism data due to falling outside the international definition
of the tourist (Glover 2011). The review also highlighted the benefits of studying
overseas in relation to the development of cultural understanding and global citizenry.
However, whether these benefits are best understood as a product of their educational
experience, or their tourism/visitor experience (actual travel and livingwithin the host
destination) was less understood. Therefore, it was established that the symmetry
and relationship between both paradigms (tourism and education) warranted further
exploration with particular regards to the development of geo-political objectives in
the education of tourism.
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As stated in the chapter introduction, the overall aim has been to explore the
symmetry between the tourism, and education, of the international tourism student
experience, and to ascertain if there is any implication for tourism education. Given
that by 2027 it is estimated that travel and tourism will support 11.1% of total
employment (WTTC 2017) it is very important for educators to equip these students
with the skills required for this globally integrated industry. Hence this chapter has
focused on the research question: does the experience of travel, and being away
from home, impact on enhanced learning? International tourism students as edu-
tourists are in a unique situation in that they are practicing tourism by virtue of being
away, while at the same time studying tourism. Of particular significance to tourism
educators is the finding that tourism students adapted their travel behavior, reflected
on or embraced different aspects of their tourism experience due to what they had
learnt regarding sustainable tourism and destination products.

Most positively, some students appeared to be making sustainable travel choices
based on their learning. These ranged from being conscious of their impact on small
communities, to making decisions regarding where to shop, based on where their
money will go. Such decisions indicate that international tourism students are learn-
ing to be global citizens through their study of tourism as proposed by Tarrant et al.’s
(2014) study, which finds these benefits increase with deliberate instruction. It would
be powerful for tourism educators to harness this influence so that students would
gain as much as possible from their experience of being away. A particular focus
could be given to the ‘knowledge, skills, values, attitudes and behaviours that allow
for individuals to take informed decisions and assume active roles locally, nationally
and globally’ (UNESCO 2017: 1) because these skills are required by a globally
integrated tourism industry and for global citizenship.

It is important to note that the students themselves did not generally identify as
tourists. It is recommended that this should be taken into consideration in future
conceptualizations or mapping of international student experience, however for the
purpose of this study, international tourism students have been conceptualized as
edu-tourists.

Further research needs to be undertaken on a larger scale to ascertainwhich aspects
of education nurture global citizenship skills for international tourism students. How-
ever, the findings presented in this chapter do imply that tourism educators have a
role to play in nurturing global citizenship and the skills required of a 21st century
tourism professional through the harnessing and influencing of their edu-tourism
experience.
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Appendix

Sample students and the destinations they have been to

Student Intrastate Interstate Modes of
transport

2 Male Vietnamese Monington Peninsula
Buxton Trout farm
Mt Bulla

Sydney,
Woolon-
gong
Newcastle

Flights
Car

1 Female Vietnamese Ballaratt
Yarra Valley
Frankston
Morington Peninsula
(Hot Springs)

Sydney Flights
Car
Public
transport

4 Male Swedish Philip Island
Great Ocean Rod
(Torquay)
Grampians
Castlemaine
Ballaratt
Shepparton
Yarra Valley

Sydney
Brisbane
Fraser
Island

Flights
Car

3 Male Vietnamese Geelong
Great Ocean Road
Grampians
Wilsons Prom
Gippsland
Lakes Entrance
Mornington
Queenscliff
Sorrento

Sydney Flights
Car
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Chapter 19
Through the Camera Lens: Utilising
Visual Imagery with Short Study Tours
Abroad

Kim Marianne Williams

Abstract This chapter aims to generate a discussion relating to a selection of visual
methodologies. The specific focus is on three innovative imagery methods; visitor-
employed photography, photovoice and photo-elicitation interviews. A cross-section
of relevant literature on how visual methodologies have been applied in an edu-
cation or tourism setting previously is documented and reviewed. This discussion
assists with the adoption of these applications to the evaluation of short study tour
abroad. The chapter highlights the benefits of utilising photographic imagery as a
research or pedagogical instrument to guide effective inductive and reflective inquiry
in tourism, hospitality, food and events education. In addition, ethical issues and pro-
tocols associated with these visual methods are considered. Visual photographic
images have become a central part of human interaction and communication in the
twenty-first century, however there is limited discussion of these methods being
effectively adopted and adapted to students undertaking a short study tour abroad
experience.

Keywords Visitor-employed photography · Photovoice · Photo-elicitation
interviews · Study tours · Tertiary education · Tourism

Introduction

The purpose of this chapter is to generate a discourse pertaining to a selection of
innovative visual methodologies. Visual imagery can be effectively employed in
conjunction with other qualitative research data collection tools, to assess the effec-
tiveness of subject learning outcomes and evaluate subjects. Likewise, visual images
can also be utilised as a component of a teaching and learning assessment approach for
students. This chapter examines three innovative imagerymethods; visitor-employed
photography, photovoice and photo- elicitation interviews. The application of these
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methods has previously been associated with social science and education studies but
there is limited discussion of these methods being applied to students undertaking a
short study tour abroad experience.

The aim of the chapter is to document relevant literature on how visualmethodolo-
gies have been applied in an education or tourism setting in the past. This knowledge
will inform an adoption of these applications for a short study tour abroad curricu-
lum in tourism, hospitality, food and events education being conducted at William
Angliss Institute and in other similar institutional locations globally.

Literature Review

We live in a world which is overwhelmingly concerned with the visual, via art, media
and methods of communication (Parker 2009). Travel holidays and the visual image
have an interactive relationship (Garrod 2009). Taking photographs while traveling
has become a ritual, (Cederholm 2004) catching oneself and others during these
special experience is vital for remembering and also for sharing. Visual images form
part of the narrative when travellers are away from home. Digital technologies now
provide the traveller with the prospect to share online real time images with family
and friends whilst accumulating an abundance of unmistakable memories in the form
of a digital photo album. Social media has provided a variety of commonly accepted
platform to view and comment on one’s own and others travel photos (Lo et al. 2011).

Visual methods which can employ a photographic medium have become estab-
lished as a robust participative researchmethod (Maclean andWoodward 2013). This
approach offers an empowering, engaging and effective technique which captures
unique insights and emotions concerning the participant’smemory. There is a reliable
nexus between photos and memory (Berger 1992). Images, and in this case personal
photographs, can operate as a stimulus by which students are able to reflect upon
a learning experience (their memory). This reflection upon learning could assist in
translating into an effective assessment strategy due to the fact that there is greater
personal engagement. Images can also assist when conducting research to assess the
overall effectiveness of learning obtained whilst completing a short study tour abroad
experience.

Utilising visual methodswithin a qualitative research strategy contributes an addi-
tional facet to examine and provides a means to heighten and arouse deeper aspects
of a human’s awareness by stimulating and provoking reflective and strong memo-
ries of an experience (Harper 2002). Qualitative research is principally concerned
with the examination and detection of social experiences through the use of induc-
tive processes (Minichiello et al. 1995). Qualitative research presents the possibility
to discover rich background aspects crucial for a study to obtain rich and complex
descriptive data (Cohen et al. 2013). Visual images assist with this inductive process
(Clark-Ibáñez 2004), especially if photos are incorporated with an interview as part
of the data collection strategy. Narrative enquiry can also be utilised in this induc-
tive process. Narratives or ‘stories lived and told’ are employed to understand the
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experiences of others (Clandinin and Connelly 2000: 20). Visual images assist with
memory recall and the development of a more vivid written or verbal narrative.

Visitor-Employed Photography

A range of image-based research techniques have been developed over time. Initially,
visual methodologies research was chiefly concerned with existing visuals chosen
by the researcher (Guillemin and Drew 2010). The researcher was the one who
generated the visual during field work pursuits, obtaining appropriate images (e.g.
postcards, newspaper, graffiti or brochures) or by taking a photograph themselves
to be employed as an encouragement for discussion at an interview in the future.
Willson and McIntosh (2010) presented an assortment of their photos to interna-
tional tourists in a study of tourist experience of heritage buildings in Napier, New
Zealand. This technique, however, has the limitation of looking through the lens of
the researcher rather than from the participant’s viewpoint. Thus the researcher is
leading the discussion and the participant many not relate nor have any memories or
personal connection with the visual.

Visitor-employed photography is the alternate technique to researcher generated
visuals. This is when the participant is invited to generate the images for themselves,
especially in the form of personal photography. In the past the researcher could
supply an inexpensive and effective disposable camera to the research participant
which would be returned to the researcher when all the required photographs were
taken. This was the case for MacKay and Couldwell (2004) using visuals in desti-
nation image promotion and Garrod (2008, 2009) who investigated the perceptions
of residents and tourists of Aberystwyth, Wales. Photos were taken by volunteer
participants and submitted to the researchers for content analysis. Both these studies
however, did not conduct any subsequent interviews with the participants, thus the
analysis was again conducted through the researcher’s lens. Another option which
one could suggest is more suitable in the twenty-first century is for the participant to
utilised their own equipment especially considering the expansive use of hand held
devices containing high quality digital cameras.

To fully develop the concept of visitor-employed photography it is necessary to
view the research focus through the lens of the participant. This is can be achieved
by having participant identify what they consider is important for the research via
their image selection and then also provide an opportunity to explain their own
interpretation of the visual including its significance. This could be achieved via a
written narrative/journal or by face to face interview or both. Visual content provides
a means of focusing interview discussions. This can be achieved via two visual
methods photovoice and photo-elicitation (Rose 2016).
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Photovoice

Photovoice evolved from a method developed by Paulo Freire (Wang and Burris
1997) and is associated with action research techniques (Wang 1999). It is different
from photo-elicitation because it is an ongoing ‘process of social learning, analysis
and empowerment, in the hope of eventually changing the social situation itself’
(Rose 2016: 315).

Photovoice uses participant generated photographs which capture everyday expe-
riences, allowing the focus to be on issues which are important to the participant that
can then be conveyed to administrators, policy makers and the like to assist in social
change making. This technique can be effectively used within an experiential learn-
ing setting in the classroom and as a research data collection tool (Werremeyer et al.
2016). Photovoice has the power to give participants the opportunity to reveal aspects
of reality that may not have been initially considered by the researcher. Hurworth
(2004: 76) suggested ‘photovoice has three goals:

• To enable people to record and reflect their community’s strengths and concerns;
• To promote critical dialogue and knowledge about important issues through large
and small group discussion of photographs; and

• To reach policy makers.

Tomar and Stoffel (2014) conducted a study within the education sector which
engaged photovoice to analyse the participant’s photoswith accompanying narratives
and interview discussions. This study concluded in a development in occupational-
bases intervention to assist American war veterans who engage in higher education
programs. The application of visual images in this study facilitated a fuller under-
standing of the study area and allowed the participants to identify factors that influ-
enced them to complete higher education.

Photovoice methodology is usually associated with participatory research activ-
ities with vulnerable research participants; the young, women, the elderly or those
who may not commonly have a “voice” in change issues at a society level (Wang
and Burris 1994, 1997; Wang 1999). Simmonds et al. (2015) utilised this technique
and extended the concept by underpinning it with narrative inquiry theory to create a
narrative-photovoice. Narrative-photovoice explores both the photographs generated
by the participant and a narrative which makes meaning of the topic being exam-
ined (Mitchell 2011; Simmonds et al. 2015) crafting an even more robust research
procedure.

Photo-Elicitation Interviews

Photo-elicitation, is also a process of using visual imageswhilst conducting a research
interview (Garrod 2008; Harper 2002), however photo-elicitation is slightly different
process fromphotovoice discussed above. Photo-elicitation usually only involves one
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or two interviews between the participant and the researcher with the duration being
only a few weeks rather than an extend amount of time for a long term enabling
project (Rose 2016). This process is utilised to build a relationship between the
researcher and the research participant, rather than effecting change for the broader
community.

Hurworth (2004: 77) suggested this technique can ‘challenge participants, pro-
vide nuances, trigger memories, lead to new perspectives and explanations and help
to avoid researcher misinterpretation. …While also building trust and rapport and
providing a component of multimethod triangulation’. Rose (2016) identified four
key strengths with a photo-elicitation process. Firstly, this method can allow differ-
ent or “unknown” (Allen 2011) issues to emerge, which may not have been on the
researcher’s or even the participant’s radar until the visual image was discussed at
an interview. Secondly, this method has the capacity to evoke more intense emotions
and stirs up valuable memories from the participants. Thirdly, photographs help to
examine commonplace things, allowing personal reflection and discovering implicit
aspects of life. Lastly, the photographs permit the participant to have a distinct and
principal role during data collection, providing an empowering aspect compared to
a researcher centre process.

There are a number of benefits of linking visual methods, visitor-employed pho-
tography with photovoice or photo-elicitation for data collection. The photograph
‘can act as a neutral third party’ (Parker 2009: 1119) rather than the conversation
being about issues in the abstract a specific direction is provide from the photos for
the interview discussion. Participants display an ownership of the images producing
a stronger personal connection and a specific stimulus to facilitate open discus-
sion. This assists in building a rapport between interviewer and interviewee enabling
richer data collection and even the possible inclusion of emotional matters. Visu-
als also allow for silence, reflection and contemplation during the interview which
may provide valuable unexpected spontaneous comments from the interviewee and
interviewer (Parker 2009). Visual images add a sensory dimension to interviewing
data and prompt profound emotional connection to a place, time, experience and
memory connecting the concept of ‘self’ to society or culture (Harper 2002). These
aspects agree with Crang (1997) who also proposed that the employment of photo-
elicitation provides subjectivity allowing photographs to concentrate interviewee’s
attention onto a task/issue/location in an immersive and involving way. The choice
of photographs, including framing and subject is determined by the photographer
and assist in providing a participant centred focus.

Photographic imagery is also effective as a pedagogical tool to guide reflective
student inquiry. Photo–elicitation interview related to assessment tasks or utilised in
the classroom can award another dimension to the pedagogical process and assist
in deepening the comprehension of the teacher. Photographs can assist in opening
up and engage students in written and verbal activities for their assessment tasks.
Assessments providing reflection on experiences illustrate an interest in the student’s
personal stories or narratives. While their deliberation on their learning also assists
to validate and respect the student’s judgements concerning a particular topic and
learning outcome they are exploring (Torre and Murphy 2015; Zenkov et al. 2012).
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Photographs depicting the student also support authenticity of thework.This provides
a degree of encouragement to students to follow ethical protocols and not engage
in plagiarism activities, which have become prevalent in the twenty-first century
education setting. Students are able to discuss and share their experiences in the
classroom and transfer that involvement into diligent written assessment (Torre and
Murphy 2015).

It may also be suggested that taking photos is enjoyable and fun and connects with
the twenty-first phenomenon of ‘selfies’ and digital technologies such as Instagram,
Snapchat and Facebook. Another aspect of this method is the photograph does not
have to be considered high/good quality, it is more important that there is a photo
to create a dialogue. It is the meaning and significance regarding the photographs
which is most important. The question is: what are the images representing to the
participant and contributing to the research study or the assessment task?

Ethical Issues for Visual Imagery

Before proceeding to the application of these methods for a short study tour abroad
it is important to deliberate upon ethical issues and protocols for visual imagery
methods. When conducting any research, it is paramount to identify ethical issues
associated with the research method being considered. The application of a visual
methodology generates a raft of extra ethical issues in comparison to other tradi-
tional qualitative research methods. Wiles et al. (2008) proposed there are a number
of key ethical issues to be considered when utilising visual methods. Smith et al.
(2012) confronted the similar concerns. One major consideration is anonymity, the
identification of people within the visual image must be considered, this may be the
participant or others. Will the photograph be included in the research publication?
Images included in a research publication can add another effective dimension to
analysis but bring with it an ethical and privacy consideration.

Visual images or photographs taken and supplied by the participant may be self-
censed or can be used to only generate the positive and constructive aspects of photo-
elicitation interview; empowerment, engagement andopendiscussion, andwill not be
considered for inclusion in a research publication. In addition, the researcher needs
to contemplate that not only the photograph can identify the research participant.
Specific narratives associated with the photographs may also provide the reader with
clues which assists in identification. This situation is also magnified if the study
location is identified and only a small number of eligible participants were involved.
Likewise, another important consideration is even if you have obtained the relevant
ethical consent from the participant what happens if there are others depicted within
the photographs. The researcher may not have been able to obtain consented from
the others to be part of a research study causing more complications.

As mentioned above, the major concern arises when the photographs will be
included in a publication, thus part of the consent may be to specify that people
(other than those in a public space) should not be included. However, this may be
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detrimental to the quality of data collected in certain studies, especially if the studyhas
a focus concerning human interactions. The other option to protect the participant’s
privacy is to not include any photographs in publications and to use the technique for
the benefits discuss previously (Smith et al. 2012). Whatever decisions are made it
is essential that all utilisations of the photography are fully explained to participants
prior to consent to participate is obtained.

Short Study Tours Abroad and Visual Methods

Arange ofWilliamAngliss Institute students undertaking qualifications in vocational
and higher education are offered the opportunity to complete part of their studies by
enrolling into a subject incorporating a study tour experience. A specific case study
example of a short study tour abroad conducted by the Higher Education Faculty
at William Angliss was evaluated for it benefits for students and teachers in Chap.
20. Study tours can provide an excellent experiential learning vehicle which com-
bines fundamental learning objectives with a touristic exposure which is richer than
the typical travel holiday (Litvin 2003). Study tours provide students with ‘a more
comprehensive knowledge and understanding of global policy and practice, cultural
complexity, and diversity which is now required of Australian business students for
optimal performance upon entering the contemporaryworkforce’ (Williams andBest
2014: 241).

Short study tours abroad provide many and varied learning and growth oppor-
tunities for students; international exposure, cultural enrichment, subject content
knowledge and skills and access to industry and real-life experiences to mention a
few. From the relevant literature examined in this chapter it appeared reasonable to
expect that visual content may provide an engaging method for students to identify
and focus their learning upon what they consider to be important for an advantageous
result during their time in another cultural setting.

The visual methodologies literature documented above assists in identifying how
these techniques can be adopted and utilised for a short study tour abroad in general.
Visual methods would be a particularly appropriate technique to be utilised for study
tours which specialise in tourism, hospitality, food and events for both vocational
and higher education students. There is an excellent case to suggest it is important
to focus attention upon evaluating or researching the learning effectiveness and the
overall satisfaction levels of students undertaking this type of experiential leaning. A
trusted best practice in educational environments is to continually consider ongoing
improvements and evaluation of all subjects and entire programs. Short study tours
abroad which also include extra financial commitment from the students, the Victo-
rian State Government (Endeavour Mobility Grants) and the institute should also be
scrutinised and continually reviewed for aspects of improvement to learning due to
the extra commitment from all parties.

Photovoice the method associated with action research and societal change could
be applied to an overall evaluation of programs with a component of study tour

https://doi.org/10.1007/978-981-13-0638-9_20
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included in the curriculum. Issues, challenges and positive elements could be iden-
tified and utilised to rectify negatives and enhance positives aspects. This method
could assist with providing a deeper understanding of this type of experiential learn-
ing via a study tour which provides valuable benefits to teachers and students. This
data collection can also assist in reaffirming the value of these programs to policy
makers within the education institution and also validate the funding provided by the
state government mobility grant scheme.

There are a number of research studies which have examined the benefits associ-
atedwith study tours (refer toChap. 20) however there is limited literature providing a
discourse concerning the advantages of adopting visual methods to enhance data col-
lection or to be utilised as a pedagogical technique. Pachmayr and Andereck (2012)
andWilliams andBest (2013) incorporated visitor-employed photography and photo-
elicitation interviews in their research studies. After returning home tertiary students
were requested to provide a number of photographs and a written narrative which
best represented significant cultural experiences depicting their cross-cultural devel-
opment during the short study tour abroad. These photographs were employed at a
research interview (photo-elicitation) as a means to focus the interview discussions
on the students’ cultural engagement and changes in their cross cultural perceptions.
Short study tours provide students with an opportunity to explore other cultures and
develop an international or global perspective of life.

These cases illustrated that there is value to employing visual methods for more
informative data collection. Data collected could assist in determining the benefits
of utilising the above research methods for expanding the quality and depth of data
collected post study tour experience in tourism, hospitality, food and events edu-
cation. There has been little scholarship published on these methods being applied
in the tourism, hospitality, food and events education sector, implementing these
methods and publishing outcomes and results in the future will assist in reducing
this research gap. The application of all three methods could be incorporated into
a tertiary institute context which could offer both vocational and higher education
students the opportunity to participate in a study tour in the future.

On a pedagogical point recent study tours conducted byWilliam Angliss Institute
have incorporated visuals for a scaffolded assessment task. Students were required
to collect and then select a range of photographs which represents specific aspects of
the learning outcomes for the study tours. Written narratives concerning the visual
imageswere also included and became themajor component of the assessment result.
The photographs and narratives were utilised to submit a reflective journal and then a
subsequent essay. This assessment strategy could be further developed by including
a photo-elicitation interviews as a pedagogical tool to assist with enquiry (Sanchez
2015; Torre and Murphy 2015). A presentation or viva; an oral discourse on what
learning was obtained could also be included with this assessment strategy.

A further adaptation of these methods could incorporate a short ‘youtube’ style
video, which have become more prevalent and easier to produce with advancements
in digital technologies and internet applications. These videos could be analysed
by the researcher or become a starting point for discussion and analysis from the
participant’s perspective.

https://doi.org/10.1007/978-981-13-0638-9_20
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Conclusion

This chapter has provided an outline of a selection of innovative visual methodolo-
gies whilst revealing the benefits of utilising visual methodology as a research or
pedagogical instrument. The visual photographic images have become a central part
of human interaction and communication in the twenty-first century. This acceptance
and enhanced consumption of photographs provides a bridge of acceptance for the
use of visuals methods in educational studies in both the research and teaching and
learning arena.

Visual methodologies can provide a richer context for memory recall and dis-
cussion and are able to transcend into a multi-disciplinary approach providing a
component of triangulation to the research process. These methods afford a prac-
tical application for the tourism and hospitality education sector, offering excellent
evaluation tools for adoption to a short study tour abroad experiential learning expe-
rience. Visual methods a nexus of application can be conducted by both vocational
and higher education.

The lessons that can be drawn for higher and vocational education are to incor-
porate novel research techniques which may increase engagement of participants or
students in research or assessment activities. The discourse within this chapter can
be applied to the Australian context but just as easily internationally.
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Chapter 20
Fueling a Praxis-Exegesis Cyclical Model

Susan Sykes Hendee

Abstract The concepts of praxis and exegesis are explored within the context of
lifelong learning in the form of an interactive model. It is argued that understanding
of this interaction is central to effective teaching and learning. The author provides
an example of autoethnographic research in placing herself and her experience into
the model, underpinned by her emotional intelligence. The content of the chapter
contributes to the development of a Praxis-Exegesis conceptual model, incorporating
Emotional Intelligence as a means of increasing levels of professional success.

Keywords Praxis · Exegesis · Emotional intelligence

Introduction

The terms, praxis and exegesis, while having their roots in the 16th and 17th centuries,
are being applied more and more today to research and learning, particularly in a
holistic, lifelong learning environment. Simply put, praxis refers to action while
exegesis is about reflection. Thus, a Praxis-Exegesis model incorporates both doing
and thinking, underpinning the way in which we operate in the world. I argue that
understanding this in an educational context is central to teaching as well as learning.

One of the most effective ways to deepen our understanding of such an intimate
concept is by taking a personal, narrative-based approach via various ethnographic
methods. This is illustrated in a number of chapters in this book via an ‘autoethno-
graphic’methodwhich uses the self as the data, requiring a significant level of critical
reflection, and can be highly effective when studying intimate experiences. It is seen
as ‘self-narrative that critiques the situatedness of self with others in social contexts’
(Spry 2001: 710) and is intricately connected to concepts of praxis and exegesis.

Considering autoethnographic research in an educational context, Beeton (2015:
31) notes that ‘as an educator, often when travelling I stand outside my emotions
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and experiences as a tourist, bringing such reflections back to the classroom…’ Yet,
acceptance of some of the more personal reflexive ethnographies has taken time to be
recognised in the academic world. Holt (2001, 2003) demonstrated this by using an
autoethnographic report onhis teaching experiences in an autoethnographic expose of
the struggle for publication and academic acceptance of such interpretive paradigms.

Furthermore, by underpinning the above with concepts of emotional intelligence,
a rich and valuable outcome is not only possible, but practical. As described byMayer
et al. (2002), EI comprises four elements, namely:

• Facilitating Thought: The ability to generate, use, and feel emotion as necessary
to communicate feelings or employ them in other cognitive processes;

• Understanding Emotions: The ability to understand emotional information, to
understand how emotions combine and progress through relationship transitions,
and to appreciate such emotional meanings;

• Managing Emotions: The ability to be open to feelings, and to modulate them in
oneself and others so as to promote personal understanding and growth;

• Perceiving Emotions: The ability to perceive emotions in oneself and others as
well as in objects, art, stories, music, and other stimuli.

This is supported with a highly relevant culinary analogy fromMayer and Salovey
(1997: 21–22), who explain that:

Most beginning cooks who carefully follow a recipe can produce a good tasting meal with-
out necessarily knowing about all the ingredients. School based programs focus on these
basic recipes… [and] avoid difficult issues like whether emotional intelligence… can be
taught. Might these programs teach a bit of emotional intelligence? Perhaps just as gaining
experience around the kitchen might help someone begin to develop as a chef.

This is such an apt analogy, as cooking and emotion are closely connected, as
illustrated in the prevalence of emotional back-stories from contestants in cooking
shows, such as,Master Chef . It also sits well with the focus of this book. This raises a
range of questions to which we must respond, such as, do we need a Praxis-Exegesis
conceptual framework/model? And if yes (as I believe it is), what would it look like
and what fuels its core?

Thus, in this chapter I am looking at a way to develop a working Praxis-Exegesis
conceptual model incorporating emotional intelligence to explore if it can explain
how it effects one’s level of success. This is achieved through the use of an autoethno-
graphic personal narrative case, underpinned by emotional intelligence. I describe
my Praxis-Exegesis model, with implications and applications that go beyond my
own experiences.

From Praxis to Exegesis and Back Again: A Personal Story

By adopting an Praxis-Exegesis model, we can locate and further understand core
moments in our lives. The process can be described via a series of personal questions:
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• What is your Core?
• Why have a Core?
• When is your Core timeline?
• Who is part of your Core?
• Where do you seek support for your Core?
• How are you balancing your Core through Praxis?
• How are you balancing your Core through Exegesis?
• How would you design your Praxis Exegesis Model?

A personal timeline is essential to understanding themovement to and from praxis
and exegesis and sets the stage for a deeper understanding. I outline my own timeline
and identify my core praxis and exegesis moments on the following pages. This
enables us to consider how emotional intelligence develops and whether levels of
emotional intelligence affect success.

Born in 1951 in South America, I migrated to the United States in 1958. As I
matured, I moved from simply ‘doing’ (praxis), to ‘reflecting (exegesis). This was
not a completely linear progression, but with periods of exegesis at specific times in
my life, such as, after the death of my spouse in 1995. Preparatory school, 4th from
the bottom, low board scores in English and Math, but high in Spanish, led me to
my first college experience and major, English. An emotional decision? Dropping
out (it was the 60s), my mother asked what do you like, want to do? A resounding
sound emitted, ‘I love food’. The Culinary Institute of America accepted me and my
life’s mission became clear. I graduated 4th in my class in 1974 (the year chefs were
still considered “servants replace servants with “domestics” by the US government).
Two decades later after increasing responsibilities in the practical, professional world
of culinary arts and food service, but only an Associate of Occupational Studies
degree in culinary arts I felt my knees ache and my elucidation skills weak. I was
migrating from practice with a need to explain. First, though I needed academic
credentials and finished three degrees, one bachelors and twomasters, and on the road
to a doctorate. After changing my doctoral work thesis topic, twice, a small article
on professional careers and emotional intelligence skills needed to be successful,
chefs were once again marginalized, and next to grave diggers (least likely to need
emotional intelligence skills). Death of a spouse, discovery of a new life partner and
lifestyle, sobriety and an attack on my life profession required new emotional skills.

This initial phase from 1951 to 2001 represents what I see as my praxis ‘core’ as
illustrated in Fig. 20.1.

Then therewas aperiodof exegesis from2001 to2007whenmypersonal academic
career took hold, leading me on to a series of educational awards and international
travel. Inducted into the American Culinary Federation as Honorary in the American
Academy of Chefs, and a trip awarded to Taiwan because of my role as one of the top
women in culinary education supported my roadmap. I was using my thinking brain.
Conducting workshops on emotional intelligence nationally and internationally, first
tier higher education institutions and appointed Dean in a master’s program in hos-
pitality resulted from illuminating the emotional intelligence skills model, my core.
I completed a Ph.D. at New York University and my thesis titled: Measurement of
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Fig. 20.1 Praxis core: 1951–2001

Fig. 20.2 Exegesis core: 2001–2007

differences in emotional intelligence and job satisfaction of practicing chefs and culi-
nary educators as measured by the Mayer-Salovey-Caruso Emotional Intelligence
Test and Spector’s Job Satisfaction Survey, was realized. Figure 20.2 summarises
this period.

I then moved back to an era of praxis from 2007 to 2016 (see Fig. 20.3), transi-
tioning from being a mentee to a mentor, and engaging in leadership roles. Teach-
ing, mentoring and modelling emotional intelligence to higher education students,
staff and faculty, sharing with non-profits, and upgrading emotional intelligence re-
certifications with Charles J. Wolfe Associates, long time emotional intelligence
mentor. I was doing, feeling my core again. Although myMSCEIT scores (an ability
test of emotional intelligence) were higher identifying/perceiving skills were still
low. After refreshing my Spanish skills at a community college, I asked the profes-
sor, how I was doing, “She said fine”. I asked her a question about why I hated to
explain, write so much. Guess what, I was still writing sentence phrases as if writing
in Spanish. No wonder I loved research and hated writing.

Finally, I come to the current day, reflecting on my more recent journey into
stronger, yet collaborative roles as those I have beenmentoring now becomementees.
WilliamAngliss Institute gracedmy journey, appointed as anEminent Professor, hon-
oured but was this a culmination? No, a continuation, sharing my areas of expertise,
foods and emotional intelligence, and working with others on this core and crux, my
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Fig. 20.3 Praxis core: 2007–2016

Fig. 20.4 Exegesis core 2016—future

writing (exegesis). The topic praxis- exegesis was introduced by Paul Whitelaw, my
topic mentor. I asked my mentees, to mentor me on what they thought about praxis-
exegesis and others’ in a holistic, master’s nutrition culinary hands-on class I was
teaching.

The resulting framework/model was developed. Attending an International Coun-
cil Hotels and Restaurants Institution and Education conference, a day, prior to my
first visit to William Angliss Institute, a workshop on hospitality journals and their
editors, highlighted their needs. Themajority of downloads in one journal were based
on the keyword ‘food’, new frameworks were being sought and original research
essential for journal consideration. Full circle and more to come. I found my core,
emotional intelligence and it has sustainedme, professionally, personally and pushed
me to explain and practice all the skills essential resulting in success. This part of
my journey is summarised in Fig. 20.4. As I reflect and gaze into the future, I see
much potential for research on EI in the kitchen, with a great potential for practical
as well as theoretical outcomes and developments.

Conclusion

Figure 20.5 presents a praxis and exegesis summary of my life to date, as discussed
above. The eras of exegesis have been precipitated by major life events, such as,
the death of a spouse, discovery of a new life partner and lifestyle, sobriety and
an attack on my life profession required new emotional skills. However, they are
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not fleeting moments, but extended periods of reflection and increasing levels of
emotional intelligence.

Through such a personal, autoethnographic narrative, we can see that levels of
emotional intelligence, as identified through praxis and exegesis affects one’s level
of success. Consequently, we can apply this approach to our teaching as well as
personal/professional lives.Working, teaching, andmentoring emotional intelligence
allows us to express ourselves to our students, through our practices, deeds and
elucidation, writing and explanation. Mastery comes with both, praxis and exegesis,
a hybrid model supported by a core. In my case it is emotional intelligence, in
your timeline your core may be emotional intelligence and or something else. An
evolved version of the Praxis-Exegesis model generated in Fig. 20.6 may guide you
as a faculty or professional leader with your students, mentees and yes, even your
mentors.

Fig. 20.5 Personal Praxis and Exegesis model

Fig. 20.6 Version 2
Personal Praxis and Exegesis
model
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Chapter 21
Context Specific Language: Critical
to Student Learning

Ian Frost and Emma Gronow

Abstract This chapter explores the challenges of recontextualising discipline and
vocationally situated knowledge into the academic curriculum. Two case studies
are presented that whilst discussing contrasting perspectives are characterised by
language that may be particularly complex to learn. The first of the case studies
considers the recontextualising of accounting discipline knowledge to a vocationally
applied context and the second case study explores the codification of experience
and knowledge of wine studies for the academic curriculum. Threshold concepts
literature is reviewed as a framework for this recontextualisation to identify that
which is troublesome to learn. Understanding the nature of knowledge as tacit and
explicit and the space in which knowledge is created provides further insight into
transformative points in the student learning experience. Both case studies found that
language and vocabulary and the influence of the students’ biography to this were
significant to the student learning experience. Practical implications for pedagogy
are to provide the experience for which students may attach meaning to the language
of the subject and thereby enhance their learning.

Keywords Threshold concepts · Accounting ·Wine studies · Tacit knowledge
Curriculum · Pedagogy

Introduction

Both literature and social commentary describe the society of today as the knowledge
society. Young (2010) asks what is it that it is important to know, whileMuller (2009)
describes the implication for curriculum to be that the knowledge base of each occu-
pation will become increasingly conceptual. Therefore, one of the challenges for the
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curriculum in vocationally applied fields of study is to address the specific vocational
context, or situated knowledge of the workplace, and the conceptual knowledge that
underpins these professional or occupational requirements (Barnett 2006; Muller
2009). From a pedagogical perspective it has been suggested that this requires a
recontextualisation of both discipline and practical knowledge (Barnett 2006; Shay
2013), in order to transform unfamiliar knowledge into familiar, and understood.

This chapter explores these issues drawing threshold concepts theories as a frame-
work for recontextualising accounting disciple knowledge and the nature of tacit
knowledge in terms of whether it might be codified or articulated and communicated
into the academic curriculum.Twocase studies are thenpresented to illuminate the lit-
erature findings. They highlight the importance of recontextualisation within the cur-
riculum to connect the language of knowledge to the student’s personal experience.
The subject matters are Introductory Accounting and Wine Studies. Interestingly,
they represent similar yet contrasting challenges. The former requires recontextual-
isation of concepts and knowledge from the accounting discipline to the vocational
context of hospitality and tourism. The latter is to codify principles and experiences
that emerge from vocationally situated wine knowledge into the academic curricu-
lum. It was found that the language required to describe the concepts and knowledge
in both subjects is complex. From a pedagogical perspective, it is proposed that when
a curriculum can provide experience that allows students to attach meaning to the
word, drawing on their personal reference system, student learning is enhanced: if
you can experience it you can name it.

Literature Review

Numerous disciplines and fields of study such as, economics (Karunaratne et al.
2016), occupational therapy (Rodger and Turpin 2011), engineering (Meyer et al.
2016), physics and law (Akerlind et al. 2011) have applied a threshold concept frame-
work to re-think curriculum and pedagogy. A threshold concept is defined ‘as akin
to a portal, opening up a new and previously inaccessible way of thinking about
something. It represents a transformed way of understanding, or interpreting, or
viewing something, without which the learner cannot progress’ (Meyer and Land
2006: 19). Threshold concepts in accounting have been defined as threshold barriers
and conceptions (Lucas 2000). Threshold barriers are the negative preconceptions of
accounting held by students, such as, difficult mathematical calculations and dull and
boring techniques. Threshold conceptions are the organising structure or framework
which provides the explanatory rationale for accounting techniques. This involves
recognition that there exists underlying principles, aspects of the technique are inter-
related and an acknowledgment of subjectivity (Lucas and Mladenovic 2006: 156).

According to Meyer and Land (2003), the threshold concept framework is use-
ful in identifying transformative points in a student’s learning experience. This may
represent thought processes, perceptions or experiences within the subject or even
more generally. Perkins (2006) contributes that threshold concepts are particularly
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relevant to knowledge that is troublesome for a variety of reasons, for example,
counter-intuitive, alien, tacit, conceptually difficult, or an inaccessible underlying
game. In introductory accounting negative preconceptions are identified as transfor-
mative points in student learning and the underlying game is the ‘recognition of the
interrelatedness of aspects of the technique’, ‘an acknowledgment of subjectivity’ and
‘recognition that there exists underlying principles’ (Lucas and Mladenovic 2006:
156). Having identified threshold concepts in introductory accounting as threshold
barriers and conceptions, Lucas and Mladenovic (2006) suggests that an effective
technique for curriculum design may be to address threshold barriers first and then
threshold conceptions.

A key aspect of threshold concepts is that they expose the tacit knowledge that we
expect our students to absorb along with our stated learning objectives. The popular-
isation of the term, tacit knowledge, is generally attributed to Polanyi (1958). It is his
more widely quoted statement from the Tacit Dimension (1966: 4) ‘…we knowmore
than we can tell’ which provides a more accessible insight into the notion. To further
understand the phenomenon, he takes an example from face-recognition: if we know
a person’s face, then we can recognise it among thousands, even if we usually cannot
explain how the recognition happens (Polanyi 1966: 4–5). Thus, tacit knowledge can
be described as a knowledge people carry in their minds and is therefore difficult to
access and share. Consequently, most tacit knowledge cannot be articulated (Puusa
and Eerikäinen 2010). This form of knowledge exists exclusively within the brain of
the knower, may include mental schemes, beliefs, insights, know-how and expertise
(Engemann 2017), and be highly nuanced (Gascoigne and Thornton 2013; Zappavi-
gna 2013). This contrasts with explicit knowledge, which can be easily and quickly
transmitted from one individual to another and tends to be organised systematically.

Collins (2010) distinguishes between different categories of tacit knowledge: rela-
tional (weak); somatic (medium); and collective (strong). Gascoigne and Thornton
(2013) explore the nature of tacit knowledge in terms of whether it might be codified
or articulated. Three potential viewpoints are proposed as presented in Table 21.1.
They claim it is not possible to offer fully context independent terms. However, the
principle of articulacy means that we might go some way to developing context
dependent terms which enable communicability. This links to Nonaka et al. (2000:
8) who propose that knowledge is created ‘through interactions between tacit and
explicit knowledge, rather than from tacit or explicit knowledge alone’. Further-
more, it is suggested that ideal spaces for creating knowledge is where individuals
interact, share values and communicate (Davis et al. 2016; Silby and Watts 2015;
Smith 2001). Knowledge is not created by individuals alone but has dimensions of
collective activity, context dependence and communicability.

The preceding literature has highlighted the benefits of applying threshold con-
cepts to assist educators to rethink and scaffold curriculum and pedagogy, opening
the door for enhanced student learning. This is summed up by Cousin (2006: 4)
as: ‘A shift occurs in learner’s perception, new understanding is assimilated into the
learner’s biography, coming part of who they are, how they see and how they feel.’ In
popular parlance, it may be termed as the ‘light bulb’momentwhen the alien, trouble-
some, tacit, and/or conceptually difficult enter into the familiar. The aim is enhanced
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Table 21.1 Principles of knowledge Gascoigne and Thornton (2013: 4–5)

Principal of codifiability All knowledge can be fully articulated or codified in context
independent terms

Principle of inarticulacy Knowledge cannot be articulated

Principle of articulacy Knowledge can be articulated either in context-independent terms
(it can be codified) or in context-dependent terms

knowledge creation through the interaction of tacit and explicit knowledge towards
improved codification, communicability and context specific language. Furthermore,
it represents a process of co-creation within individual and collective learning envi-
ronments and specific contexts. The following two case studies offer contextual
insight relative to Introductory Accounting threshold barriers and conceptions and
Wine Studies and tacit knowledge, respectively.

Case Study 1: Accounting in Tourism and Hospitality
Degrees: Threshold Barriers and Conceptions

The context is higher education in an applied or vocational context of tourism and
hospitality and the session is introductory accounting. As stated in the chapter intro-
duction, institutions in this learning environment have a commitment to industry and
to a body of knowledge. In addition, students’ interests, expectations and skill sets
are usually driven by their interest in the field of study, but not necessarily in the
disciplines that may be part of these studies. Thus, the challenge for the curriculum
is to recontextualise discipline knowledge to connect with the vocational realities in
which this knowledge will be applied and the learner’s biography.

Research Objective and Methods

The objective of this research is to explore and advance understanding of threshold
barriers and conceptions for introductory accounting through the ‘eyes’ of students
in a vocationally oriented higher education institute. The aim is to deepen under-
standing of the nature of students’ perceptions and educational experiences towards
the development of a framework to inform curriculum development, content and
pedagogy.

Phenomenological inquiry was utilised as this is open-ended and emerging as the
research unfolds based on the lived lives of participants (Creswell 2007). Research
participants were selected from all current students (as at March 2016), or recent
graduates (2015–2016) who had completed the Introductory Accounting subject
in the Bachelor of Tourism and Hospitality Management degree at William Angliss
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Institute. Fourteen participantswere interviewed. 78%of these studentswere enrolled
as international students and 22% as domestic students. Interviews were semi-
structured. Interview question prompts were used to elicit discussion on the nature
of the learning experience. Interview data and field notes were coded and grouped
into similar themes of student’s experiences. This data analysis process was guided
by the work of Miles et al. (2014) and was iterative as it went through initial and
subsequent coding rounds.

Findings

The first round of coding data focused on the threshold barriers and conceptions
identified by Lucas and Mladenovic (2006). Two key emergent themes confirmed
the preference for the field of study, and exposed preconceptions regarding the degree
of difficulty as regards introductory accounting.

I think I was nervous because I was like I don’t want to study finance because I want to do
the practical aspect of learning to work in a hotel or hospitality. I thought I wouldn’t be good
enough I guess kind of thing.

I would say that I didn’t know what I was going to expect in the first week, like it would be
hard and scary because it’s finance.

Further, students who could reference what they perceived as practical or real
world examples, were able to recognise the interrelatedness of accounting techniques
and underlying principles. For students with this experience prior to, or during, the
introductory accounting course, this recognition occurred at that time.

So I remember when I was in financial concepts understanding the difference between cash
flow and just a general profit and loss or how it differs from an overall financial understanding
of your company and it suddenly made a whole lot of sense, oh it’s not the same thing.

For other students, this recognition occurred a year or two later in their studies
when they returned from their work placement year.

I can see how they change the business through their behaviour. They start to cut down their
food storage like order less so that will cut the food cost and they cut out people’s hours of
the labour cost and also they change the menu as well. So I can see they tried to control the
potential loss from different perspectives.

While the above insights are of interest, the richest and most revealing of findings
were related to vocabulary as a threshold barrier. During subsequent coding, it was
found that a single word or phrase often represents an underlying accounting concept
or practice that involves a sequence of explanations. Within the student’s frame of
reference, it may have other meanings, or be used to represent different concepts
in other contexts. This can be particularly alien and troublesome for students when
studying introductory accounting, especially if English is not a first language.



240 I. Frost and E. Gronow

I reckon the definitions of wording, I remember was quite difficult. Calculations I didn’t
find, I think it more around words behind all of it was difficult. Does that make sense?

There’s a lot of words that felt difficult especially if you don’t like the subjects and you’re like
I really don’t care what this word means but then you really struggle if you don’t understand
what the whole concept of it is.

It was quite an experience for me because I remember I had the basics for financial concepts,
however I had some issues with the vocabulary - the small words that didn’t make sense at
the time because I’d never heard of them because they were technical words which make a
complete difference to the subject of course.

However I had some issues with the vocabulary. I remember in one of the first classes I had
to ask what was an invoice, which today is probably one of the silliest questions someone
can ever come up with. Anyway that’s my first memory of financial concepts.

I’m an internationals student, my mother language is not English so sometimes I need to
take some time to reflect the concept, I will translate English into Chinese to understand the
concept fully.

Conclusion

The findings support the work of Lucas and Mladenovic (2006) who propose that
curriculum design should address threshold barriers first, and then threshold concep-
tions. This study extends understanding of threshold barriers to include the interpre-
tation and use of discipline specific language that can prove to be alien, troublesome,
tacit, conceptually difficult, or literally foreign. Techniques to support students to
learn the language required to describe accounting concepts need to be incorporated
into the curriculum - to embed into their individual biography.

Case Study 2: Can Codification of Wine Tasting Terms
Assist Teaching and Learning?

Wine might be viewed as nothing more than a beverage to quench thirst, provide
digestive accompaniment for food, or to intoxicate and foster merriment in the
imbiber. Alternatively it could be considered as aesthetic experience (Charters and
Pettigrew2005), something of great subtlety and complexitywith a vast array of char-
acteristics that demand attention, excite the senses, stir emotions and, when paired
with food, demonstrate a veritable symphony of gustatory combinations. The chal-
lenge is how to develop an understanding of wine, its characteristics and its quality
(Charters 2003). In the context of education or training, we might then consider how
the associated skills and knowledge can be learnt and how this might be best taught.
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Research Objectives and Methodology

The research objective is to explore strategies for improving the teaching of wine
tasting, drawing on the concept of tacit knowledge. It utilises an auto-ethnographic
approach (Ellis 2004; McIlveen 2008), as well as the reflective practitioner prin-
ciples of Schön (1983, 1987), and uses self-reflection and writing to explore how
personal experience connects and interacts with shaping the educational experience.
Specifically, it draws on the experiences of the researcher as a student/participant in
the Wine and Spirit Education Trust (WSET) Wine and Spirit Level 3 course. While
the study is specifically of the researcher’s experiences as a participant in this pro-
gram from February to April 2016, it is also set against the backdrop of his teaching
of wine studies in Higher Education in an applied or vocational context. The case
study considers the WSET program which provides a systematic approach to wine
tasting. It provides a specific set of characteristics, which must be observed as well
as providing a lexicon of descriptors for use in evaluating wine.

Findings

The inherent difficulty of students undertaking studies in a language other than their
own and in a foreign culture is recognised (Andrade 2006; Johnson 2008; Sawir et al.
2008). This is magnified when considering the study of wine. Many related terms are
appropriated from multiple languages. Grape varieties often retain their indigenous
names, with some having multiple names in different countries or regions. This is
complex enough for learners who speak the language in which the subject is being
taught, compounded for those utilising a language that is not their first. In addition,
many cultures have little or no history of wine consumption and have no previous
experience of being exposed to, or tasting wine. Thus, many of the wine descriptors
may represent alien, troublesome, tacit, or conceptually difficult concepts for both
domestic and international students.

The nature of the WSET courses progress through three levels. Each increases
the range of available descriptors, and opportunities to distinguish between aspects,
such as, sweetness or acidity. This has the effect of providing a scaffolded structure,
whereby, students can extend their observational and evaluative skills as they gain
exposure to an increasing range of wines. Alongside is the accompanying develop-
ment of declarative knowledge that must be demonstrated in assessable events to
allow progression. A distinctive benefit of the WSET approach is the increased like-
lihood of corresponding responses from multiple tasters in a class, drawing on the
notion of the shared nature of language (Ayers 1963). Thus, there is the potential for
learning and confidence growth through peer affirmation, or validation; the observed
joy in the eyes of participants when another student notes the same descriptors they
have used.
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That said, an inherent tension and question is recognised. Is there value in provid-
ing a delineated and defined range of descriptors for wine in the form of a lexicon?
On one hand, it is restrictive by virtue of reducing the scope of descriptors which can
be drawn on. This can have the effect of limiting the ability to communicate with
others who have not been schooled in the use of this same terminology or lexicon.
In contrast, it allows novice student wine tasters to focus on identifying terms that
match their experience. It supports the development of confidence in offering a term
which has a greater degree of likelihood of concurring with another student, thereby,
helping to build a vocabulary.

Conclusions

It is concluded that there is legitimacy and value in attempting to codify the wine
evaluation process, even if it is in context-dependent terms rather than context-
independent terms. The use of a specified wine lexicon is one strategy for improving
the teaching of wine tasting. Through the dynamic interactions of the taster’s learning
is shared, and knowledge co-created. For novice student wine tasters this allows the
language to be placed in their mental schemes, building vocabulary, expertise, and
communicability.

Reflection and Conclusion

The utility of applying threshold concepts within the context of recontextualising
and scaffolding curriculum and pedagogy has been confirmed. It is rich in its focus
on the lens through which learners see, feel, and give meaning to both vocational
and disciplinary knowledge. In adopting this approach, the educator’s quest is how
to embed and manage transformative points into curriculum and student learning
experiences; who they are, how they are seen and how they feel. It recognises the
interaction of tacit and explicit knowledge. Specifically, the centrality of language
and vocabulary in this process has been highlighted.

The educator’s goal is, therefore, to improve codification, communicability, and
context specific language. This has been proved to be all the more pertinent relative
to the language of accounting, and wine studies, in general, and more so when the
student’s first language is not English. A further significant finding lies in the shared
and co-creative nature of learning.

A practical implication for educators can be found in the wine studies descriptors
and delineated lexicon approach. This can assist novice students across fields of study
and disciplines to develop frames of reference, meanings and a context specific
language as an early foundation from which learning can take root and grow in
complexity, less rigid and bounded.
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Chapter 22
Simulated Pedagogies and
Autoethnographic Reflections

Madelene McWha

Abstract Adopting innovative, scholarly and reflective approaches to teaching
practices can be a challenging task, yet students in our digital, information-rich
age demand these skills from modern educators. This issue is addressed by explor-
ing a case study regarding simulated pedagogies in the classroom environment using
an autoethnographic approach. An educator reflects on and draws insights from her
manifold roles and finds that while simulated games are not a panacea for higher edu-
cation and can present varied challenges for students, educators and operators, they
offer pedagogical value through learner engagement. This chapter also presents a call
for increased dialogue about different teaching practices and experiences within the
broader education sector to help bridge any perceived gaps between more industry-
focussed practitioners and academia.

Keywords Autoethnography · Simulations · Innovative teaching
Research informed teaching

Introduction

Adopting innovative, scholarly and reflective approaches to teaching practices can be
a challenging task, yet it ismy experience that students in our digital, information-rich
age demand these skills from modern educators. This issue is addressed by explor-
ing a case study regarding simulated pedagogies as a teaching-learning tool in the
classroomenvironment. I have drawn insights frommydual role as educator (subject-
coordinator and lecturer) and simulation-operator using an autoethnographic lens.
The aim of this chapter is to explore how simulated pedagogies can assist with both
students’ and educators’ learning and engagement, as well as the latter’s professional
development.
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Simulation Pedagogies

Simulations have been identified as effective tools for developing graduate skills and
capabilities required in industry as well as an effective learning tool to supplement
existing traditional methods of instruction (Benckendorff et al. 2015; Pratt and Hahn
2015). Advancements in learning technologies (e.g. online communication, learning
management systems and apps) have provided educators with opportunities to shift
the learning milieu to more interactive and student-centered learning environments
that could encourage and stimulate students to becomemore active learners (Douglas
et al. 2007). This notion is supported by Martin and McEvoy (2003) who use a hotel
operational training simulation and found that the learning experience outcome and
critical and analytical thinking differed significantly between the responses of those
who felt they were highly involved and those who felt they were less involved in the
simulation.

Placing too much onus on students, however, might also prove challenging in the
context of simulated learning. For example, Dalgarno et al. (2014) compared the
learning outcomes from two learning conditions using computer-based simulations;
one condition allowed exploration through manipulation of simulation parameters,
whereas the other allowed observation of simulation output from pre-set parame-
ters, limiting the complexity of the task. Their findings supported the argument that
reducing complexity and providing instructional guidance to learners are impor-
tant if potential learning benefits are to be achieved. With this view, educators are
required to consider, manage and adjust the settings and boundaries of the simulation
in accordance with its intended users.

Simulation games (as a teaching-learning tool) have a history of being used as
learning aids in business education (Gosen and Washburn 2004). The more popular
tend to be designed predominately for experienced managers and final-year post-
graduate business degree students (Larréché et al. 2010); there is hence an opportu-
nity to provide introductory-level units designed for undergraduate tourism students.
Simulations have recurrently been employed in hospitality training and education
(Douglas et al. 2007; Ferreira 1997; Kiser and Partlow 1999; Thompson and Verma
2003), especially in the hotel (Furunes 2005; Martin and McEvoy 2003) and food
service industries (Feinstein andMann 1998). Tourismmanagement simulations, and
specifically those that focus on sustainable destination development, have received
less attention in the academic literature, which reveals an opportunity to further
develop both theory and practice.

Autoethnographic Research Methods

An autoethnographic approach was deemed best suited for this case study as this
method uses self-reflection and writing to explore the personal experiences con-
nected with a contextual setting, in this instance, the situated experience of engaging
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a simulated pedagogy. It is a form of qualitative research situatedwithin the paradigm
of the interpretive social sciences (ISS), also known as the constructivist paradigm.
The researcher within ISS adopts a relativist ontology, where realities are multiple,
and subjective epistemology, meaning that the knower and the subject create under-
standings in a socially constructed world (Creswell 2013), which is adopted here to
address the complexity of the research aim.

Autoethnography, also known as evocative narrative (Méndez 2013), is often
understood to extend beyond autobiography because the researcher performs “nar-
rative analysis pertaining to himself or herself as intimately related to a particular
phenomenon” (McIlveen 2008: 3), hence reflecting critically on their experience of
the research. Beeton (2016a: 2) elucidates that while it is difficult to differentiate
autoethnographic research from autobiography (or memoir), “autobiographies tend
to have a strong emphasis on literary style, whereas autoethnography focuses more
on the self-reflexive content, often with the aim of exploring a singular aspect of
the subject’s life”. Beeton (2016b) refers to autoethnography as deep immersion in
a study whereby the researcher becomes a subject of his or her own research, as
experienced by Dyson (2007: 39):

I was both part of the lives of the participants and part of the ‘case’, which I was investigating.
My experiences, challenges and interactions with the subjects of my research impacted upon
the subjects ‘out there’ and on myself ‘in here’ as a researcher.

Hamilton et al. (2008) distinguish autoenthnography from narrative (a look at
a story of self) and self-study (a look at self in action, usually within educational
contexts), claiming that rather, it looks at self within a larger context. They expound
that the term was originally used to describe cultural studies of one’s own people,
yet has grown to refer to stories that feature the self or include the researcher as a
character. While its practice “has not been common within education its value and
the perception of its worth is changing” (Dyson 2007: 36) and various scholars have
engaged with it since (see Hamilton et al. 2008; Quicke 2010; Méndez 2013). It is
now a recognised and well-developed research approach (Creswell 2002; Denzin
and Lincoln 2000; Ellis and Bochner 1996, 2000).

Mitra (2010) views autoethnography as ‘doing’ and ‘being’ in the research process
and to demonstrate this in his text, he juxtaposed academic and free-style writing, as
performative autoethnography, and hence sections of the text read as a first-person
narrative. This type of performative autoethnography/writing is used to re-centre
“incoherence and fragmentation to foster questioning among readers and encourage
further dialogue drawing on one’s personal experiences and outlooks” (Mitra 2010:
3). Further, by writing about scholarship in the form of a story, this might help
the reader to sense that the author was a genuine participant in the life-world of
the participants/students, thus encouraging authenticity and trustworthiness (Quicke
2010).

There are no set rules for writing styles when engaging with autoethnography
and to “follow some diktats here would in itself be unreflexive”, rather, the approach
and writing style is chosen by the author for the purposes they have in mind for
the writing (Quicke 2010: 251). In the case of this paper, I have chosen to write
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in a way that combines my academic and personal prose to limit fragmentation,
which I feel is not well suited to a relatively short piece of writing, however, it is
hoped that my self-reflexivity shines through the academic jargon, especially in the
following section that focuses on my experience of and reflections on using DAPS.
Writing in first person, generally, has not been encouraged in academic research (Ellis
and Bochner 2000) and it feels foreign to me, however, Ellis and Bochner (2000)
believe that autoethnography seems to require it because the use of the first-person
voice provides direct testimony and some sort of personal accountability. Further,
Méndez’ (2013: 280) statement that “personal narratives, experiences and opinions
are valuable data” makes sense to me because qualitative researchers study things
in their natural settings, attempting to make sense of, or to interpret, phenomena in
terms of the meaning people bring to them (Denzin and Lincoln 2000).

While I used the notes I hadmade after class and duringmeetingswithmy research
team, as well as the tutorial notes that I had prepared for the students to assist in my
recollection of my experience, autoethnography acknowledges that it “is always a
story about the past and not the past itself” (Ellis and Bochner 2000: 745). The
following section presents the case study, as well as my autoethnographic reflections
that represent my recollection and interpretation of my experience and comprise an
exploration of what I believe worked well and what I would do differently next time.
Case studies are useful to explain why an innovation worked or failed to work and
illustrate the complexities of a situation by recognising more than one contributing
factor (Beeton 2005). It is hence hoped that this case study is able to illuminate the
intricacies of my own experience using simulations as teaching-learning tools, as
well as the various challenges and benefits.

DAPS Simulation Case Study

The simulation game Destination Administration and Planning System (DAPS) was
developed by Professor Michael McGrath; he, my teaching team and I played this
simulation with my introductory-level students taking a subject called Destinations
and Attractions during August 2016, which introduces foundation destination devel-
opment concepts. This is a continuing project and an earlier version of the game has
been used before (McGrath et al. 2015). The purpose here is not to detail the devel-
opment of the game as was outlined by McGrath et al. (2017), rather, this chapter
places focus on the insights drawn from autoethnographic reflections about an edu-
cator’s teaching and students’ learning. The study outlined below was granted ethics
approval, however, given the level of my immersion in the study, I had to ensure
ethical issues were carefully monitored, such as the inclusion of my students in my
story here and I have been careful to maintain their anonymity.

A total of 12 teams participated in this simulation across four tutorials as a
classroom activity (as opposed to an assessed course requirement). During game
play, which was run towards the latter half of the teaching semester after the stu-
dent cohort had been introduced to the foundation theories regarding sustainable
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destination development. Teams of approximately four-to-five students assumed the
role of a Destination Management/ Marketing Organisation (DMO) for Ballarat, a
regional tourism destination in Victoria, Australia. Students were asked to make
decisions regarding Green Economy (GE) and Tourism Development (TD) invest-
ments and rezoning of rural lands. They were given four five-year segments (a total
of 20 years) to make these decisions and would discuss their rationales with team
members in the time provided between segments (usually around ten minutes). This
allowed teams to evaluate the outcomes of their previous input decisions before set-
tling on and setting the inputs into the next five-year segment. At the conclusion
of their class, students completed a short survey, elaborating on their game-play
experience and understanding of concepts related to the simulation. We asked them:

a. How, if at all, has the simulation game improved your understanding of destina-
tion development and sustainability concepts?

b. What, if any, improvements could be made to the simulation game as a teaching
and learning exercise?

The results of this survey, in addition results from a survey conducted with
Higher Education staff members to ascertain their suggestions for improvement,
were reported by McGrath et al. (2017). The suggestions for improvement from
both staff and students were sorted into three categories: (1) game context, (2) game
design and (3) game outputs. Firstly, in regard to game context, students asked for
more details regarding the context or background of the destination theyweremanag-
ing, as they thought it would help them imagine the destination theywere developing.
A key suggestion to facilitate better user experience was a step-by-step guide easing
users into the simulation through videos, discussion and illustrated prompts. This
was particularly so for students who did not understand what constituted GE and TD
spending or were unfamiliar with economics in tourism systems.

Secondly, in relation to game design, both students and staff commented on the
simple graphics and design of the simulation, suggesting that these could be improved
with more colours and a less intimidating design regarding numeric data. Further-
more, there were suggestions that the sliders that were used in the simulation’s
graphic interface for determining GE and TD investments as well as land rezoning
percentages lacked accuracy, and that more precise forms of input could improve
the experience. Another suggestion was to incorporate multiple perspectives into the
simulation, such that the sentiments of stakeholders other than DMOs, such as the
host community, could be captured. Feedback also suggested that the simulator take
into account promotions and their related outcomes, as it would provide DMOs with
an indication of the more effective promotional strategies. There were also sugges-
tions for other inputs in addition to the existing three, in order to more accurately
reflect reality. These include: ethical considerations, transport link impacts, acts of
terror and natural disasters, the socio-economic profiles of visitor markets, political
and legislative upheaval, and innovations.

Lastly, the suggested improvements related outputs pointed to the need to increase
the amount of detail provided if it is to be used as a learning tool. Therewere userswho
felt that while graphs and numbers were illustrative, there was need for explanations
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that could interpret the consequences of these graphs and numbers for thosewhowere
still at the beginning stages of their academic study. There were also suggestions to
align results to theories and models that were being taught in the introductory unit,
such as Butler’s Tourism Area Life Cycle.

Thefindings suggested thatmost students not only noted an improvement of under-
standing, but also outlined the ways in which their understanding was improved.
In particular, some appreciated being able to see the impacts of small changes in
inputs on measurable outcomes relating to destinations, supplementing the knowl-
edge taught in the unit. They also developed a greater understanding of the variety
of factors involved in decision-making, and the complexity of the tourism system. In
addition, the students thought the varied outputs showing impacts of their decisions
and visitor numbers gave them a clearer picture of the multiple inputs and outcomes
that needed to be considered. While the results of this trial are not the focus of this
chapter, some are elaborated on in the following sections if relevant to the insights
drawn from using the simulation as a teaching-learning tool.

Autoethnographic Reflections

My previous exposure and experience with using simulations, such as the interactive
hospitality simulation programme Hotel Operations Tactics and Strategy (HOTS),
where teams manage a virtual hotel business, perhaps lessened my initial trepidation
regarding the administration of a simulation game. This particular story, however, is
about my involvement with DAPS, which I had not used before. Many of my more
senior academic colleagues have referred to the ‘Imposter Syndrome’, which is said
to be felt by Ph.D. candidates defending their dissertation, senior lecturers applying
for associate professorship and even professors themselves when publishing papers
in top-tier academic journals. It is the concept that a person can feel a persistent fear of
being exposed as a ‘fraud’ because they perceive that their ability or accomplishments
do not meet the standard or expectations of their peers. This is what I initially felt
when faced with operating the DAPS simulation without the assistance of its creator
and his mastery of programmer language, acronyms and technical expertise—that
my students would ask all the tough questions and expose my inexperience. Yet once
I entered the classroom I soon realised that my amateur knowledge could be masked
by my enthusiasm to use different technologies and involve my students.

While I had feared that I would to struggle with operating the unfamiliar tech-
nology, the challenges I faced primarily related to negotiating the real-life/industry
application, as well as the students’ prior knowledge and exposure to simulation-
based learning. In terms of applying the simulation to reality, while one fictional case
studywas presented at the beginning of the tutorial, further explanation (perhaps over
several lead-up weeks) with various examples could have helped the students under-
stand the broad array of decisions that are needed to sustain a destination (e.g. how
to invest money, realistic costs and budgeting). Feedback from the students also sug-
gested that they were expecting high quality visuals and better graphics and design
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of the game interface (e.g. more colour and imagery) and additional explanations for
the output, not just graphs and numbers. One student referred to the maths visuals
as being overwhelming and another wished for more information to be provided to
explain the results in addition to the results being graphed. While the students did
not mention the visuals whilst in the classroom, perhaps if they were expecting more
visually stimulating material they might have felt disappointed, however, this did not
seem to dampen their enthusiasm to engage in the activity. A staff member suggested
using video examples to explain the outputs and to include some scaffolding exer-
cises so students can work at their own pace and I agree that these resources would
assist with the instruction of the simulation, especially for those students who may
not feel comfortable speaking up in class. In fact one student asked to have more
written details and information so that they could look back over the material if they
did not understand. This might also help to overcome any language and/or cultural
barriers with students.

The aspects that I believe engaged the students and assisted with their learn-
ing the most include their teaching team’s enthusiasm and encouragement, as well
as the notion of the natural environment’s fragility. The notion that a destination’s
attractiveness could be negatively influenced by over development seemed to pro-
voke their interest and attention. One student acknowledged that the simulation game
demonstrated to them that investing in social and environmental factors would have a
positive influence on tourism revenue and that resources needed to be balanced. Sim-
ilarly, another student realised that if they invest too much in tourism development
without considering its implications that it would damage the natural environment,
which could in turn deter tourists from visiting the destination due to issues regard-
ing pollution. Hearing my students’ ability to understand and communicate these
concepts was highly rewarding and suggested to me that the simulation, despite not
yet having flashy graphics, had assisted in their learning.

Conclusion

This research contributes to the wider pool of knowledge on simulations as teaching-
learning tools. It offers insights into operational challenges and the lessons learnt,
which may assist other educators wishing to engage simulations in the classroom
environment. While simulated games are not a panacea for higher education and can
present varied challenges for students, educators and operators, they offer pedagog-
ical value through learner (both student and educator) engagement. I would like to
see simulations as a key component of learning tools in the future and imagine that
they could be utilised as alternative and/or supportive teaching media, such as for
blended and online delivery, to enhance students’ understanding of the complexity
associated with managing sustainable destinations. I have found that some students
struggle with understanding academic theory when it is presented in isolation from
real world settings and interactive simulations can assist with this dilemma by pro-
viding hands-on experiences of simulated industry in an academic environment.
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On another level this chapter comments on methodology in educator practice. I
was attracted to autoethnography as a research methodology because it encourages
my researcher/educator ideologies to be embedded as well as exposed in my writing
and research. These are informed by my lived reality, experiences, encounters and
interactionswith theworld and autoethnography allows a researcher to explicate their
ideologies through personal stories. I hope that by revealingmy own ideological base,
as a researcher/educator, to in turn encourage my colleagues and other researchers
to reflect upon their own place in their research, to collectively develop our scholarly
practice; as articulated by Méndez (2013: 282) whereby “through reading a cultural
or social account of an experience, some may become aware of realities that have not
been thought of before, which makes autoethnography a valuable form of inquiry”.

By communicating our autoethnography in our scholarship and research, we can
learn from other educators’ collective and subjective experiences. A dialogue about
different teaching practices and experiences could act as a bridge between the edu-
cational sectors (e.g. higher education and vocational education). In this regard, I
could have incorporated more autobiographical analysis in this case study (e.g. my
previous experiences in the university sector), considering that my research interests
and intercultural understanding stem from life experiences, however, due to word
limitations I felt further self-analysis was beyond the scope of this particular chapter.
This reveals an opportunity for further research into the potential benefits of creat-
ing a dialogue about our lived experiences (i.e. challenges, learning and hopes) as
educators/researchers. The case study method and autoethnographic approach were
found appropriate and useful in regards to exploring the nuances of an educator’s
experience of a simulated pedagogy. Some of the results may be specific to this
classroom environment, however, possibilities were raised that others can explore
and these findings could be examined in different contexts and with diverse cultures
to further illuminate the simulated pedagogies.
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Chapter 23
Plausible Futures: Transforming
Ourselves, Transforming Our Industry

Melanie Williams

Abstract William Angliss Institute (WAI) aspires to become a University of Spe-
cialisation. This chapter outlines some of the reasons behind this objective and the
challenges involved in seeking to achieve it. The author contends that the Institute and
the industry it services must co-evolve and transform their worldviews if they are to
meet the challenges of an uncertain future: a task that entails developing more com-
plex epistemologies. Based on the author’s doctoral research that suggest a catalytic
correlation between participation in certain forms of scenario planning and epistemic
development, a transformative approach to scenario based research is proposed as
a vehicle for bringing about this transformation. The methodology for a proposed
scenario research project is explained and its potential short and long term benefits
for both WAI and the industry are identified. The proposal represents innovation in
WAI’s own development and its industry partnerships.

Keywords Scenario planning · Epistemic development ·Worldview
Transformative learning

Introduction

William Angliss Institute (WAI) is the Victorian State Government’s designated
Specialist Centre for the training of food, hospitality, tourism and events. With over
75 years of history in training in the food trades, the institute added the provision of
higher education in 2007with its first intake of 39 students into two bachelor degrees.
Ten years later this has grown to around 700 students in a range of undergraduate and
postgraduate programs. Although growing year on year, higher education provision
continues to play the junior partner to vocational training in terms of student numbers.

However, WAI plans to become a University of Specialisation. This will apply
to the whole of the organisation, not just its higher education faculty. Why would
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WAI aspire to go down this path? What are the challenges for a trades-based school
that has such grand aspirations? How do these relate to the challenges facing the
industry it services? How might these challenges be addressed? And what benefits
could accrue to WAI and the industry? This chapter explores these questions from
the perspective of worldview transformation.

The Aspirations and Challenges

We aspire to position ourselves as a new type of organisation servicing the food,
tourism, hospitality and events sectors in new ways. We aspire to become an organ-
isation that brings together a range of elements that are currently in tension: liberal
arts with industry relevance; practical skills with scholarly thoughtfulness; entry
level training with high level intellectual achievement. We aspire to be a place where
new ideas are generated, where we are renowned for our innovation and design
that addresses the real-world issues of our industry and co-creates with them new
directions in thinking and practice.

We cannot do this as we are now: a Technical and Further Education (TAFE)
institute with higher education offerings on the side because we are fragmented
and bound by traditional vocational education and training sector constraints. Our
organisation participates in a national vocational training system which, at its best,
can only value instrumental thinking that focuses on linear, causal reasoning and
analytical problem solving. At its worst, it values doing over thinking. Much of this
training deals in certainties, in the highly contextualised, atomised and instrumental
transfer of knowledge, largely confined to that which is required to perform particular
workplace functions. This inevitably shapes the thinking of those who teach in this
arena.

Nor can we do it as a ‘super TAFE’, by simply changing our name and structures
to those of a university and continuing with business as usual, because that cannot
generate the intellectual power that a vibrant research and scholarly culture engen-
ders. And neither will going down the path of a traditional university help because
that would mean turning our back on our trades-based traditions.

The rationale for becoming a University of Specialisation is that it is the only
structure and ‘brand’ that will allow all of these aspirations to be brought together,
to be articulated and operationalised in a coherent way that proclaims one unified
organisation from Certificate I through to Ph.D.We aspire to become an organisation
which is not only ‘specialist’ but also ‘special’—unique, in other words. University
of Specialisation status is a kind of brand shorthand for signalling to ourselves, to
our industry and to the world that this is the kind of organisation we want to be, that
these are our offerings, and if anyone wants to be in the forefront of exciting and
ground-breaking happenings in our industry, this is the only place where they can
get them.

And for the industry, safeguarding the sustainability of its future development
to ensure its continued relevance, productivity and economic prosperity is impera-
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tive given its economic and social significance as an employer of 206,000 people,
or seven per cent of Victoria’s population. Influences such as climate change, pan-
demics, geopolitical and economic stability and the escalating cost of travel pose
complex challenges and generate increasing uncertainty for the sector. Research-
ing the alternative futures of the industry as the context for setting new strategic
directions is a vital capability to thrive in such uncertain environments, both for the
industry and WAI. Our futures are inextricably linked: the needs of the industry as
it negotiates its contribution to the economy and society more generally will dictate
the required knowledge, skills and attributes of its workforce. This in turn will shape
the kind of organisation WAI needs to be, what attributes its graduates will need to
have acquired and what questions its applied research agenda will need to address.

Understanding sustainability as a continuous, iterative and innovative process
requires leadership in the industry and its training providers, and a workforce in
both that is not only aware of emerging challenges but sufficiently skilled, flexible
and innovative to adapt to them—ideally, even to be able to intervene to change
them. This requires close partnerships between industry employers and WAI in a
relationship of co-development and mutual learning.

So how do we honour the best of our traditions as we transform ourselves into a
community of critically reflective scholar-practitioners who can produce graduates
that are well equipped to embrace the uncertainties and complexities of the future?
And how do we transform our industry so that it is forward thinking, innovative
and able to thrive in a turbulent new world? How can we co-evolve to meet these
challenges and to play a hand in shaping our common futures?

My contention is that the journey is essentially one of epistemic development,
both for ourselves and our industry. A key task is to shift from an explanatory and
problem solving approach to training future industry workers, to a future in which
faculty and students engage collaboratively with industry partners in processes of
critical, systemic inquiry to tackle the complex and conflict-laden situations that
confront our industry as it navigates its role in civic society (Bawden 2016). This
requires nothing short of worldview transformation.

Worldview and Worldview Transformation

Worldviews are comprised of an integrated system of beliefs and assumptions in
three major domains: (1) beliefs about the nature of being and reality; (2) beliefs
about knowledge and knowing; and (3) beliefs about value—both ethic (what we
believe is good or bad) and aesthetic (what we believe is beautiful or ugly).

Beliefs about knowledge and knowing (epistemological beliefs) are our meaning-
making structures. They function in three ways. First, they filter our experience
of the world, selecting what comes to our attention from the host of background
detail that is not noticed. Second, having made that selection, they attribute meaning
and significance to what we notice. Third, they shape our actions in response to the
meaning that has been attributed to our experiences (Koltko-Rivera 2004). Because of
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this meaning-making function, epistemological beliefs are dominant within a greater
system of worldview beliefs. They mediate all other beliefs (Brownlee et al. 2010).

While notions of what is included in a person’s epistemological beliefs differ,
there is general agreement in the personal epistemology literature that there are
four core epistemological beliefs, each of which has its own developmental scale
ranging from simple to complex beliefs about knowledge and knowing. The four
core beliefs are: (1) whether knowledge can be known with certainty or is uncertain;
(2) whether its source is external or knowledge is constructed by the knower; (3)
whether knowledge is understood as discrete facts or is seen to be complex and
dependent on context; and (4) whether knowledge can be justified by appeal to an
external authority or by argument and evidence (Hofer andPintrich 1997). Thus, these
four dichotomies represent the end points on a continuum of epistemic development.
As a person’s personal epistemology develops they progress towards more complex
ways of knowing in one or more of these domains.

In this context, worldview transformation involves the knower using increasingly
complex ways of making meaning out of their experience of the world as their under-
standing of knowledge itself progresses in successive stages along the developmental
continuum. This differs from ordinary learning, wherein new knowledge is accom-
modated within existing meaning-making structures or worldviews. In contrast, this
‘transformative’ learning involves a fundamental change in the forms of themeaning-
making structures themselves. And at the same time as this development occurs, the
knower also develops critical awareness of the limits that their processes of meaning-
making impose. That is to say, the knower develops awareness of the ways in which
their own worldview shapes and limits their perceptions. This awareness gives rise
to the ability to critically evaluate their own beliefs and to remain open to other
perspectives (Williams 2016).

Thus, as a person’s epistemic development progresses they typically become less
black and white in their thinking as they come to recognise the importance of con-
text. They become more tolerant of uncertainty and complexity as this awareness
of context opens a broader perspective on the world. They become more tolerant of
others’ views as they appreciate the contestability of knowledge under the influence
of their own and others’ worldviews. And their reasoning powers improve as they
strive to formulate sound arguments backed up by evidence to justify their views.
I argue that this worldview transformation is what is needed in individuals and as
part of our organisational ethos to transformWAI into a University of Specialisation
that is capable of achieving its aspirations. I argue further that the Victorian tourism
industry would also be better placed to meet the challenges outlined and to achieve
sustainable development through a similar transformation in the worldviews of its
decision makers.
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Scenario Researching and Worldview Transformation

So how could we go about the notoriously difficult and slippery task of changing the
way people think? One possible path is to use scenario researching as a vehicle for
fostering epistemic development.While numerous assertions in the classical scenario
planning literature contend that engaging in scenario planning has a transformative
effect (van der Heijden 2005; Schoemaker 1992; van der Heijden et al. 2002; Wack
1985) there is little beyond anecdotal evidence in this literature to back the claims.
Nor is there a coherent theory explaining how transformation might occur.

However, I am not referring to the flat, process-driven approaches to scenario
planning described in much of this literature, labelled by Ogilvy (2004: 292) as ‘a
practice in search of a theory’. Rather, my Ph.D. research suggests that participa-
tion in a transformative approach to scenario planning may indeed foster epistemic
development which can be legitimately couched in terms of worldview transforma-
tion. This approach entails a critically reflexive, transformative scenario researching
methodology that is richly informed by the experiential learning theories of Dewey
(1938) and Kolb (1984); the action research of Lewin (1951); the systems inquiry of
Churchman (1971) and Checkland (1981); the worldview theory of Koltko-Rivera
(2004); the transformative learning theory of Mezirow (2009) and Kegan (2009);
and research into epistemic cognition by Perry (1968/1999), Kitchener (1983) and
others (Hofer and Pintrich 2002; Greene et al. 2016).

In the longitudinal case study research for my Ph.D. the epistemic development
of five teachers and principals was tracked through a two-year scenario project that
investigated the future of teaching inAustralian schools.Over the course of the project
all five participants showed evidence of transformation in one or more dimensions of
their worldview. This was typically expressed as having an enriched understanding
of the world through heightened awareness of multiple complex influencing factors
and their systemic interactions; an increased orientation to the future and capacity
to factor long term considerations into their thinking and actions; and enhanced
awareness and tolerance of uncertainty and the importance of embracing multiple
perspectives. These changes in thinking led to significant changes in the ways in
which the participants viewed and carried out their professional roles. The research
methodology did not permit the inference that participating in the scenario exercise
caused these changes but it appeared to have a catalytic influence (Williams 2016).

At the time of writing WAI is awaiting the outcome of a funding application
to the Victorian State Government to undertake a two-year action research-based
scenario researching exercise to tackle the challenges outlined for WAI and the
Victorian tourism industry. Scenario researching requires a focal issue that frames
the investigation. This project will focus on the sustainable development of tourism in
Victoria. Tourism in this context also incorporates foods, hospitality and events—all
of the areas serviced by WAI’s education and training programs.

The proposed project will facilitate close affiliations across Victoria through part-
nering with the state’s peak body for tourism and events. Together the partners will
generate a set of scenarios of alternative futures for Victoria’s tourism industry, which
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will become the context for adaptive and generative strategies for both industry and
WAI. The scenarios will provide contexts for ensuring that the training provided by
WAI is relevant to a workforce in a dynamic industry that must constantly deal with
complex uncertainties within the environments in which it operates.

Methodology

We propose to establish a scenario building team of around 60, comprising members
of WAI’s vocational and higher education staff and students, Executive and Board,
along with industry stakeholders. Over a period of two years, this team will conduct
research activities that include scenario workshops, desk research, literature reviews,
focus groups and interviews with key industry personnel and thought leaders on a
more global basis to generate plausible, alternative future states of the operating
environment for both the industry and WAI.

Using the Neville Freeman Agency’s QUEST™ methodology (Freeman 2004),
the scenario researching process consists of five phases: (1) identifying a framing
question to guide the research; (2) articulating a preferred vision for the future; (3)
identifying and analysing the natural, social, political, economic, cultural and tech-
nical influences—and their possible systemic interactions—that are likely to shape
the future operating environment; (4) developing a set narratives about plausible,
alternative, future states of that environment; and (5) using these scenarios to inform
and evaluate strategy development to guide our journey forward.

The transformative approach to scenario researching entails a process of critical
systemic inquiry. Bawden and Freeman (2007) have mapped the process to experien-
tial learning, which mirrors cycles of action research. Each phase is undertaken as an
action research cycle in which we not only inquire into the matter at hand (sustain-
able tourism development in Victoria and WAI’s role in it), but also reflect upon our
processes of inquiry and—most importantly—upon our own epistemic perspectives
or worldviews as a critical, social, learning system.

Informed by transformative learning theory (Mezirow 2009; Taylor et al. 2012)
and research into epistemic cognition (Hofer and Pintrich 2002; Salner 1986; Kitch-
ener 1983), we will use processes of dialogue and reflective critique to raise aware-
ness of the ways in which our collective worldviews consciously and unconsciously
select, define and limit: (a) what we perceive as being worthy of attention in both the
matter to hand and the processes we engage into get there; (b) the significance we
attribute to those matters and processes; and (c) our behavioural responses in light of
this attribution of meaning and significance (Williams 2016; Bawden and Freeman
2007; Koltko-Rivera 2004).

In the first phase, interviews with key internal and external stakeholders will
identify the ‘burning issues’ for the industry and the Institute as we progress together.
The findings will be compiled into an Issues Report, which will help to scope the
exercise and define its purpose through informing the development of the framing
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question/s that will guide the process. The Issues Report will also provide input into
the scenario building workshops.

In phase two, a ‘preferred future’ for the Victorian tourism industry will be devel-
oped. In this context, a concurrent whole-of-Institute visioningworkshopwill initiate
a conversation to develop a shared narrative about what WAI might look like as a
University of Specialisation. These preferred futures will be critical to informing
strategy development in the last phase of the project—more on this later.

In the third phase, desk research into trends and trend-breaks in the external
environment will provide the stimulus for dialogue and critical reflection in the
scenario building workshops. Participants will work in small groups to identify the
natural, social, political, economic, cultural and technological influences, and their
interactions and permutations, that are likely to shape the industry and the Institute’s
future operating environments. This dialogic process is designed to produce the clash
of worldviews within the group that can trigger a transformative learning experience.
Participants must prioritise influences within their groups, which entails negotiating
both meaning and process to achieve an agreed outcome. Exercises in conversation
mapping and critical reflection on these tasks will raise awareness of the impact of
worldview with the intent of surfacing and challenging hegemonic assumptions.

Once as many influences as possible are identified, participants will be asked to
rank the influences deemed to be the most critical to the framing question/s, and
the most uncertain as to how they might play out. The different combinations of
these critical uncertainties will give rise to three to five alternative scenarios. This
process of manipulation assists in developing participants’ awareness of uncertainty,
complexity, the importance of context and systems thinking—and as always, the
influence of worldview.

As the indicative scenarios start to emerge in phase four, a timeline ‘back casting’
from the future to the present will be developed for each scenario. The timeline traces
the events that must have happened in order for each scenario world to have come
about. It begins from the future and works backwards in order to overcome linear
extrapolation from the present, which would inhibit the development of scenarios
that are sufficiently discontinuous from the present to generate new perceptions. This
back-casting technique helps to generate the scenario narratives as well as test the
plausibility of the emergent scenarios: if no logical link can be traced back from the
future to the present, then the scenario lacks plausibility and internal coherence and
must be modified accordingly.

At this point selected thought leaders will be introduced to provide counterpoints
to the thinking that has emerged within the scenario building team to date. Again,
this is designed to create worldview dissonance, which provides the opportunity for
the reappraisal, enrichment and extension of the scenarios.

Drawing on Dewey’s (1938) notion of experiential learning, techniques such as
visualisation and role play will be used make the scenarios as real as possible once
the different scenario worlds start to solidify. This will facilitate an immersive, imag-
inative experience of what it might feel like to live in these worlds. The aim is to
create existential shock: to produce sufficient discontinuity from the everyday world
to trigger a transformation in the way the present is perceived. To achieve this, the
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scenarios must be plausible, robust and compelling, and be set sufficiently far into
the future to allow participants to overcome the cognitive constraints of their present
reality.

These scenarios represent the environments in which Victoria’s tourism industry,
and therefore WAI, may well have to operate in the future. A set of early warning
indicators will be developed for each scenario, which will function as an alert to
the possibility that one or other scenario (or key elements thereof) may be about to
unfold.

The final phase of the scenario researching process entails developing strategies
that are designed, as far as possible, to bring about the preferred futures identified
in phase two. These are reappraised at this point for their continued relevance and
desirability in light of the knowledge gained through the scenario building process.
What differentiates scenario researching from conventional strategic planning at this
juncture is that, whereas strategic planning draws a direct line between where the
organisation is now and where it wants to be, in scenario researching, the strategies
towards the vision are mediated by alternative possibilities in the operating environ-
ment. There is no single path to the future: alternative sets of strategies are developed
that will help the organisation to achieve its vision in each scenario.

Furthermore, both adaptive and generative strategies are developed. There is a
clear delineation between (a) matters internal to the organisation over which it has
control; (b) external matters over which the organisation may exert some influence
and so act to change the environment; and (c) those which are beyond the capacity
of the organisation to influence—to which the organisation must adapt.

Once the strategies are developed theywill be tested for relevance in each scenario.
Strategies are prioritised according to their likely efficacy in the greatest number
of scenarios. However, those strategies which may be relevant to only one or two
scenarios are not discarded. The operating environment will be monitored going
forward. If evidence of the early warning indictors for a particular scenario appears,
then these strategies will be the appropriate ones to deploy.

Before being finally adopted, the strategies will be critically evaluated and their
implications explored. This enhances awareness of the social and environmental
aspects of sustainability and its ethical imperative. We will thus pay attention to the
emotional, relational, ethical and existential dilemmas that emerge from the process.

The outcomes of the processwill be packaged in a publication thatwill be available
for employers and stakeholders in theVictorian tourism industry to use to inform their
own organisations’ and regions’ strategic development. WAI will use the process to
inform curriculum development and its applied research agenda, as well as its own
strategic planning and direction setting.

The Benefits

The significance of scenario researching does not reside in the scenarios as artefacts,
although the literature suggests that they have value in ‘rehearsing the future’ in a
way that can give rise to foresight (Schwartz 1991; van der Heijden et al. 2002). The
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true worth of their development is as a vehicle for triggering new perspectives on the
present—what the founding father of modern scenario planning termed ‘the gentle
art of re-perception’ (Wack 1985).

In terms of the specifics of the proposed project, there are both short and long
term benefits to be gained, both for WAI and the industry. In the short term, both
will benefit from industry-relevant curricula, the development of applied research
capabilities, the application of critical scholarship, improved attitudes to change and
uncertainty, and the development of foresight capabilities and strategic planning
skills—not to mention the benefits of enhanced understanding and trust through the
partnerships forged.

In the longer term, the Victorian tourism industry can expect to gain sustainability
through adaptability, innovative sustainable developments, more highly skilled man-
agers and productivity gains. Long term benefits forWAI will include highly sought-
after graduates, enhanced institutional reputation, well developed applied research
capabilities across both vocational and higher education staff, consulting capabilities
and a sustainable institution through its capacity for foresight and adaptability.

Conclusion

The proposed project has a number of innovative features. Some of these represent
innovations forWAI as an education and training provider and some represent innova-
tions in the relationship between WAI and the Victorian tourism industry. Examples
of the former include: (1) using scenario researching as a form of scholarship to
provide the context for WAI’s own strategic development as well as to inform cur-
riculum, pedagogy and applied research; (2) engaging a cross-sectoral researching
teamwith industry partners; and (3) attempting to enhance the epistemic development
of both the workforce and the organisational epistemology as a whole (Schon 1995)
as critical to achieving its strategic aspirations. Innovations in our partnership with
the industry include: (1) recognition of our interdependence and mutual investment
in ensuring the sustainability of the industry; (2) exploring our shared futures as a
co-evolutionary process; and (3) making available expertise in scenario researching
as a vital approach to strategic development and innovation in the industry.

These innovations emerge from a transformative praxis that is exceedingly prac-
tical for the development of both the industry and WAI, while at the same time
representing a theory-laden, reflective and reflexive form of scholarship that has
intellectual and ethical development as its highest objective. The futures orientation
of scenario researching and its embrace of uncertainty, complexity and multiplicity
makes it eminently suitable as a scholarship for the 21st century as times become
increasingly turbulent and new capabilities in innovation, adaptability and resilience
are required. It is a methodology that transcends discipline: scenario researching
can be applied where any ‘system of interest’ with a complex problem to explore
can be identified. What is being proposed here can certainly be replicated across
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other disciplines, industry sectors, education and training providers in Australia and
internationally.

However, scenario researching is an expensive and time-consuming process. It
requires buy-in and courage on the part of organisational leaders to allow radical ideas
and new perspectives to percolate through the organisation and take root. Perhaps
the greatest challenge with scenario researching as an experiential, social leaning
process is how to amplify any changes in thinking beyond the immediate participants
in the exercise. And of course, while the process is structured to present multiple
opportunities for participants to examine and challenge their worldview beliefs and
assumptions, it cannot guarantee that they will do so. In the words of Dirkx and
Smith (2009: 65): ‘ultimately, whether a learning experience is transformative rests
with the learner, not us as instructors or facilitators’.

These constraints notwithstanding, I suggest that scenario researching in the way
described in this chapter represents a unique opportunity to transform ourselves
and our industry so that we can co-develop the capability to realise our mutual and
distinctive strategic aspirations.
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Chapter 24
Conclusion: Studying Scholarship
in Changing Times…

Sue Beeton and Alison Morrison

Abstract The mix of authors, scholarly approaches and topics covered in this book
pushes the boundaries of our knowledge in terms of the ways that we understand,
study and teach trades, craft skills, and applied as well as theoretical knowledge. In
this era of uncertainty, these approaches are even more important. As many of the
chapters in this publication refer to and employ Case Studies, we turn our attention to
a brief discussion of thatmethodological approach. This is important, as Case Studies
remain relatively misunderstood in many research disciplines; yet in relation to the
various areas that we have been examining here, they are often the most appropriate
and illuminating method. We conclude with a discussion of the role that co-creation
plays in the scholarship presented in the book.

Keywords Co-creation · Case study
At the same time as customers, tourists, audiences and service providers have become
ever more diverse, tourism, hospitality, foods and events have taken a greater place
in today’s society; consequently, understanding them becomes ever more varied and
complex, requiring greater attention, creativity and diversity. No longer are these
fields of enterprise and examination outside the realm of scholarly study, particularly
in terms of education.

We not only see new tourism markets rising in this century, but others maturing
and diversifying, from the emerging markets of China, India and South America
to the maturing western markets. The tourism experience itself is now segmented
in innumerable ways, from slow tourism, food and wine tourism, ecotourism, city
tourism and voluntourism to adventure-based activities, not to mention the broad
range of events, both business and recreational. Furthermore, all these experiences
contain significant elements of hospitality, food consumption and service.

Moreover, young people today see travel as simply a part of their lives, with such
increasing mobility creating greater demands on host destinations and communities.
Education and social media have created greater familiarity with the ‘other’, but also
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greater curiosity to experience it. Celebrity chefs, cooking programs and blogs have
armed the general public with food knowledge, language and expectations beyond
what we saw even ten years ago, not to mention our self-curated lives through social
media such as Twitter, Instagram and Facebook.

Such a rapidly altering environment presents challenges for educators, requir-
ing more flexibility in curriculum and teaching approaches than ever before. Many
of our more traditional educational institutions are not in a position to respond to
such changes in a timely manner, presenting scholars and educators with the addi-
tional challenge of making their programs relevant within very tight, often inflexible
parameters. As Chemi and Krogh (2017: viii) explain, educational institutions are
now required to look more closely at “the emotional, sensory, affective and psycho-
logical sides of teaching and learning…”. There are those who are addressing such
issues in a very practical manner, as evidenced in this publication, responding to the
calls formore creative and proactive approaches to education from those scholars and
colleagues cited in the Introduction, including Sheldon and Fesenmeir (2015) and
Benckendorff and Zehrer (2017), along with Dredge et al.’s (2013) call for program
differentiation and quality.

The mix of authors, scholarly approaches and topics covered in the preceding
chapters pushes the boundaries of our knowledge in terms of the ways that we
understand, study and teach trades, craft skills, and applied as well as theoretical
knowledge. While all the contributors to this book have a connection with William
Angliss Institute in Australia, from Academic Board members, the College of Emi-
nent Professors to casual and full-time staff, many have international perspectives
and experiences. Consequently, the cases and concepts presented have broad appli-
cations, far outside the walls of one institute. In effect, William Angliss Institute is
the Case Study, set in a wider global context. Combining this with additional interna-
tional contributions from the Eminent Professors, all of whom are global leaders in
their respective fields, we have produced a resource for all scholars in the professional
trades who are dealing with change and uncertainty.

As many of the chapters in this publication refer to and employ Case Studies,
we turn our attention to a brief discussion of that methodological approach. This
is important, as Case Studies remain relatively misunderstood in many research
disciplines; yet in relation to the various areas that we have been examining here,
they are often the most appropriate and illuminating method.

The Case Study in Scholarly Studies

Cases are used extensively in teaching and journalism, where they are employed to
illustrate a point, or even to entertain. While not wishing to comment on the current
state of journalism, teaching case studies are often manipulated to further illuminate
a particular issue. For example, in a class on Tourism Economics, a case will often
focus on the economic issues more than other aspects, depending on the focus of
that class. Case Studies used in research, such as those presented in this publication,



24 Conclusion: Studying Scholarship in Changing Times… 271

are quite different in that their aim is to increase our knowledge through careful,
reflexive examination.

Robert Yin, the leading expert on the Case Study, began publishing material about
this method over 25 years ago One of his early articles on the topic in 1981, ‘The
Case Study Crisis: some answers,’ where he responds to criticisms of this approach,
remains relevant today, stating:

What the case study does represent is a research strategy, to be likened to an experiment,
a history, or a simulation, which may be considered alternative research strategies. … As
a research strategy, the distinguishing characteristic of the case study is that it attempts to
examine: (a) a contemporary phenomenon in its real-life context, especially when (b) the
boundaries between phenomenon and context are not clearly evident. (Yin 1981a: 59)

Stake (2006) takes the notion of theCase Study further (as doesYin in later studies,
while remaining true to his early work), explaining that it is not only a process, but
also the product of an inquiry, which is evident in many of the chapters in this book.

In another early article, Yin reiterates his concern about the lack of support or
understanding of the value of the Case Study:

Unfortunately, up to now, the stereotype of the case study asmerely an exploratory device has
probably discouraged such recording and analysis, because investigators have been unaware
that they have been using a serious method in the first place. The realization… that case
studies are a full-blown research strategy, applicable to all phases of scientific inquiry (from
exploratory to explanatory) - should encourage more methodological documentation and
research in the future. (Yin 1981b: 110)

While often confused with ethnography and participant-observation, which are
also utilised in some of the chapters in this book, Case Studies are actually ‘part of
the repertoire of methods that may be used to gather empirical materials on a specific
case or set of cases’ (Jennings 2010: 185). In fact, often ethnography and participant-
observation findings form elements of a Case Study, as well as other methods of data
gathering. Nor is this solely the realm of qualitative data, as the Case Study can also
incorporate quantitative data.

While Yin’s comments bemoaning the fact that many discussions or research
methods ignore or misrepresent the value and importance of the case study as a
research method, as the above citations from the last century testify, this situation
that remains today in many circles (Yin 1981a, 2012; Beeton 2005, 2016). Hence
the importance to open up this discussion in later stages of this publication.

One of the great strengths of research-based Case Studies is that it can incorporate
speculation, particularly in relation to the shape of the future. Certainly, our future
remains indeterminate, continually evolving and morphing into something often not
even imagined by futuristic creators and imaginers. Indeed, it is even stranger, and
potentiallymore interesting, than sciencefiction, requiring us to plan for an increasing
diversity of scenarios.
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Co-creating Our Future

Such uncertainty, combined with increasing consumer knowledge, power and influ-
ence has seen the rise of the collaborative practice of co-creation. This is particularly
pertinent to the services and experiences inherent in food, hospitality, tourism and
events. It relates not only to guests and hosts, but also to students and teachers,
tourists and operators, audiences and performers, and many of the cases presented
in the preceding chapters inherently combine elements of co-creating programs and
approaches with such actors.

According to Piller et al. (2010), initially presented in relation to value-creation
that customers bring into the market by Prahalad and Ramaswamy in 2004, co-
creation has been described as “…denot[ing] a product development approachwhere
customers are actively involved and take part in the design of a new offering…”
(Piller et al. 2010: 8). Furthermore, the dialogue is between equal partners, rather
than the more traditional top-down approach, and is a significant element of co-
creation (Binkhorst and Den Dekker 2009), that relates directly to our fields of
foods, tourism, hospitality and events, and in many of the preceding chapters, either
directly or indirectly.

In order to address the issues of uncertainty and change described earlier, many
scholars have either consciously or unconsciously adopted aspects of co-creation
into their programs and studies. More often than not, these elements have been
understood and developed almost subconsciously, with the conscious study of co-
creation in education a recent phenomenon (Chemi and Krogh 2017). There is little,
if any, discussion of co-creation in tourism, hospitality, foods and events teaching
and learning, yet we can see how intuitively it is being applied. However, there
are industry-based studies on co-creation between operators and tourists, including
work from Binkhorst and Den Dekker (2009) along with Cabiddu et al (2013) and
Prebensen et al (2013) in relation to tourism, Edvardsson et al (2011) looking at
service exchange, and Chathoth et al. (2013) revgarding hospitality, to Rihove et al.’s
(2015) consideration of co-creation in terms of festivals and events. This bodyofwork
(along with numerous others) amply illustrates the embeddedness of co-creation into
our fields of experience.

In terms of education, particularly the notions of student-centered learning
approaches that include active learning (Bonwell and Eison 1991), cooperative learn-
ing (Johnson et al. 1991) and collaborative learning (Bruffee 1984), co-creation is
part of a natural progression that has seen us move through experiential learning
(Kolb and Kolb 2005) as well as problem-based learning (Duffrin 2003) and so on.

As well as the above teaching approaches, the rise of interest in co-creation can
be seen as directly related to concepts of the ‘experience economy’. As far back
as 1999, when discussing the rise of the experience economy, Pine and Gilmore
noted the role of ‘new technologies’ such as the Internet and social networking in
empowering consumers to create their own experiences in conjunction with their
suppliers (Pine and Gilmore 1999). Building on this, Berrada (2017) looks at the
experiential relationship with the Internet, tourism and co-creation.
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The scholarly authors in this publication have presented us with an extensive
range of cases and approaches incorporating transformation, visual imagery, indige-
nous engagement, simulation, ethnography and scenario development all leading us
towards life-long learning approaches. This not only incorporates co-creation, but
also demonstrates the co-evolving and transformation of educators and students. As
Williams notes in the preceding chapter, transforming educational institutions and
their practices can be achieved through collaborative and reflective approaches found
in scenario research and study, which is intricately connected with co-creation and
other approaches outlined in this publication.

The Future Is Bright…

As wemove towards the third decade of this Century of Uncertainty, underpinned by
social, political, cultural and climatic change, we must continue to adapt our training
and education tomeet both the human andnatural challenges. This publication has not
only illustrated this complexity anddiversity, but also presents uswith a creative range
of approaches to the scholarship, education, study and teaching of food, tourism,
hospitality and events into the coming decades.

The concepts presented here provide a strong base from which we must develop
and evolve. The term, ‘lifelong learning’ relates to all of us, not in the least scholars
and educators. No longer can the old ways continue to be effectively applied, nor
should they.
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